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ABSTRACT

COMMUNICATION AS A CONDUIT FOR SUCCESSFUL PARENT
ENGAGEMENT: EARLY CHILDHOOD TEACHERS SPEAK UP

by

STACY ANN BRAZELL

Adviser: Tomoko Wakabayashi, Ed.D.

This dissertation delves into the crucial realm of teacher-parent communication,
recognizing its pivotal role in establishing a foundation of trust with families. This study
employs a qualitative approach to emphasize the bidirectional and continuous nature of
effective communication. It adopts a case study methodology, focusing on ten early
childhood teachers within a Michigan school district. Through in-depth interviews guided
by a common question—"“How do you perceive and describe communication with
parents?”—the research unveils two central themes: 1) the identification of effective
communication strategies for building trust and 2) the exploration of collaborative
learning, professional development, and new teacher experiences. The findings shed light
on teachers' perspectives regarding communication with families, revealing insights into
professional development, new teacher learning, mentorship, empathy, administrative
support, and collaborative learning. These discoveries contribute to a nuanced
understanding of teacher-parent communication and hold promise for shaping future

practices and policies in education and family involvement.
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CHAPTER ONE

INTRODUCTION

The focus of this research evolved from my experiences as a teacher in
Michigan’s state-funded preschool program for at-risk, four-year-old children, called the
Great Start Readiness Program (GSRP). I begin with the story of my experiences as a
teacher who learned the importance of teacher-parent-communication. I became inspired
to learn more about teacher-parent communication from the stories told by other early
childhood teachers who sought to have effective communication with children's parents
and with other members of family,

When I moved up to teach kindergarten, I thought I knew what was best for the
children in my classroom because I had three years of GSRP teaching experience, and |
had been trained in the HighScope and Creative Curriculums. Furthermore, I had
completed a master’s degree in teaching and had earned endorsements for teaching
children from pre-kindergarten through third grade, as well as special education programs
for children from birth to age five. I relied on the funds of knowledge of my classroom
families (Wilinski & Vellanki, 2020) to provide help and support their children in school.
In GSRP classrooms, access to these funds of knowledge is facilitated because teachers
are required to communicate with families daily (Implementation Manual, n.d.)

I brought these same notions with me into my kindergarten classroom. I thought families
would reach out to me before and after school, and I thought I would have time to reach
out and talk to all my families. I thought I would be in constant contact, just the same as
the GSRP program. However, I quickly realized that kindergarten was different. In
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kindergarten, I was no longer required to have parents sign their children in for the day.
Typically, at sign-in at GSRP, I would have a short conversation with each parent and get
a quick rundown of their child's day. Kindergarten, however, had stricter time limits. I
was no longer required to have at least two daily 30-minute blocks of outdoor time as in
the GSRP program (Implementation Manual, n.d.), but instead, my district only allowed
for a 15-minute recess each day. Kindergartners were expected to take computer-based
tests and read sight words automatically and accurately. In the GSRP program, the adult-
to-child ratio was 1:8, and in the kindergarten classroom, it was 1:28. In a like manner, in
the GSRP program, I had an assistant teacher, whereas in kindergarten, I had no such
support.

In my first year of teaching kindergarten, I had a struggling student in my class.
He often blurted silly sounds and words, or rolled around on the carpet, knocking into
other children. He was sweet and had a smile that lit up the room. When he did any
academic work, he could not start without me standing next to him. Likewise, when I left
to help another student, he could not complete his work. He often misspelled his name,
but the printing was neat. I began to feel he was fooling around. When I tested him for a
reading level, he could not complete a level 1 book. A level 1 book is appropriate for
children who know less than forty upper-case and lower-case letters. The patterns in the
books are simple phrases, and they repeat. Furthermore, the topics of the books are
familiar to children, and each page contains one line of text. Children at this reading level
will need explicit instruction on reading left to right and be taught to pay attention to
spoken words and match each word to the printed text on the page. He scored in the

seventh percentile on the required state testing. [ was at a loss; I tried all the tricks I knew
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from GSRP. In the GSRP program, I was able to form a bond with the children by having
them sit at my table and engaging them in conversation to find out what they like, what
they play with, and who they play with. I made sure to spend some days eating at their
lunch table since lunch was served family-style-where the children set the table, poured
their own drinks, decided what they would eat, and cleaned up their area. Nevertheless,
none of these tricks worked for this child; therefore, I felt it was necessary to try another
strategy. From my experience, many children like to mimic the behaviors of other
children, and with that thought in mind, I tried to pair him up with several children whom
I felt were more mature. To seek assistance for him in the classroom, I attempted to
contact his mother through email in hopes of gaining valuable information about him.
Unfortunately, my emails went unanswered. In addition, speaking with her at the end of
the day proved to be unhelpful as she was distracted and overwhelmed with her newborn.
Weeks went by, with the mother never responding to my emails. She no longer
picked up her son after school; instead, she would send his grandmother. I told his
grandmother how much he did not get done in school and that he sat at his seat, did not
participate in class, or rolled around on the rug and bothered other students. I informed
her that for him to learn, he would need to do more work and participate with the rest of
the class. Grandmother finally had enough. She looked at me and asked, “Is there
anything he can do right?”” With that, she stomped off. I was stunned, and I didn’t know
how to respond. I went to my classroom and sulked, and I could not understand why she
would say such a thing. After a long pause, I decided that I needed to fix this. I knew I

needed to apologize.



I stayed after school late that night and called the child’s mother. I started by
checking to see if this was a good time to talk, and when she said yes, I apologized and
admitted I was wrong. I then asked her to help me help him. I told her that she needed to
hear the truth, that I needed her help, and that she needed my help so we could help her
child. I had learned an unbelievably valuable lesson about communication.

From that day forward, when communicating with families, I always talk about
what the child can do, followed by what needs improvement. The boy’s family also
learned to trust me and to ask what they could do at home to help him. It has been almost
ten years since that incident, and I am still in contact with that boy and his family. This
experience helped me grow as a teacher, and it helped me decide to keep on teaching.
With this experience, I finally realized I chose the right career and learned to be a better
teacher.

About five years later, | was allowed to be his little sister’s kindergarten teacher.
The mother requested me to be her teacher; she felt she could trust me to do my best, and
we built a great two-way relationship. The boy saw both his mother and his teacher come
to an understanding, and he heard us communicate. He saw that his mother was willing to
help his teacher when the teacher stopped talking and listened. Thanks to this experience
and the many more that followed, I now understand how important communication can
be for the child, the family, and the teacher. Nevertheless, not enough is done to prepare
new teachers for what they will encounter. This study, therefore, will provide rich data
and insight into teacher and parent communication and how these communications affect

teacher self-efficacy.



Background

Communication is like a conduit that binds, connects, and secures relationships in
one sense; in another, it can resolve conflicts and clear up misunderstandings. Ideally,
teachers contact families daily because communication is essential in forming trusting
relationships and engaging families (Caspe, 2003; Lawson, 2003; Marschall et al., 2016).
However, more than just frequent communication with families is required. Teachers
need both skills and knowledge to communicate effectively with families. Researchers
have focused on teacher communication to shed light on family engagement approaches
that increase student learning (Epstein, 2005; Kraft & Daughtry, 2013) and decrease
behavioral outcomes (Hoover-Dempsey et al., 2005; McNeal, 1999).

Having taught preschool through first grade for the last fifteen years, [ have
noticed my colleagues struggle daily to communicate with families. They will avoid
calling families or asking other teachers for help with using and saying the right words.
Some teachers who choose not to make a call home find excuses for not having time to
call. Some might say they missed their prep time or have other issues that take
precedence. Often, these same teachers will call the next day because the situation
bothers them. However, issues can be exacerbated when a teacher call is not made right
away. For example, a child has to lose recess because they did not finish their classwork.
The child complains to the family about the loss of recess time but neglects to tell the
family that the loss resulted from not finishing the classwork. Some teachers are lucky to
have been placed with a mentor teacher who taught them to document all parent
communication. Often, these mentor teachers share this knowledge because they have

been in a situation where they did not record communication with a family and later were
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asked by the administration for the dates when they made parent contacts. Other teachers
keep calling logs to provide evidence that they are communicating with parents because
this helps them prove their effectiveness in their yearly evaluations.

In many elementary buildings, the teachers’ lunch break and daily preparation
time have been spent with colleagues discussing parent communication. For example, in
my building, we discuss the importance of making phone calls to the parents or family to
check on a student if that child has been absent. Other colleagues have talked about being
proactive and sending emails to clarify field trip procedures. Still, other more serious
discussions have been about difficulties with parents or how to relay news that their child
failed a test or has been injured at school. It can be challenging to share this kind of
information with a parent with whom they have yet to establish a good relationship. Thus,
the importance of these conversations during a lunch break or a preparation cannot be
underscored. As a lead teacher, I have advised mentee teachers on addressing many
concerns. I have also contacted my colleagues for advice on approaching certain subjects
with a parent. We call this “helping by giving words, which is to help a teacher address a
conversation so that no one is offended. My colleagues and I are grateful for the support
we give each other. However, some teachers do not have such a support system. These
teachers often mindlessly go into conversation and attempt to communicate with parents
without a mentor teacher or colleagues to bounce ideas off or give them advice. The lack
of support can affect a teacher’s ability to feel that they make a difference in the lives of
children, leading to a lower sense of self-efficacy (Yulianti et al., 2021). De Connick et
al. (2019) found that teacher self-efficacy affected many areas of a teacher’s professional

life. These include the teachers’ ability to advance student learning, effective teaching
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practices, job satisfaction, well-being, and commitment to their job. Fefer et al., (2015)
found when teachers feel they cannot communicate with families and make a difference,
which leads to more stress and more work, and they can become burnt out. Teacher
burnout is one of the many reasons teachers leave the career field. On the other hand,
Jung and Han (2013) found when teachers and parents have good two-way
communication, an ongoing exchange between the teacher and the families through
phone calls, emails, or texts can help parents and teachers feel supported and trusted.
When parents and teachers communicate, children feel successful, and successful
children want to do well in their learning and attend school. Therefore, teachers need
families to help their child/children at home and to seek help if they feel their child needs
it. Assisting a child at home can take on many forms. Epstein (2009) stated that helping
children who are struggling to learn encompasses supervising homework, studying for
tests, ensuring daily school attendance, and understanding the specific areas where they
may need more assistance in learning.

Over the last fifteen years, I have seen how teacher-parent communication has
changed from both parents’ and teachers’ perspectives. Teacher-parent communication
has become instant, meaning that if either party needs to contact the other, they can do so
from their cell phone (Thompson et al., 2015). Cell phones have become a new way to
communicate with families and teachers. Using a cell phone is considered a form of
digital communication because parents and teachers do not need to talk to each other but
can access texts and emails directly from their phones. Some teachers are comfortable
using digital communication, while others favor a weekly or daily typed or handwritten
note that physically goes home with the child (Thompson et al., 2015). Some teachers
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want to become better communicators and are willing to seek opportunities to develop
better skills in digital communications through professional development (Thompson et
al., 2015). Other teachers feel that digital mediums are not the answer to better
communication. Still, other teachers think communicating on a digital platform will have
unforeseen consequences because once a message is entered, it never goes away. They
fear that what they wrote can be used against them or put them in opposition to the
administration (Thompson et al., 2015).

As the current group of teachers begins to retire or leave the field of education,
researchers need to understand how to help new teacher candidates who may have a
better understanding of the current technologies. In addition, seasoned teachers may need
professional development on new technologies to use effectively and efficiently for
communication. Understanding communication strategies will help teachers find better
ways to communicate with all families and ensure that they feel heard and understood. To
better understand what teachers need in professional development and training for
effective parent-teacher communication, it is crucial to uncover educators' perceptions of
communicating with families. This involves exploring how these perceptions align with
or deviate from their expectations. The impact on early childhood teachers is significant
due to the unique dynamics of communication in this developmental stage. As students
progress through higher grades, the frequency of communication between teachers and
families tends to diminish. This phenomenon, supported by various sources (Epstein,
2011; Kraft & Dougherty, 2013; Youker, 2007), highlights the necessity of tailored
training for early childhood teachers to navigate these communication challenges. By

understanding early childhood educators' specific needs and perceptions, professional
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development programs can better equip them to engage effectively with parents,
ultimately enhancing the overall learning experience for students entrusted to their
guidance.

Throughout this dissertation, there is a consistent reference to parents and
families, with the understanding that families are inherently included, even if not
explicitly stated. The study aims to delve into the narratives of early childhood teachers,
investigating how they perceive and articulate their experiences of communication with
families and examining the impact of such communication on teacher self-efficacy. More
precisely, the guiding research question for this study is: How do early childhood

teachers perceive and describe experiences in communication with families?



CHAPTER TWO

THEORY

Conceptual Framework: Relevant Major Theories and Research

Communicating with families means that information from the school or the
teacher that will be shared with families is clear, helpful, relevant, and respectful. It also
means that communication is ongoing. Teachers communicate with families on many
topics and issues and vice versa. Furthermore, communication with families should be
two-way, with both teachers and families initiating conversations. Communication with
families has a direct association with family engagement and parent involvement. For
families to get information about ways to engage with their child at school, at home, or in
the community, they need to know what opportunities exist. Family engagement and
parent involvement are two different ways parents and families are involved with their
child’s school. However, there is a distinct difference between involved parents and
engaged parents (Epstein, 2009). Involved parents participate in activities that are
decided upon by the staff. Parent involvement may include volunteering for a coat drive,
being a reading buddy, or being a lunchroom helper. The school or teacher determines
these activities, and the families are asked to help. On the other hand, engaged parents
become an integral part of the planning process of activities. Parent engagement happens
when schools allow parents to provide input and take ownership of the activities.
Examples of parent engagement are when parents are asked what kind of after-school
programs they would like to see implemented and then asked to help facilitate the

program’s running. Furthermore, there can be an overlap between involvement and
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engagement. It is not an either-or situation. Parents can be both involved and engaged. In
this dissertation, the terms “parent” and “family” refer to the adult or adults responsible
for the care and upbringing of children. This may include biological, adoptive, and foster
parents as well as grandparents and other members of a family who parent the child.

Several theories support the importance of communicating with parents. The
theories that I chose examine family engagement from a larger ecological perspective.
First, I examine, describe, and discuss Epstein’s model of parental involvement and
overlapping spheres of influence, then Bandura’s social learning theory and self-efficacy.
Finally, I conclude with Vygotsky’s sociocultural theory, which connects family and
culture to a child’s first teacher.
Epstein’s Model of Parent Involvement

Figure 1 shows three overlapping spheres that influence a child’s life: family,
school, and community. Epstein (2019) has stated that all three spheres must work jointly
to help the child develop and learn. When teachers take the time to find effective and
respectful ways to communicate with families and inform them of the child’s progress,
strengths, and areas that need improvement, they help to promote a child’s academic and
social development. Epstein’s model suggests that effective communication and
collaboration between teachers and families can promote positive outcomes for children.
Positive outcomes happen with open and regular communication. Teachers can also
provide families with resources and strategies to support their child’s learning at home.

Furthermore, Epstein proposed that when teachers and families work closely together,

teachers will better understand the child’s cultural background and the unique needs and

interests of the child and the family. With this information, the teacher can make learning
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and instruction more creative and fun, meet the needs of individual learning, and

celebrate the diversity of the families in the school.

Figure 1

Epstein’s Overlapping Sphere of Influence

Epstein's Overlapping Spheres of Influence

Note. Adapted from School, family, and community partnerships: preparing educators
and improving schools (p. 28), by Joyce L. Epstein, 2001, Boulder, CO: Westview Press.
Copyright 2001 by Westview Press, a member of Perseus Group. Reprinted with
permission (permission 9/23/2023)

Epstein’s overlapping spheres of influence model suggests that the spheres
influence and affect a child’s development. While, for the most part, these spheres work
together to support the child’s development, there may be times when they create tension,

such as when the spheres pull the child in different directions. This can create undue

stress and lead to conflict since the three spheres may pull the child and create an
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imbalance, like when parents have different expectations or values than those promoted
in the school or community spheres. For example, a family may prioritize religious
traditions that conflict with school schedules or expectations. These differences can cause
stress and anxiety in a child because the school is pulling them to participate in a program
during the time the family has set aside for prayer and reflection. Another example may
be in the school sphere. The school and teacher may prioritize academic achievement
over extracurricular activities, yet extracurricular activities may be more valued in the
child's family than the educational piece. Again, this creates tension and stress for the
child because the teacher expects all children to excel in all areas of academia. In
contrast, the family wants the child to hone physical skills to enhance the child’s chances
of being on the basketball team. Finally, an example from the community sphere which
includes a child’s friends and peer groups. A child may be pulled into a conflict with their
family or even school because the child’s peer group may prioritize unsafe behaviors and
socializing that may interfere with academic or extracurricular activities, which may
again be prioritized by the family or the school. This pull can create tension, stress, and
conflict for the child because they want to fit in with their peer group and hang out at the
mall, but they also want to be a good student and study for an upcoming test or attend a
worship service with their family.

Conflict can emerge between the different spheres of influence when more
understanding and communication is needed between them. Therefore, parents, schools,
and communities must collaborate to create consistent and supportive environments for
children. Epstein proposed that these environments should value and prioritize the needs

and interests of children and provide ways to maintain open communication. Then, the
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three spheres can work together to ensure the child succeeds academically and becomes a
contributing community member. Epstein (2009) stated that schools make choices about
their communications with families:

They might conduct only a few communications and interactions with families

and communities, keeping the three spheres of influence that directly affect

student learning and development relatively separate. Alternatively, they might
conduct many high-quality communications and interactions to bring all three

spheres of influence closer together. (p.10)

For example, a school may send out a memo to all students about an upcoming
vaccine clinic that is only written in English, consequently leaving out those families who
do not speak English. On the other hand, another school may send a memo written in
multiple languages. They may also make phone calls, send emails, and post information
on their website, reaching many families in many ways. Making every effort to reach all
families is critical. As Epstein (2009) stated, “Two-way communications increase
understanding and cooperation between school and home and show students that their
teachers and parents are in contact with each other to help them succeed in school”
(p.64).

Epstein (2019) categorizes involvement into six types. Upon examining these
types, a common thread emerges — each one necessitates effective communication for
success. Consequently, following Epstein's definition, I present my italicized insights on
the crucial role of communication, outlining how it is indispensable for fostering and

promoting successful parent involvement and engagement. These are:
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Type 1: Parenting: Help all families establish a home to support children as
students. Teachers communicate information about support programs that help
with health and nutrition and parent training courses.

Type 2: Communicating: Design effective forms of school-to-home and home-
to-school communications about school programs and children’s progress.
Teachers set up conference times, regularly schedule phone calls, and send
newsletters informing parents of school programs and their child’s progress.
Type 3: Volunteering: Recruit and organize parent help and support. Teachers
communicate the need for volunteers in the classroom and other types of parent
support for the school.

Type 4: Learning at home: Provide information and ideas to families about how
to help students with homework and other curriculum-related activities, decisions,
and planning. Teachers communicate ideas to parents about how to help their
child become more successful at school with activities related to curriculum and
homework.

Type 5: Decision-making: Include families as participants in school decisions
and develop parent leaders and representatives. Teachers communicate the need
for parents as leaders and representatives of the school

Type 6: Collaborating with Community: Coordinate resources and services
from the community for families, students, and the school, and provide services to
the community. Teachers communicate to families the available community
resources such as cultural, recreational, and social support available to families
and children.

15



Knowing what the administration expects from teachers in parent communication
can help teachers be better equipped to communicate. Training in different forms of
communication, along with explicit instruction on how to communicate with families,
may allow teachers to gain confidence in their ability to communicate. This confidence
may be needed to avoid burnout and keep more teachers in the teaching profession
(Gartmeier et al., 2016; Morris & Taylor, 1998; Xu & Gulosino, 2006). Teachers who
receive training in parent communication are more likely to have the skills necessary to
communicate effectively with parents, which can help reduce misunderstandings and
conflicts. This can lead to a more positive and supportive school environment, which can
help prevent burnout and boost teacher self-efficacy (Ozmen et al., 2016). Still, with
more direct training in parent communication, teachers feel more confident, competent,
and effective in their ability to communicate with families, which can boost their self-
efficacy and improve job satisfaction. Furthermore, teachers will become better at
identifying and addressing issues that may arise and contribute to burnout or low self-
efficacy. With training in parent communication, teachers will be able to identify where
they need more support or resources to guide them to better communication with parents
Moreover, teachers who receive training in parent communication are more likely to
understand the importance of parent-teacher collaboration and the promotion of student
success. This can lead to teachers feeling more connected to their students and families.

Overall, explicit training in parent communication (Epstein, 2019), can be an
effective tool for supporting teacher well-being and job satisfaction. By helping teachers
develop practical communication skills, boosting their confidence, and promoting a

greater understanding of the importance of parent-teacher collaboration, this type of
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training can help create a more positive and supportive school environment for everyone
involved.
Bandura’s Socio-Cognitive Theory

Bandura’s (1977) socio-cognitive theory emphasizes the crucial role of
observational learning in a child’s development. According to Bandura, children acquire
knowledge by observing the actions of others and the outcomes of their actions. This
implies that parents and educators can act as role models for their children by
demonstrating effective communication skills. Additionally, teachers can set an example
for parents by demonstrating active listening, using open-ended questions, and giving
constructive feedback. By modeling these communication skills, teachers can facilitate
better communication between themselves and parents regarding their child’s education
and vice versa.

Bandura's socio-cognitive theory focuses on the role of self-efficacy in human
motivation, behavior, and learning. Self-efficacy refers to an individual's belief in their
ability to perform a specific task or achieve a particular goal successfully. In teacher-
parent communication, Bandura's theory can help us understand how it can impact both
parties' self-efficacy and motivation. Bandura’s theory suggests that self-efficacy is
developed through four key sources of information: mastery experiences, vicarious
experiences, social persuasion, and physiological and affective states.

Socio-Cognitive Theory (SCT) has its origins in the 1960s when it was known as
Social Learning Theory (SLT), initially proposed by Bandura (1986). This theory
suggests that learning occurs within a social context characterized by an active, reciprocal

exchange involving individuals, their environment, and their behaviors. It emphasizes the
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significance of a person's past experiences in shaping their reactions and behavior. In
essence, past experiences play a pivotal role in determining how and why individuals
react to certain situations.

One of the key objectives of SLT is to elucidate how individuals can achieve
goal-directed behaviors that can be sustained over time through control and
reinforcement. SLT comprises five core constructs: reciprocal determinism, behavioral
capacity, observational learning, reinforcement, and expectations (The Social Cognitive
Theory, n.d.). However, Bandura (1986) introduced an additional construct called self-
efficacy, leading to the renaming of the theory as Social Cognitive Theory

Self-efficacy, as defined by Bandura (1977), pertains to an individual's belief in
their ability to execute the behaviors necessary to achieve specific performance goals. It
encompasses an individual's confidence in their capacity to control their motivation,
behavior, and social environment. Central to Bandura's SLT is the idea that humans have
the capacity to shape and mold their behaviors. This transformative process is driven by
the development of beliefs in their abilities and capabilities, which subsequently lead to
changes in their actions.

The fundamental premise of the social cognitive theory is that humans learn
primarily through the process of observing others. However, successful learning also
depends on factors such as motivation, reinforcement, coaching, and instruction, which
collectively contribute to an individual's ability to effectively acquire and apply new

knowledge and behaviors. Figure 2 shows the four components of self-efficacy.
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Bandura’s SCT has four components. The first is mastery experiences, which

refers to the successful completion of tasks or goals. Thus, when teachers and parents
collaborate effectively, they can support a child's academic and social development,
creating a sense of mastery and accomplishment for all parties involved. This can
increase self-efficacy and motivation for both teachers and parents. Mastery of similar
experiences can help us feel we will be successful in future experiences. The second
component is social modeling or vicarious experiences, which refers to experiences that

refer to observing the successful performance of others. Teachers and parents can learn

from each other's experiences and build their self-efficacy when they work together and
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share their successes and challenges. Social modeling suggests that by watching someone
we think is like us—and has similar talents—be successful, we feel we will succeed too.
The third component is social or verbal persuasion—which refers to feedback and
encouragement from others. When teachers and parents communicate positively and
provide feedback and encouragement to increase each other's self-efficacy and
motivation, it is then that both parties believe we can succeed. Finally, the fourth
component is the physiological response, which refers to an individual's emotional and
physical reactions to a situation. When teachers and parents work together effectively,
they can create a positive and supportive environment to improve their emotional well-
being and reduce stress and burnout. This can increase self-efficacy and motivation for
both parties.

Bandura's SCT theory suggests that effective teacher-parent communication can
impact both parties' sense of self-efficacy and motivation, ultimately contributing to
improved children's academic and social outcomes. By supporting each other's mastery
experiences, providing social persuasion, sharing vicarious experiences, and creating a
positive environment, teachers and parents can work together to promote self-efficacy
and motivation for everyone involved. The ability of an observer to learn a new action
depends on their stress level, mental health, and self-efficacy. To achieve these goals, we
need to have a positive mindset. Moreover, having a positive mindset will help increase
self-efficacy. Conversely, a melancholy mood full of self-doubt is related to lower self-
efficacy, and the chance of success is limited (Bandura, 1986).

To help teachers who lack skills or confidence in teacher-parent communication,

it is essential to allow them to observe others who demonstrate successful parent-teacher
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communication. The observations can be done in a natural setting or videotaped for later
viewing. These teachers should also have time to practice a similar task with a trusted
peer and later a parent once they are confident. Additionally, as part of every new school
year, each teacher should be encouraged to set a goal they wish to obtain and share it with
their trusted peers. The role of the trusted peer can be to observe their skills and
encourage them along the way. Finally, all teachers need to possess self-efficacy, which
can be better achieved when teachers have a positive attitude. Administrators need to find
ways to ensure that the building emits positive and warm feelings. So that teachers feel
successful, their spirits are lifted, and they feel valued and heard. From Bandura’s theory,
it can be inferred that effective parent-teacher communication is essential for teachers’
feelings of self-efficacy, as does Lev Vygotsky’s work with sociocultural theory.
Vygotsky’s Sociocultural Theory

In his sociocultural theory, Vygotsky (1981) emphasized the relationship between
human beings and their environment. He saw how deep social connections and culture
could affect peoples’ development and learning. Vygotsky said that social connections
help us to learn the meaning of things and why they are important. Through these social
connections, we learn to attend to what is essential, how to change and develop our skills,
and to pick up on cues and attitudes to help us understand what needs to be done. His
theory suggests that social interactions happen on two levels. The first level is social,
where learning is seen in how people interact within their community. The second level is
the individual level, and what Vygotsky (1981) called “inside the mind” learning occurs.
Vygotsky also believed that children’s first teacher is their family and culture. A child’s
early learning takes place in their community. For this reason, children obtain an
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understanding of the world through these contacts and links. His theory states that
humans use tools to alter and change thinking. Scaffolding is one of the tools used.
Scaffolding is where we are given a small, achievable task to perform and can be
successful at it. Then, we are given a task outside our zone of proximal development
(ZPD). The job is more challenging, and the help of a more knowledgeable other (MKO)
or adult is needed for us to be successful.

As we master these tasks, we build confidence and can gradually complete more
complex tasks without help. Therefore, Vygotsky’s theory strengthens the understanding
that a child’s home life is essential, and parents contribute significantly to a child's
development and academic achievement. From sociocultural theory, when parents and
teachers work together and communicate effectively, they can create a supportive
environment that fosters a child’s cognitive and social development. Vygotsky’s theory
also emphasizes the ZPD, which refers to the range of tasks that a child can perform with
guidance and support from an MKO. When looking at family communication, teachers
can work with the family to recognize the level of understanding and the child’s ZPD.
With this information, teachers and parents can work together to give the appropriate
support and guidance to help children progress and achieve their goals. Additionally,
Vygotsky’s theory proposes that children learn best when they engage in relevant and
meaningful activities when they can connect what they are learning to their daily
experiences. Effective parent-teacher communication can help by ensuring that parents
are aware of what their child is learning in school and can provide opportunities for the
child to use what they learned outside of school. For educators, this means our

community of peers and colleagues teaches us how to act with and around parents and
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what is important in interacting with them. This theory emphasizes the importance of
effective communication between parents and teachers. Educators can learn from their
peers, colleagues, and those with more experience about what constitutes good teaching
practices. With the right support and guidance, professional development in
communication can be successful, even if it requires stepping outside of our comfort
zones.
Review of Literature

The search for literature surrounding parent-teacher communication led me to
three significant subtopics: types of communication, implications for preservice teacher
education, and communication barriers.
Types of Communication

Table 1 presents the literature used to investigate the phenomenon and guide the
research around types of communication used by families and teachers. In order to
comprehend the intricate dynamics of communication within educational settings, it is
imperative to delve into the existing body of literature that has laid the foundation for
understanding the roles played by families and teachers. By examining the various types
of communication employed by families and teachers, this literature review not only
provides a theoretical framework but also guides the trajectory of our research. The
following table synthesizes a range of scholarly contributions, offering a roadmap to the
nuanced interplay between home and school communication in the educational

landscape.
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Table 1

Types of Communication

Thompson & Mazer (2012) Leenders et al. (2019)

There are more ways to How teachers create a trusting relationship, come to
communicate because of new an agreement, support learning at home, and
technology; communicating  involvement of families in decision-making.

1s more manageable.

Parents felt that teachers Informal contact and inviting families into the

must be proactive in classroom were ways to form trusting relationships.
communication.

Parents felt that it is the Teachers mentioned their availability, but parents
teachers' job to initiate missed face-to-face conversations. Teachers send
communication. home a daily notebook for notetaking. Some families

walk into the school and the classroom.

A research study was conducted by Thompson and Mazer (2012) in a Southern
United States school district where 175 parents of students from elementary, junior high,
and high school levels were surveyed. The survey measured the level of academic
support provided by parents using the 16-item PASS scale, as well as their satisfaction
with the support their child received from their teacher, their perception of their child's
success in school, and open-ended questions. Results showed that families now
subsequently had more ways to communicate with schools, with two-way communication
being highly valued. However, parents expected teachers to initiate the first contact,
which can be challenging for teachers at the beginning of the school year due to
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classroom organization, curriculum preparation, and school routines. Teacher
engagement in decision-making with families can be difficult, but it is essential for parent
engagement if it is to be effective. Leenders et al. (2019) conducted another study,
interviewing 55 teachers from special education, at-risk, and mainstream primary
education schools in the southern Netherlands. The researchers found that
communication between teachers and families is more productive when both parties have
the same understanding of each other's expectations. Involved families can contribute to
their child's success in school, as well as the success of the school and teachers.
Implications of Communication on Preservice Teacher Education

Table 2 presents the literature used to investigate the phenomenon and guide the
research around preservice teacher education. Within the realm of preservice teacher
education, a comprehensive understanding of the field requires a nuanced exploration of

the foundational literature that informs and shapes research endeavors.

Table 2

Preservice Teacher Education

Donohoo Gartmeier et al. Morris & Taylor Xu & Gulosino
(2018) (2016) (1998) (2006)

Collective teacher That teachers are Courses can influence The degree or
efficacy CTE can be unprepared to pre-service teachers’ certification a teacher
stronger than the link communicate with perceptions of their obtains does not reflect
between SES and families ability to plan and the quality of the
student achievement implement family teaching

involvement programs in

schools
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Table 2 - Continued

Preservice Teacher Education

Donohoo Gartmeier et al. Morris & Taylor Xu & Gulosino
(2018) (2016) (1998) (20006)
When CTE was Teachers obtain the School/Community What a teacher does

present, teachers set
high expectations and
had a strong focus on
academic pursuits.

CTE can be stronger
than the link between
SES and student
achievement.

In a CTE school, there
was less teacher
burnout and more job
satisfaction

Teachers felt less
stress in a CTE school.

skills on their own
throughout the school
year without guidance.

Most teachers scored
themselves high to
medium range in
communication with
families.

Teachers with low
scores felt they could
have done better with
forming questions to
ask parents and felt
less confident in
making specific
agreements that
concluded a meeting.
More time spent on
parent contact did not
correspond to higher
confidence and scores.
Teachers who scored
higher talked the most
to their colleagues
about parenting issues.

Skills needed should
be taught in pre-
service classes.

Relations course boosted
confidence and increased
level of comfort when
working with families
and communities
Pre-service teachers
made the most
significant gains in
acquiring skills,
knowledge, and
strategies needed to
implement a parent
involvement plan.

that determines the
quality.

That teacher-parent
interactions and
communications
positively affect
students’ academic
performances.

Teacher-parent
partnerships affect the
way teachers think
about teaching.

The problem is getting
teachers to partake in
establishing a parent-
teacher partnership.
Teachers are burnt out,
have past experiences
that did not result in
positive parent-teacher
partnerships, or, worse,
teachers may fear
parents impeding or
getting in the way of
activities.

To help teachers see the
benefits of parent
partnerships, principals
must clearly show the
advantages and
opportunities such a
partnership can bring to
the students, teachers,
and school.
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Donohoo (2018) conducted research on collective teacher efficacy (CTE), which
refers to the shared belief among teachers in a school that they can positively impact
student success. Donohoo identified productive behaviors that promote student
achievement as a result of CTE and examined other potential outcomes of this shared
belief in their ability to influence student outcomes. When teachers in a building with
high CTE believed that, as a group, they could make a difference in the academic
outcome of their students, their impact was more significant than the effects of
socioeconomic status. Xu and Gulosino (2006) found that for teachers to see the benefits
of communication with families, the administration needs to show the advantages such
communication can bring to the classroom, the teacher, and the building. Moreover,
Donohoo's research showed that new teachers in schools with higher CTE were less
likely to leave the teaching profession and experienced more job satisfaction and less
burnout. Gartmeier et al. (2016), found that teachers found that teachers who already
have higher confidence in their parent-communication skills use opportunities for shared
reflection and everyday learning to a larger extent. Morris and Taylor (1998) found that
completion of a School/Community Relations course improved students' ability and
comfort level in working with parents. While specific courses positively impact how pre-
service teachers plan and implement family involvement programs at school, they do not
correlate to the quality of teaching. Therefore, it is crucial for the administration and
school staff to believe that they, as a group, make a difference in the students’ lives
despite being challenged with poverty.

Barriers to Communication
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Table 3 presents the literature used to investigate the phenomenon and guide the

research around barriers to parent-teacher communication. Exploring the phenomenon of

parent-teacher communication necessitates a thorough examination of the barriers that

may impede this crucial interaction. This table provides an overview of the literature

selected for this investigation, offering valuable insights into the challenges surrounding

communication between parents and teachers. This table serves as a comprehensive

reference point, guiding the research towards a nuanced exploration of the factors

influencing parent-teacher communication dynamics

Table 3

Barriers

Conus & Fahrni (2019)

Lua et al. (2019)

Soutullo et al. (2016)

Why is it that teacher practices for
boots-on-the-ground teachers are
different from those procedures that
are deemed to be best practices in
communication with families, as
seen in the field of research
Teachers must build relationships
with the first child from a family
who enters the school.

Parents felt that the teacher was
responsible for reaching out to
families.

Parents want information on their
children weekly

Teachers felt that they did not need
to communicate as often as parents
wanted

Teachers used the phrase, “No news
is good news.”

Participating parents, teachers, and
principals noted that home-family
alliances are needed for children to
be successful in school.

Participating parents lacked
understanding of family
partnerships

Participating families mentioned
the time commitment

Participating teachers stated that a
partnership could help teachers
learn about parents and families and
support a child

Teachers also noted that families
could help more if they knew what
the schools needed.

Because many families have both
parents employed outside of the

Immigrant families and
teachers do not share the
exact definition of parent
involvement.

Immigrant families tend
to ask their children about
homework and
understand this as
involvement.

Teachers seek to have
families attend and
participate in conferences
and school activities
immigrant families spoke
of not feeling welcome or
safe at school

Families lacked support
and resources, and the
fear for undocumented
families.

The researchers refer to
the cultural/ language
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Conus & Fahrni (2019) Lua et al. (2019) Soutullo et al. (2016)

Teachers’ attitudes are holding back home, activities for family mismatch between the

parent-teacher communication partnerships may need to be more child and the teacher.
practical and can quickly be done This mismatch can put
with little time commitment the child at odds with the

family as the child adopts
the school’s culture.

Communication between parents and teachers can be difficult due to various
barriers. In a study conducted by Conus and Fahrni (2019), they interviewed six Swiss
kindergarten teachers and twelve families with children who had just started school that
year. The study revealed a contradiction between expectations and routine
communication, with teachers insisting less on the necessity for frequent communication
than parents. Another study by Lua et al. (2019) interviewed six principals, twelve
teachers, and twelve parents in six Hong Kong kindergarten classrooms. According to the
teachers and principals, the main barriers to implementing home-school partnerships
were time limitations and the parents' lack of knowledge. In a study by Soutullo et al.
(2016), the researchers looked at eight different schools located within a highly populated
urban school district that is situated in one of the top five counties in the United States,
which is noted for its significant immigrant population. Eighteen elementary teachers of
varied backgrounds identified language and culture, family resources, and undocumented
status as barriers to engagement. Researchers found that educators and families often
have different understandings of best practices in family communication, with teachers
feeling that parents need to be physically present at school to be considered engaged.
However, immigrant parents may feel unwelcome or unsafe at school. To ensure all

families are involved, welcoming parents of all students should be a priority. Some
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families may find the time commitment challenging due to outside work obligations.
Practical engagement strategies can benefit all families. Partnerships between parents and
teachers can aid in understanding the families they serve, inform parents of teachers'
needs, and help students succeed. Narrative Inquiry (NI) can serve as a valuable tool to
overcome communication barriers that could hinder effective collaboration between
parents and teachers. These barriers could arise due to various reasons, such as a lack of
resources in the families' native language, an unwelcoming school environment, or
screening policies that discourage families from participating or becoming volunteers. NI
can help bridge these gaps and promote fruitful collaboration between parents and
teachers by offering a better understanding and suggestions for improving
communication.
Summary

Effective two-way communication is a recurring theme in the literature review.
However, it also reveals several significant research gaps. Thompson & Mazer (2012)
emphasized that parents often expect teachers to initiate communication. Leenders et al.
(2019) stressed the importance of building trust between teachers and families. Various
studies (Conus & Fahrni, 2019; Lua et al., 2019; Soutullo et al., 2016) identified barriers
to effective communication between parents and teachers, such as time constraints,
language and cultural differences, and parents' lack of knowledge.

Gartmeier et al. (2016) and Morris and Taylor (1998) highlighted the importance
of pre-service teacher education in developing communication skills. Donohoo (2018)
underscored the positive impact of collective teacher efficacy on both teacher satisfaction

and student outcomes. Thompson and Mazer (2012) also noted the influence of
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technology on communication, suggesting that it can either hinder or facilitate parent-
teacher communication.

By addressing these research gaps, educators and policymakers can better
understand the dynamics of family-teacher communication and develop strategies to
enhance collaboration for the benefit of students' academic success and overall well-
being. Furthermore, these research gaps underscore the need to consider the voices of
teachers.

A comprehensive investigation into parent-teacher communication and its impact
on teacher self-efficacy and daily life is essential for prompting colleges of education to
prioritize family engagement. Recognizing these research gaps also underscores the need
for a deeper exploration of how effective communication can facilitate teachers in
individualizing student learning and planning differentiated lessons. This study aims to
uncover challenges that teachers face in communicating with families, examining its
influence on their commitment to the profession, and understanding whether
communication demands contribute to unnecessary teacher burnout. By addressing these
gaps, the research aims to provide insights that can help future teachers succeed and
develop improved approaches to parent-teacher communication. The choice of Narrative
Inquiry as a method for exploring educational experiences is informed by its capacity to
offer a nuanced understanding of these dynamics. The focus on early childhood teachers
arises from the author's direct experience in pre-kindergarten to second-grade education,
and the significance is further justified by the distinctive nature of communication

between early childhood teachers and families, which diminishes as students’ progress to
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higher grades, as indicated by various sources (Epstein, 2011; Youker, 2007; Kraft &
Dougherty, 2013).

A theory of change model for parent-teacher communication is depicted in Figure
3, and illustrates the steps that can be taken collaboratively to improve a teacher's self-

efficacy, increase parental engagement, and ultimately lead to positive student outcomes

Figure 3

Theory of Change Model for Parent Teacher Communication.
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CHAPTER THREE

METHODS

Overview and Research Design

This study utilized a qualitative approach and adopted a case study methodology
(Corbin & Strauss, 1990; Creswell, 2013; Strauss & Corbin, 2008) to investigate
teachers’ experiences regarding communication with families. The case study was
centered around a single school district in Michigan, located outside a prominent urban
center. I used the Single Question to Induce a Narrative (SQUIN) technique for gathering
participants’ stories, acknowledging that teachers are eager to share their stories
(Wengraf, 2001). I delve into the comprehensive research design of this study, situating it
within the framework of Narrative Inquiry (NI). Within the context, I reveal the heart of
NI and its alignment with the research objectives. Following this, I explain NI as a
methodology, finishing with its theoretical underpinnings (Bell, 2002). This study
prompted an exploration of literature focused on NI, with a particular emphasis on a book
by Wengraf in 2001. Within this domain, I address three key subtopics: studies utilizing
NI, those employing Biographical Narrative Interpretive Method (BNIM), and those
incorporating SQUIN. The following sections provide a detailed overview of the
procedures used for participant interviews, culminating in a description of the planned
data analysis. Two approaches to using narratives to understand individuals' experiences
are "A single question to induce a narrative" SQUIN and the BNIM. The first approach
involves asking a simple prompt, while BNIM is a structured and comprehensive method

used in qualitative research and psychotherapy. Both methods use narratives to
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understand individuals' experiences, however, SQUIN is a simple prompt to elicit a story
or memory, while BNIM is a more thorough and interpretive method.

As previously noted, data was collected through SQUIN. This qualitative study
will analyze the experiences of those working as early childhood teachers in pre-
kindergarten through first-grade classrooms in one large Title I district in Michigan.
Clandinin and Connelly (2000) argue that experiences happen narratively. Narrative
Inquiry is a form of narrative experience. Therefore, educational experiences should be
studied narratively. My interest in studying early childhood teachers stems from different
places. First, my teaching experience is in pre-kindergarten to second grade, which is
considered early childhood. Second, in early childhood, communication between teachers
and families is done more frequently, and that frequency of communication wanes as
students move to the upper grades (Epstein, 2011; Youker, 2007; Kraft & Dougherty,
2013). T'used NI to give a deep and complex understanding of the lived experiences of
those early childhood teachers. With the stories told, I will give teachers a platform and a
voice to be heard by other teachers, administration, and early childhood education
professors. Furthermore, I want to better understand what teachers need in professional
development and teacher training to prepare them for the many facets of parent-teacher
communication. I strongly believe that communication between parents and professionals
is crucial and should be treated as such. I aim to uncover early childhood teachers'
perceptions of communication with families and explore its impact on their well-being.
By identifying potential sources of anxiety and burnout, we can create a collaborative

environment that fosters effective communication and support. Ultimately, my goal is to
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provide valuable insights that will help alleviate anxiety and burnout, leading to a more
fulfilling and sustainable teaching experience in early childhood education.
Narrative Inquiry (NI)

The most basic purpose of qualitative research is to understand the complex social
world using non-numeric data; it is the how and why (Salkind, 2011). Narrative Inquiries
study stories or narratives (Andrew et al., 2008). Stories are the basic unit that reflects
what it means to be a human (Clandinin & Connelly, 2000). Riesmanm (2002) states that
stories are expressions of personal perspective incorporating learned social and cultural
experiences. Clandinin and Connelly (2000) describe the construction of a narrative
experience as a reflective experience relationship between living a life story, retelling a
life story, and reliving a life story. Qualitative research can help place meaning in
people’s work and lives and “explores the meaning of human experiences and creates the
possibilities of change through raised awareness and purposeful action” (Taylor &
Francis, 2013, p.3). Connelly (2000) outlines the construction of a narrative experience
as a reflective process that involves three interconnected elements: living a life story,
retelling that life story, and reliving it. In this context, qualitative research plays a crucial
role by helping to ascribe meaning to individuals' work and lives. Qualitative research is
described as a method that delves into the significance of human experiences, offering a
deep exploration that can lead to increased awareness and purposeful action. Essentially,
this approach aims to uncover the underlying meanings in personal narratives,
contributing to a richer understanding of individuals' experiences and fostering the
potential for positive change through heightened awareness and intentional actions.

Teachers have many stories to tell. Connelly (2000) outlines the construction of a
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narrative experience as a reflective process that involves three interconnected elements:
living a life story, retelling that life story, and reliving it. In this context, qualitative
research plays a crucial role by helping to ascribe meaning to individuals' work and lives.
Qualitative research is described as a method that delves into the significance of human
experiences, offering a deep exploration that can lead to increased awareness and
purposeful action. Essentially, this approach aims to uncover the underlying meanings in
personal narratives, contributing to a richer understanding of individuals' experiences and
fostering the potential for positive change through heightened awareness and intentional
actions. They share their stories and classroom accounts with others in the field. Stories
help set the scene so researchers can have a shared understanding. The philosopher
Charles Taylor (1989) explained that our understanding capacity is rooted in self-
definition. These stories shared by teachers recollect the events as they remember them.
What is significant to the teacher is what is remembered. By telling stories, teachers bring
the researcher closer to the participants. In narrative research design, the researcher
describes the participants’ lives through the stories they gathered, retelling the
experiences, and discussing the meaning gleaned from the stories as they relate to those
individuals.

Gathering stories of experiences in communicating with families in combination
with the ones that puzzle teachers will help in understanding what roles teachers play and
what strategies or mindsets are needed to engage families successfully. The individuals
who benefit from the stories are the researchers, educators, and those involved in teacher

training and professional development. Gathering stories of experiences in
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communicating with families, especially those that present challenges or puzzles for
teachers, assists in comprehending the roles teachers play in these interactions.

Additionally, it provides insights into the strategies and mindsets necessary for
teachers to effectively engage with families. Ultimately, the aim is to enhance
understanding and inform the development of more targeted and supportive approaches
in teacher training programs and professional development initiatives. NI is best suited
for this research for these reasons. Some participants feel relieved because they have the
interest of a researcher who is willing to listen to them and record their stories. Narrative
Inquiry is a form of narrative experience. NI, as described by Clandinin and Connelly
(2000), 1s a means of experiencing and living the stories of others, allowing readers to
"experience the experience." NI offers teachers the opportunity to reflect on their own
beliefs, backgrounds, and the perspectives of others, potentially addressing barriers to
parent-teacher communication.

Beattie and Conle (1996) conducted a study that explored the relationship
between teachers' personal and cultural backgrounds and their teaching approaches,
focusing on how hidden patterns and experiences influenced their work in the classroom.
Researchers identified these patterns through personal narratives and collaborative
reflection for personal and professional growth. Observing the impact of Narrative
Inquiry (NI) on teachers' reflections and understanding of parent-teacher communication
can be achieved through several avenues. Reflection on beliefs and backgrounds is one
way that teachers can engage in NI that may be observed as they reflect on their own
beliefs, cultural backgrounds, and how these factors shape their perspectives on parent-

teacher communication. This reflective process can provide insights into any potential
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barriers or challenges they may face in establishing effective communication with
parents. Hidden patterns can be observed. Beattie and Conle (1996), observed and
identified hidden patterns and experiences influencing teachers' work in the classroom.
This observation involved analyzing personal narratives shared by teachers, as well as
engaging in collaborative reflection. The identification of these hidden patterns offers a
tangible way to observe the impact of Narrative Inquiry on uncovering influences on
teacher behavior and practices. Collaborative reflection of the teachers involves the
sharing of their narratives and engaging in reflective discussions with others. Observing
these collaborative interactions can provide insights into how teachers collectively make
sense of their experiences and collaboratively develop strategies for effective parent-
teacher communication. Professional growth can be tracked throughout the Narrative
Inquiry process, one can observe how the exploration of personal narratives contributes
to their development as educators. Changes in attitudes, approaches, or strategies related
to parent-teacher communication may be evident as teachers apply insights gained
through narrative reflection. Overall, the observation of teachers engaging in reflective
practices, sharing personal narratives, and collaboratively exploring the impact of their
beliefs and backgrounds can provide tangible evidence of how Narrative Inquiry
contributes to understanding and addressing barriers in parent-teacher communication.
The told stories have the potential to become both a valuable professional
development approach and a research approach for teachers. Considering the professional
development approach, the told stories can serve as a powerful tool for teachers because
they have personal relevance. The teachers' own narratives provide a highly personalized

and relevant context for learning. Use of a vignette (see Appendix B) or a short narrative
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to exemplify how a teacher's personal story can be deeply relevant to their professional
development reflecting on personal experiences in parent-teacher communication allows
educators to directly apply insights to their practice. Real-life stories such as the vignette
help teachers understand the complexities of parent-teacher interactions in specific
classrooms and communities.

By reflecting on their own experiences and challenges in parent-teacher
communication, educators can directly apply insights to their practice. Another way is to
learn from real-life stories that allow teachers to understand the complexities of parent-
teacher interactions within the context of their specific classrooms and communities. This
contextual learning is often more impactful than generic or abstract training. When
teachers share their stories in a collaborative settings this fosters a sense of community
among teachers. Furthermore, it creates opportunities for collective problem-solving,
with educators learning from each other's successes and challenges.

By utilizing the vignettes as told stories for professional development and
reflection approach for teachers is likely to be effective due to its personalized, context-
specific, and community-building nature, offering valuable insights and fostering a more
comprehensive understanding of the challenges and successes in parent-teacher
communication.

Bell (2002) suggests that NI can also give a voice to marginalized groups, such as
immigrants, migrants, and those with different sexual orientations. Meier and Stremmel
(2010) emphasize the importance of storytelling in encouraging research and

investigation among early childhood teachers. Sharing stories between teachers and
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families can help them reflect, question, and see each other as partners, promoting two-
way communication.

Saras (2015) research in Argentina examined how shared experiences and feelings
contribute to the meaning of Narrative Inquiry (NI). It offered participants a platform to
share their stories and opinions, fostering a deeper understanding of the subject

Therefore, parent-teacher communication and experiences should be studied
narratively. However, some participants may want others to learn from their experiences,
so they do not make the same mistakes or as an example of what to do if a similar
situation happens to them. Lastly, some people want to tell their stories as a cathartic way
to express themselves to release strong emotions. Dunne (2003) asserts:

Research into teaching is best served by narrative modes of inquiry since

to understand the teacher’s practice (on his or her part or the part of an

observer) is to find an illuminating story (or stories) to tell of what they

have been involved with their students. (p.367)

Researchers’ Role

Note that as the researcher of this study, my involvement and perspective on the
topic should be considered as it could impact how I collect my data, whom I ask for
stories and the interpretation of results. I work as an intervention teacher, helping
students struggling with reading and writing. This entails communicating with their
families. In addition, I have over 15 years of experience teaching in early childhood
classrooms, where I faced challenges with parent communication and relied on my
colleagues for support. As a result, I recognize the significance of fostering

communication between parents and teachers to support children's development. Thus, I
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make it a priority to provide opportunities for families to engage in dialogue when
necessary.

My firm convictions give rise to particular inclinations regarding educators who
undervalue the importance of parent-teacher communication. In my capacity as a
researcher, it was essential for me to acknowledge varying viewpoints and sustain an
understanding of them throughout the process of collecting and analyzing data. In my
first year as a kindergarten teacher, I realized the importance of having effective
conversations with families. At first, I thought I knew everything there was to know
about teaching, but when I encountered children and their families who needed help, 1
realized I was missing key communication skills. It became clear that without proper
training, teachers may not fully understand what it takes to have good parent
communication. My decision to pursue this research is rooted in my belief that teachers
may lack a comprehensive understanding of effective parent communication due to
insufficient training, and it has also become evident that numerous untapped
opportunities exist for teachers to initiate meaningful conversations with parents.
Participants

This study used a purposive sampling of early childhood teachers. Patton (2002)
states that a purposive sampling method effectively allows the researcher to include
participants who can provide in-depth information necessary to understand a
phenomenon being investigated. Approximately 60 early childhood teachers are in the
school district of interest. Purposive sampling was the most effective method in
identifying participants from the large pool of candidates. The participants were all

female and included two PreK teachers, three kindergarten teachers, and five first-grade
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teachers (see Table 4). Each teacher was given a number, and I will refer to them as that

number to ensure confidentiality.

Table 4

Participants’ Profiles

Job Title Years in Field

Pre-Kindergarten

1 >5 years

1 <§ years
Kindergarten

2 >5 years

1 <5 years
Grade 1

2 >5 years

3 <5 years

Recruitment of Participants

In February of 2023, I obtained approval from the Institutional Review Board
(IRB) for my study (see Appendix D). I reached out to the school district and requested
permission to send a recruitment email to all PreK, kindergarten, and first-grade teachers
in the district. After receiving approval, I sent out invitations via email (see Appendix E)
to 37 educators. I used the strategy of nonprobability criteria sampling, following Miles
and Huberman's (1994) approach. Participants were current or former teachers in a PreK,
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kindergarten, or first-grade classrooms with a valid Michigan teaching certificate.
Participants were recruited on a first-come-first-serve basis, with an equal number of
experienced (more than five years) and newer (less than five years) teachers.

Setting

The research was carried out in Title I schools within the largest school district in
a county located in Michigan outside a major urban center. The district has over 28,000
students, of which approximately 63% are designated as economically disadvantaged.
The student demographics include 75% white, 10% two or more races, 7% African
American, and 6% Hispanic/Latino (Mi School Data, n.d.).

Communication between teachers and families could be challenging due to
various factors, such as parents being employed or single parents supporting their
families. To conduct interviews, an online platform called Zoom was utilized. It provided
several benefits, including scheduling interviews at suitable times, having a flexible
setting, and being cost-effective, as no physical meeting location was required.
Additionally, the software enabled efficient transcription of the interviews.

Data Collection

This study used Narrative Inquiry using a Single Question Aimed at Inducing
Narrative (SQUIN). SQUIN is used when participants are ready to share their stories.
Narrative Inquiry using SQUIN allows the researcher to retell the participants’ stories.
There are four primary qualitative data collection types--observations, interviews,
documents, and audiovisual materials (Creswell, 2003) --with the interview being mostly

recommended to collect participants’ narratives. The Narrative Inquiry is often conducted
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in a relaxed, conversational style to encourage participants to uncover their individual
stories. Kvale (1996) states:

In an interview conversation, the researcher listens to what people

themselves tell about their lived world, hears them express their views and

opinions in their own worlds, learns about their views and their work

situation and family life, their dreams and hopes. The qualitative research

interview attempts to understand the world from the subject’s point of

view, to unfold the meaning of people’s experiences, and to uncover their

lived world prior to scientific explanations. The qualitative research

interview is a construction site of knowledge. An interview is literally an

interview, an inter change of views between two persons conversing about

a theme of mutual interest. (p. 1)

The significance of Narrative Inquiry research becomes evident through the depth
of emotions and the richness of content that emerges from the interviews. This research
approach uniquely captures the lived experiences and personal narratives of individuals,
providing a window into the complexities of their stories, emotions, and perspectives. By
delving into these deeply personal accounts, Narrative Inquiry not only uncovers the
intricacies of human experiences but also allows for a profound exploration of the
multifaceted aspects of the research subject.

Participant Protection and Data Management

Safeguards were in place to minimize the risk of infringement of confidentiality

by keeping research records as confidential as possible. The researcher changed the

names of participants displayed on the Zoom screen to researcher-generated ID numbers
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before recording. The MP4 files recorded via Zoom were created directly onto the
researchers' computer rather than the cloud, in a password-protected file on a password-
protected computer. Once download, the recordings were deleted after Zoom-generated
transcriptions were checked for accuracy. No identifying information was transcribed,
and the material from these discussions was only reported as "teacher 17, "teacher 2," etc.
The researcher was the only one with access to the recordings. Data was de-identified by
using code names instead of the actual names of participants. All recordings were
destroyed after being transcribed, and any online interviews were conducted using a
Zoom connection approved by Oakland University. The recording was stored on the
password-protected server until the transcription was made and then was deleted. No
copies of the audio file were accessible once deleted
Interview Protocol
First Session

A Zoom interview was arranged at a convenient time for the participants. The
interview question was designed to allow participants to share their stories freely: “All
teachers have a range of experiences in communicating with families. Please think of
your experiences communicating with families. Can you describe to me a situation or
situations that puzzle you?” The researcher remained attentive and did not interrupt the
interview. While the interview was ongoing, the researcher made note of any noteworthy
stories or points raised. The duration of each interview was determined by the length of
time each participant was required to fully recount their experiences, lasting between 40

to 60 minutes.
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Second Session

After the initial interview, a follow-up Zoom meeting was scheduled to review
my notes, ensure accuracy, and clarify any responses from the participant. The meeting
lasted between 15 to 25 minutes. One week before the meeting, I sent each participant the
transcripts of their initial interviews and a draft of a vignette that I had crafted based on
their expressions of what puzzles them in communicating with families. I asked the
participants to contact me by phone or email if they needed to make corrections, seek
clarifications, or provide further details regarding the transcripts.
Data Analysis Plan

According to Merriam and Merriam (1998), data analysis is a complicated
procedure that involves going back and forth between specific data and broader concepts,
using both inductive and deductive reasoning and description and interpretation. The data
analysis for this study encompassed tasks such as transcription, coding, identifying
patterns, generating themes, and crafting vignettes based on teachers’ stories (see
Appendix B). These vignettes pose distinctive communication situations with families
that can be used for training purposes. To guarantee transparency, I followed a five-phase
process (Bingham, 2023).
Phase One-Organizing the Data

Subsequently, I systematically organized and managed all my qualitative data to
maintain rigor and trustworthiness in accordance with the recommendations of While et
al. (2012). Proper data organization is crucial for upholding high standards of quality and
reliability. To capture the interviews, I employed Zoom's recording feature and then

transcribed them. After each interview, I diligently rectified any transcription errors. This
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process allowed me to effectively handle the transcripts and identify emerging themes.
For coding the data, I adopted an inductive approach. I stored the transcripts securely on
my password-protected computer in my home office to ensure their confidentiality.

To guarantee the trustworthiness and reliability of my research, I adhered to the
guidelines put forth by While et al. (2012), meticulously organizing and managing my
qualitative data. This entailed creating labeled file folders based on categories I identified
during the transcription and interview reading. This approach facilitated the identification
and extraction of specific statements and quotes and provided an initial structure for the
data. By following this method, I can readily access and retrieve the necessary data for
my research.

To establish the transferability of the study to other groups or situations, a
reflective journal was used to record thoughts about interpreted data and any potential
biases or assumptions, as outlined in Appendix F. The participants' provision of rich,
detailed descriptions supported the evidence of transferability, as suggested by Merriam
(2009).

Phase Two-Sorting the Data

In the second phase, I transferred the data into Word documents and initiated the
coding process. To uncover codes and patterns, [ made use of the comment tab. By
organizing the data in Word documents, I gained a better understanding of the extensive
dataset I had gathered. I also printed these Word documents and made margin notes as |
went through them.

During this stage, I encountered some data that didn't neatly fit into specific

categories. To retain this data for future reference, I created a separate Word document
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called "miscellaneous" and stored it there. Furthermore, I observed some commonalities
in the emerging codes and patterns, which aided in refining my thoughts and ideas. This
phase also allowed me to begin pre-coding by highlighting keywords and interesting
concepts. I revisited my notes and identified potential code development. Following this
phase, I separated the data that aligned with my ideas and set aside any data that didn't fit
the established patterns.
Phase Three-Understanding the Data

In the third phase, I began the data coding process by carefully examining the
content. I looked for recurring topics and patterns within the data, which enabled me to
identify emerging trends and potential themes by revisiting the concepts present. While
analyzing the organized data, I created codes and reviewed them repeatedly. I then
organized these codes into groups that seemed related. For each group, I generated a
separate Word document labeled "Codes" and listed the codes within. Once I put all the
codes together in this Word document, I could see them working together smoothly. It
helped me shift codes between groups or take some out, reframing/renaming codes to
address overlaps, and finding the best spots for them. As the last step for phase three, I
checked my handwritten notes (see appendix 9) to fine-tune my codes.
Phase Four-Interpreting the Data

During the fourth phase, I first reviewed the "Codes" Word document to ensure
their relevance. Then, I utilized Word’s "find" function to search for specific keywords
and phrases that frequently appeared in the codes. I copied and pasted these key elements
into a separate Word document labeled "Themes," aiming to identify overarching topics

that related to those terms. Ultimately, I managed to identify two primary themes: one
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centered on communication with parents and the other focused on communication within
the school institution by staff and administration.
Fifth Phase-Explaining the Data

During the fifth phase of my research, I engaged in a comprehensive reevaluation
of the models proposed by the three theorists: Epstein, Bandura, and Vygotsky, that I
chose to work with. I also linked the research from the literature review to create a well-
supported explanation of my data. This phase aimed to establish a more profound
connection between their theoretical frameworks and the practical insights and feedback
garnered from the study participants. By delving into these models in conjunction with
the real-life experiences shared by educators, my intention was to bridge the divide
between theory and practice. In doing so, I aimed to shed fresh insights on the pertinence
and practicality of these theoretical frameworks within the context of authentic classroom
dynamics and interactions between parents and teachers.

Through a comprehensive analysis of the research (see Appendix 8), I found ways
in which different models worked well together. I used this information to explain my
methodology, the categories, and the frameworks I employed in this study. This helped
me explore how these models could be customized and improved to better support

teachers in engaging with parents effectively.
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CHAPTER FOUR

FINDINGS

The study method was designed to answer this research questions: How do early
childhood teachers perceive and describe experiences in communication with families?
The study method provided rich insights gained from in-depth interviews conducted with
each of the ten participants. Within these conversations, these early childhood educators
candidly shared their perspectives on family communication and the inherent emotions
entwined with this vital aspect of their profession. Through a careful analysis of these ten
narratives, a nuanced understanding of their perceptions and viewpoints began to
crystallize. From this analysis, two prominent themes emerged. The first theme, Effective
Communication Strategies and Building Trust, includes four distinct yet interrelated sub-
themes: 1) Parent Communication Styles and Initiation of Contact 2) Parent
Communication Difficulties and Dynamics 3) Empathy and Teacher Personal
Experiences 4) The Evolution of a Teacher's Communication Methods. Complementing
this, the second theme, Collaborative Learning and Professional Development includes
three equally important sub-themes: 1) College, Professional Development, and New
Teacher Learning, 2) Using Trusted Individuals as a Safe Outlet to Express Feelings,

3) Administrative Support and Enhanced Communication. This carefully structured
framework of themes and sub-themes offers a logical and insightful evaluation of the key
elements supporting effective communication, as perceived and experienced by this

group of dedicated early childhood educators. See Figure 4.
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Figure 4

Themes and Sub-Themes
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Note. This figure demonstrates the themes and sub-themes that emerged from the
interviews of 10 early childhood teachers and how they perceive communication with
families.

In organizing the results section of this chapter, a deliberate and systematic
approach is employed. Each theme is presented as a Level 1 heading, providing a broad
overview, while subthemes are explained as Level 2 headings, offering a more detailed
exploration (see Figure 4). Under each heading, are comprehensive descriptions,

insightful explanations, and illustrative examples taken directly from the interview data.
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This meticulous organization is designed to ensure a coherent and in-depth examination

of the identified themes and subthemes, enriching the reader's understanding of the

research findings.

Effective Communication Strategies and Building Trust
The first theme that emerged was the significance of effective communication

strategies and building trust between teachers and parents. This resulted in the creation of

open channels for communication and the development of trust by customizing

communication to suit the preferences of each parent. As highlighted by Thompson and

Mazer (2012) and Leenders et al. (2019), even though engaging with parents presents its

share of difficulties, it remains essential for success. The sub-themes discussed are 1)

Communication Adaptation and Initiation of Contact, 2) Parent Communication

Difficulties and Dynamics, 3) Empathy and Teacher Personal Experiences, and 4)

Evolution of Teachers’ Communication Style.
Communication Adaptation and Initiation of Contact

Parental communication styles can naturally evolve in response to various factors.

More than half of the interviewees discussed how life events, including significant
milestones like marriage, welcoming a new baby, or an adoption, can trigger changes in
how parents communicate. In scenarios where parents perceive their child facing
mistreatment from peers or educators, some may adopt a defensive stance, scrutinizing the
teacher's decisions and suspecting unfair treatment. This defensiveness can pose obstacles
for teachers when addressing concerns in a constructive manner. Teacher 1 shared her
experience of a mother becoming defensive and vocal after she felt her child was being

n

picked on by the teacher: "...it started to be you're picking on my kid... You're always
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saying he's the one. You tell me he had a bad day...even if it was a bad day 1'd say you
had a bad day...tomorrow we'll be a better day...but that didn’t seem to help her either."”
In addition, parental communication styles can undergo alterations when parents enter into
marriage or welcome a new baby. In such cases, these parents might carelessly sideline
their other children as they adapt to changing family dynamics and prioritize the new
additions. Teacher 2 recounted a situation where the introduction of a new baby and
marriage led to the father, who was previously involved in disciplining a child and in
direct communication with the teacher, withdrawing from communication: “...as we
talked, mom said, well, you know her dad just got married and is getting ready to have a
new baby, and I was like, well, yes, that most definitely could be what was causing the
issues.” In another family, the dynamics of adoption become a challenge. Teacher 4 was
faced with challenges in the adoption procedure, and when the adoption plans did not go
as expected, the parents became discouraged. The teacher explained, "The situation with
adopting her daughter had gone awry, and some issues the daughter is having..." This
caused the parents to become despondent and forgetful. When the teacher would have a
conversation with the family, she said, “...they would forget some of the earlier
conversations and behavior plans they had made." Teacher 9, takes time out of her day to
call a parent because she says,

I have one parent who uses apps because she has kids at the high school

level, middle school, and elementary school, and they all use different

kinds of apps. She's overloaded with way too many apps, she says, and she

said it's too hard to keep up with, so she doesn't look at the Newsletter or

the extra activity paperwork that comes through with their classrooms. It's
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just too stressful, she said. So, she’s like the phone or a text works better

for her. We don’t usually give out our phone numbers, but we did for her.

By tailoring her communication specifically to the needs of the parent, she overcame
barriers created by the busy life of a parent. Teacher 7, upon reflection on her experience
last year, indicated:

So fast forward to this year as a second-year teacher, I thought about

things that I learned, and I've learned through colleagues in the beginning

of the year. I sent out a parent survey to find out which way they want to

communicate - would they like to use Facebook or Newsletter? Remind or

other possibilities. The top two ended up being newsletters and the

reminder app. So, right at the beginning of the open house, my last station

was that you had to sign up for Remind, So I was able to catch each and

every parent right away. I have in my class this year 22 students, and at

the open house, 19 of them were already signed up. So, it's been a huge

success compared to last year.

Teachers in this study adapted strategies such as using new communication
platforms, Google Voice, and social media platforms like Facebook to connect with
parents. They understood the need for effective outreach and began using the same forms
of communication that their students' families used. Teacher 10 commented, “/ get them
where they are at, so if it's on Facebook, then it’s Facebook where I communicate with
them." She also stated that she knows how important it is for parents to be engaged and

that engagement helps kids. She said,
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The reason you go into education is to help kids and families. And you know it's
nice to see that you're accomplishing that goal by reaching out to parents and
their kids and making them a part of their child's education and their child's
world.

The teachers spoke of the various ways to communicate with families, including
non-digital methods like face-to-face conversations, phone calls home, or notes. Digital
methods such as Facebook, text messaging, and email were also employed. Parents'
communication preferences can vary, with some favoring digital methods and others
opting for non-digital channels. Finding common ground is essential to prevent parents
from feeling inundated or overwhelmed. Teacher 9 reported an overwhelmed parent:

1 feel bad sometimes because I know parents sometimes feel like they're

missing things. I have to remember myself that nobody's perfect, and as |

said, there are so many different apps that I can use. Some parents get

overwhelmed by the number of apps that I have. But for instance, there's

this parent who didn't see a seesaw message, and she asked me if I could

just call her instead next time or maybe even just send her a quick email

because it takes a long time for her to check the app because the message

didn’t upload it onto her phone. It's easier for her to just get a phone call.

I respect that, though. She did ask me; can you please call me; I don't

think that's a bad thing. I think it was great for her to let me know; like she

said, put something in his backpack. I respect her sensibility and make it

fair for her.
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All the teachers were able to improve parent engagement and build trust by
adapting their communication strategies. Teachers made themselves accessible to parents,
sometimes in ways they wouldn't normally do. Taken as a whole, the participants
emphasized the importance of meeting parents where they are, recognizing the diversity
in parent engagement levels, and adapting their communication strategies to build strong
teacher-parent relationships.

In the wake of the extraordinary circumstances brought about by COVID-19, the
importance of effective communication strategies and building trust between teachers and
parents has emerged as a crucial theme. This has necessitated the customization of
communication to align with the diverse preferences of each parent, as noted by
Thompson and Mazer (2012) and Leenders et al. (2019). COVID-19 threw a wrench into
many communication styles and forced them to make adaptations to their
communication. Participant (7) became frustrated during COVID-19

I was often very frustrated by my parents’ lack of communication during

the pandemic she said, ...the parents just wouldn’t respond... I would not

hear from families for quite a while and this was very unusual...and [

would then reach out to them in Facebook Messenger. Sometimes I was

lucky and got them.

Teacher 9, a preschool teacher discussed home visits, and how COVID-19 played
a role in the way families became less receptive to home visits.

Sometimes it can be rough, like going into homes because parents are

uncomfortable with it, and many will say you know it’s because of

COVID-19, and if they seem uncomfortable, I kind of like, say you know,
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what works best, for you. I try putting them at ease. I tell them we can

meet on a zoom call, if that is better.

The COVID-19 pandemic led to notable changes in parent-teacher
communication. Some parents became less responsive, prompting teachers to adapt by
using digital platforms like Facebook Messenger for outreach. Home visits also became
challenging, as parents were uncomfortable due to COVID-19, leading teachers to offer
alternatives like Zoom meetings. This highlighted the importance of flexibility and
diverse communication approaches during pandemic-induced disruptions.

Parent Communication Difficulties and Dynamics

Parental communication styles exhibit a natural evolution in response to various
factors. A significant majority of interviewees, more than half, delved into the impact of
life events such as marriage, the arrival of a new baby, or adoption on how parents
communicate. These pivotal moments often act as catalysts for shifts in communication
dynamics. Notably, when parents perceive their child undergoing mistreatment from
peers or educators, a common response is to adopt a defensive stance. In scrutinizing the
teacher's decisions and suspecting unfair treatment, this defensiveness presents a
substantial challenge for teachers striving to address concerns constructively. Teacher 2
found herself in a situation where she was hoping to persuade the parent of a boy in her
class to visit their family doctor after their meeting. She was satisfied with the possibility
of providing the child with the necessary assistance. But, as time passed, she realized that
he had not been to the doctor. “I thought this mom was on the ball.” The teacher said,
“She seems to want what is best for her child; you know she was, I felt truly an advocate

for him. Yeah. So yes, I feel that some people can play with words.”
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Later in the interview, this same teacher came back to this situation and
stated, “She became frustrated and was wondering why he wasn’t getting
help...when all she finally said is he was diagnosed with dyslexia...” The teacher
recalled,

I know that was not enough to certify him as otherwise health-impaired

OHI...all she wanted was for him to be in the special ed room. She would

say I'm taking him to outside resources, and I'm getting him tested more.

We never got any of that paperwork or the test results. I could have been

helping him.

The teacher curtly stated, “I felt that a lot of precious time was lost...”

As a result, the teacher's ability to offer the child appropriate support was
hindered. This issue was particularly evident when the parent voiced their worries
but did not take the actions that the teacher deemed necessary. This inconsistency
between what was expressed and what was done caused confusion and hindered
the prompt addressing of the child's needs. When information was left unshared,
the result was a delay in the teacher's understanding of the child’s behaviors and
led to missed opportunities for appropriate support. In some cases, parents failed
to share critical personal history that could significantly affect a student's
behaviors. Teacher 5 gave an example of a child getting what she wanted when
she acted out. What she wanted was to go home and play on her cell phone. She
said the dad would tell the child,

Your sister doesn't act like that. Look at how she acts, and then he'll go,

and like he'll continue to bully her and buy her whatever she wants. I said
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you can't do that. We're not going to get anywhere. He treats her with ice

cream after school, and she still doesn't get it. And neither does he. It can

be so frustrating, and I think, come on, doesn’t he know that’s not helping
her? It’s not helping anyone....

There were times when the teachers sounded exasperated. Teachers would
talk about parents not making connections to the poor behaviors of a child that
stem from poor relationships or poor role models in the child’s life. From the
teacher's viewpoint, she felt these circumstances are a direct connection to bad
behaviors. Teacher 5 talked about building trusting bonds with her families, and
she admits that forming these bonds can be complicated. “I’'m on their side. I
communicate with them so often and in many places and ways, but having a
positive relationship is really tricky.”

Teacher 3 considered herself lucky to have had a looping year. A looping
year is when a teacher is asked to move up to teach the next grade level. She was
informed that her position as a kindergarten teacher was no longer needed, but she
was offered a first-grade position instead. At first, she was hesitant about the idea,
but the transition allowed her to handpick a few students for her class in the
upcoming year. She expressed, “I felt initially, I was so stressed out by parents
that I was like, I'll kind of talk to your kid in order to talk to you.” But then there
was this transition to a new grade, and she already had created some bonds with
parents, so she felt confident in her ability to speak to them about their child
because she had been their teacher for two years now. She recalls initially not

wanting to talk to parents in her first year of teaching, but she recalled that the
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following year she, “...really liked seeing Jake's growth from day one in
kindergarten to now in first grade, so it made it that much easier. I had more to tell
them about where he started to where he is now.”

Looking at the other perspective of effective communication and building
trust, when Teacher 7 first began teaching, she decided to share her cell phone
number with some parents. She recalls,

1 gave out my personal cell phone number, which I should not have done

to a certain amount of parents. ...there was a few parents that were

contacting me over breaks, or even on the weekend, asking me about their

children like; for example, a mom called me at 6 am to ask me why their

child's bus wasn't there yet, and it was midwinter break, and it was 6 am!

So, 1 did have to learn that I will never give out my personal cell phone

number again. Now, I use the basic Facebook messenger. I feel like, at

least with the basic messenger, like, it’s there, but there’s still a boundary

there, but I don’t know. It still feels different than giving up my personal

phone number.

Based on the interviews, teachers faced communication difficulties when dealing
with parents who had different family dynamics. This included parents who had a lenient
parenting style and did not want to set boundaries for their children. On the other hand,
some parents were authoritarian and relied on threats and punishments for their children
to comply. There were also parents who were passive-aggressive and blamed themselves

for their children's behavior in school.
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Moreover, teachers had to deal with different situations in the classroom. For
instance, a child whose mother had cancer did not attend school daily because they were
at home with the mother. In another case, a family was placed in a shelter far from their
home since it was the only shelter that accommodated their large family. Additionally, a
family had to deal with a member who had mental health issues and could not be relied
on to pick up the child from school. Despite these challenges, the teachers made
considerable efforts to bridge the communication gap and fostered understanding with the
families they served.

Teacher 2 reported that she uses a direct and straightforward communication
approach, which allowed her to avoid giving vague information that can confuse
parents. She stated, “I do not play with words. I'm too direct and to the point...maybe
could be that I never had that fear of talking to parents.”

Communication issues can be common in families, but co-parenting presents
unique challenges based on the interviews. Teacher S discussed several instances where
situations with parents who co-parent can be difficult. She said, “Because you re talking
to one parent, that doesn’t mean that somebody else is in charge is listening to it at home
because they might not even live with that parent.” She gives an example of this, “...like
this child in the beginning of the year, I thought she lived with her mom fully...found out
that she was always living with her dad. Dad had no idea about her behavior.”

In this instance, there was a message going to only half of the family, and
that half did not relay the message to the other half, and the child's behavior

continued until the dad was made aware of the issues.
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Teacher 2 also spoke of co-parenting difficulties. In her description, she talks of a
student with anger issues and tantrums. The anger and tantrums were becoming
increasingly challenging to manage, even after communicating with the mom. She
wondered what she could do, and then:

Finally, the mom told me she was getting remarried ...and that the little

girl’s father had to go to counseling for major anger issues while they

were married, and that was why she divorced him. The little girl spent

most of her time with her mom, but every other weekend, from Thursday

until Monday, she was with her dad, and apparently, mom and dad did not

talk about what was happening at school. She also didn’t tell me that the

girl’s father was getting married and was going to have a new baby. 1

only found this out because the girl was having a really bad streak of

tantrums and throwing things in the classroom. As we talked, Mom said

Well, you know her dad is getting ready to have a new baby, and I was like

well, yes, that most definitely could be what was causing the issues. This

was information that had I known earlier, I could have helped her cope, or

I would have suggested counseling earlier in the year... mom didn’t listen,

and the dad wasn’t really a part of our conversations ever.

In summary, the teachers encountered communication challenges with parents due
to differing expectations influenced by the backgrounds of the teachers. These challenges
encompass conflict resolution, managing diverse parental expectations, and
understanding co-parenting dynamics. Teachers had varying approaches to handling

conflicts with parents, and some struggled with unresponsiveness, leading to low parent

62



engagement. The conversations showed the teacher’s frustration when a parent didn't
follow-up with medical advice for their child, causing delays in addressing the child's
needs. The discussion also explored family dynamics, encompassing lenient and
authoritarian parenting styles, which exacerbated communication difficulties. Co-
parenting challenges were emphasized, with messages not consistently reaching all
family members and impacting the child's behavior. Despite these obstacles, teachers
committed themselves to bridging the communication gap and nurturing understanding
with the families they served.

Within these evolving communication dynamics, the nuances of teacher self-
efficacy come to light. Teachers with a strong sense of self-efficacy navigate these
challenges with a belief in their ability to positively influence parent-teacher interactions.
They recognize that addressing parental concerns effectively requires adept
communication skills and a resilient approach when faced with defensiveness. The self-
efficacious teacher is more likely to view these obstacles as opportunities for constructive
engagement, understanding the intricate dance between evolving parental communication
styles and the teacher's role in fostering a collaborative environment.

In this context, the teachers who exhibit a heightened sense of self-efficacy
emphasize the importance of validating parental concerns before addressing any
perceived issues. Their confidence in their ability to navigate defensiveness allows them
to approach these situations with empathy, turning potential obstacles into opportunities
for strengthening the teacher-parent relationship. As the tapestry of parental

communication styles unfolds, the thread of teacher self-efficacy weaves through,
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influencing how challenges are perceived and navigated within the intricate dance of
evolving dynamics.
Empathy and Teacher Personal Experiences

While not greatly discussed by all teachers, the sub-theme of empathy emerged as
a notable aspect in understanding families and children. Among those who did touch
upon empathy, its significance was strongly stressed. These teachers highlighted how
employing empathy contributed to the creation of a more supportive environment for
both parents and children, fostering increased collaboration. Furthermore, the teachers
recognize that addressing parental concerns effectively requires not only adept
communication skills but also a resilient approach when faced with defensiveness. The
self-efficacious teacher is more likely to view these obstacles as opportunities for
constructive engagement, understanding the intricate dance between evolving parental
communication styles and the teacher's role in fostering a collaborative environment.
Specifically, one participant underscored the pivotal role of validating parental concerns
before addressing any issues, emphasizing the transformative impact of empathetic
approaches in enhancing teacher-parent interactions. As Teacher 1 spoke, her body
language changed, and the tone of her voice changed as she relayed

But I do know that that tool, of just using empathy, looking into their eyes,

listening, giving them a voice repeating back to them, you know they're

concerned so that they know that you understand, or if you can clarify.

Did I hear you right by this? Is this what you mean? And you know those

kinds of things, listening and empathy. It works wonders, and a lot of those

parents just want to feel understood.
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It was evident that the teachers were drawing on their personal experiences, like
having grandchildren, for example, to foster empathy for students and families. Teacher
2 said, “I remember just saying that whole entire year when I went from fourth grade to
first grade...I was so used to working with older children. I don’t want to make them
cry.” In this case, she was using empathy to help her deal with a new grade level and a
new approach to working with younger children. She goes on to say, “Yeah, that really
hit home for me the minute my granddaughter Kylee was born. I don’t want my
grandchildren to be treated that way. It was like, you know, really eye-opening for me.”
In a similar manner, Teacher 1 was able to draw from her own experiences as a mother
and a teacher to understand parent perspectives. She explained the vast differences
between her own children and followed that up with the fact that each child is different,
and it is her job to put a positive spotlight on those unique differences for families. It is
the emotional connection and empathy in her communication that helped her to address
many parent concerns. On the other hand, she also used an indirect approach; she used
her willingness to listen to parents and her ability to use humor to resolve conflicts as
they arise. While listening, she was able to validate a parent's concerns about her child.

1 think the best tool for anybody is just to understand how they're feeling.

Maybe to put themselves. You put yourselves in their shoes, and you
gather as much information as you can. Sometimes, what we perceive as
somebody's needs are completely different from what they truly need

because we are gathering all of our information from things that we've

had in our past experiences, that we think that we know how they feel or

what they need, and sometimes just letting them speak, and with a nod or
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an understanding of like putting yourselves in their shoes, makes them
feel, validated, or understood and sometimes it takes their stress level
down.

Another way that Teacher 1 resolves conflict is with humor. She states,
I guess humor is something I use just to make people feel comfortable. And
to make light of like maybe some not super heavy situations, but situations
that can be made light of, like, if I have a conversation about a learned
helplessness behavior for a 5-year-old in my classroom, they have to have
everything done for them, and they cry if their mitten, doesn't go on the
right way, or that kind of thing. And you know, we have this conversation
with a child’s parent about how we can help their child become more
independent, like put them in the Independent Club, or I take a screenshot
or send them a picture of their child wearing their snow pants over their
coat. And their glove hanging off by a thread. But they did it themselves,
and those kinds of like little anecdotal or humorous little bits of progress,
for parents, sometimes lightens the mood.

By using empathy, teachers can set the foundation for good parent-teacher

communication. This teacher also used this approach with a parent who was concerned

about their child's ability to keep up with classmates and was able to understand the

parent's emotions. She validated the parents’ feelings before addressing the needs of the

parents and used humor to lighten the mood. Teacher 1 chuckles,
I'’ve noticed that there are certain personalities that can be inflamed by

somebody that doesn'’t feel like they 're listening to them, or that kind of
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thing, and they explode. And all it really took is somebody just to say, oh, 1
can see that you're feeling upset, or I can see that you have some concern
about this. Let me hear more about your thoughts and let me hear more of
your thoughts so I can understand where you are coming from. And
sometimes, just by talking, their whole demeanor changes, and they feel
like, oh, you’re on my side. But I can think of some individuals where this
worked in my favor. To, like, listen to them and say, Oh, my gosh! My
heart hurts for how you re feeling right now, let me have more
information so that we can problem-solve this altogether.

Teacher 1 also uses her own family experiences and the differences between her own

children to show parents that all children develop differently.
1 talked about my son, who I had in speech. He didn't even talk until he
was two and a half. He went to speech here at this school, and you know,
like those experiences. I knew there was intelligence there, but nothing
was coming out, and so, you know, that kind of puts people at ease. I also
talked about my daughter, who is a super smart, very intelligent girl who
did not read in kindergarten, and then, in first grade, she was reading off
the charts. So, every time that people say, oh, you know, they're not this or
that, or they're not performing where they need to be. I'm like, not every
kid starts in the same spot and goes to the same level every year.

And expresses what she sees to parents that their child can do.
By communicating what I see she can do, telling the parents there are

things that we can work on, and telling her (the mother) not to
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worry...again, like I said, not every kid starts in the same spot and goes to

the same level every year. So be patient and keep talking to her.

Teacher 9, a preschool teacher, talks about home visits and uses empathy and
understanding for parents who may seem uncomfortable with the concept of having a
teacher in their home. She said,

Sometimes it can be rough, like going into homes because parents are

uncomfortable with it, and if they seem uncomfortable, I kind of like say,

you know, we have this option that we can meet in the park or at

McDonald’s or something whatever works best, for you. I try putting them

at ease...I understand that sometimes, coming into their homes can be

difficult because they don't feel like they have their best foot forward, but

you know they like to hear your voice, and they can sometimes tell that

you're nervous, and that’s okay.

In summary, this section examines how teachers adapt their communication styles
over time based on their experiences and feedback from parents. Teachers were able to
draw on their personal experiences, like having grandchildren or being parents
themselves, to foster empathy. By empathizing with parents, teachers create a more
supportive environment and enhance collaboration. They emphasize the importance of
validating parental concerns before addressing any issues. Additionally, humor and the
willingness to listen are used to resolve conflicts and build a foundation for effective

parent-teacher communication.
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Evolution of Teacher's Communication Methods

The last sub-theme explores the evolving landscape of communication methods in
education. Most of the teachers in this study address how their communication changed
since they began teaching. This theme also highlights the shift from traditional methods
like face-to-face and phone calls to digital platforms like Class Dojo and SeeSaw, and
social media like Facebook and Facebook Messenger. The dynamic shifts in
communication techniques, as explored in the earlier sub-theme, intersect with the
difficulties encountered in interactions between parents and teachers. Teachers remained
aware that communication demands were diverse among families, driven by their
uniqueness, as there is no one-size-fits-all approach. These needs encompass families
managing diverse grade levels and varying age groups among their children, which can
pose communication challenges. Additionally, some families are navigating significant
life events, such as welcoming a new child, celebrating a marriage, or dealing with
unforeseen medical diagnoses. Teachers, who possess self-efficacy remained attentive to
these evolving circumstances, skillfully adapting their communication strategies to meet
the diverse needs of the families they serve.

While technology provides new avenues for communication, it can also pose
difficulties, as mentioned by some teachers who found certain digital platforms to be less
user-friendly or overwhelming for parents. The need for tailoring communication to
parents' preferences, a topic in the current sub-theme, aligns with the teachers' efforts to
adapt their communication strategies to meet parents where they are in the evolving
digital landscape. These overlapping themes highlight the complex dynamics of teacher-
parent communication in the context of changing technology and diverse parental
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preferences. This shift in communication dynamics influenced the teachers in this
research in the following ways. Teacher 6 talked of using technology and the shifts she
had gone through “in the middle of my career, I started doing Dojo and some of those
other technological programs...It simplified the process of parent communication for
me.” Some teachers said that while they do have several ways for parents to contact
them, they are finding out that for their families, the most effective way is to use Google
Voice. Teacher 8 stated, “but what really works is Google Voice.” The ability to share
real-time updates with families has allowed teachers to enhance communication and build
relationships. Because of the flexibility in the communication methods has helped them
accommodate parents’ preferences and abilities. Teacher 6 said, “I guess ['m better at it
(talking to kids) now, which is with kids, right...I approach things very directly, and not
everyone (parents) likes that” While Teacher 5 uses Facebook to show kids interacting,
she states,

I also think it's important for parents to see their kids on the Facebook

page having fun with the other students because sometimes I think that

parents get the wrong impression of some students in the classroom, and

all they ever hear is that this kid did this. Or this kid did that, and they're

always hearing the same thing about the same kids. So, it's nice for them

to see their child getting along with that kid that they're always

complaining about. Also gives those parents a chance to see their child

interacting with other kids.
Changing technology also has some disadvantages. Teacher 8 says, “When [ used

Skyward to send out messages, I found out that it is not user-friendly at the elementary
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level. I found it was not helpful to send messages out through Skyward.” She is faithful to
her traditional way, uses a Dojo app, and makes phone calls. This group of teachers
talked about the impact of the changing communication methods on parent involvement.
Teacher 7 indicated, “Sometimes they don’t answer my messages. It is hard to reach
parents no matter what method I use.”

Considering the information from the interviews, the teachers were subjected to
various aspects of communication challenges when interacting with parents with different
family dynamics and situations. Despite this, the teachers showed great efforts to bridge
the gap, coordinate communication, and foster understanding of the dynamics of the
families they served.

During each interview, all participants shared their unique challenges and
conflicts, with some teachers even relating to similar experiences. However, one situation
which several researchers, the U.S. Government and accountability (New NCES Data
Also Show Increase in Student and Teacher Absenteeism, 2022; Patrick et al., 2020 U. S.
Government Accountability Olffice (U. S. Gao), 2023) confirm that the COVID-19
pandemic presented major difficulties, challenges, and communication dynamics for
parents, families, and all in the teaching profession. Although not all participants
mentioned COVID-19, those who did emphasized its impact on their communication. For

example, Teacher 3 had never thought to use Facebook to communicate with her

families, but due to COVID-19, she began using it as a means of contact. She stated,

1 also feel like communication has changed a lot from when I was in

college until now. With COVID-19, I never thought that I'd have a
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Facebook group for my class. I thought Facebook was never gonna be
something that I would utilize as a classroom thing. But with COVID and
parents having not been able to come in, I was just posting so many more
pictures, and that became a primary source for me to communicate with
them and to share information and all pictures. Parents communicate with
me on Facebook because that's something that parents are more
comfortable with. I have a Dojo app. but honestly, my parents Facebook
message me over anything. Especially if it's super urgent cause I know I'm
gonna see that. So, I do use the Dojo, but parents are more likely to use

Facebook.

Most teachers were able to manage conflicts that arose, and some teachers were
forced to adapt to new teaching environments, be creative, and embrace new ways of
connecting with parents and families. Teacher 6 suggested that COVID-19 taught
teachers to communicate better.

[ think since COVID-19, the use of technology has made communication with

parents a lot easier... COVID-19 prompted teachers to find and adapt to new

methods and ways of communication....COVID taught us how to do it right
somewhat better and in many different ways...made us be creative and flexible in
ways that I would have never done before.

These teachers discussed both the positive and the negative changes in
communication they saw due to COVID-19. Teachers reflect on how the pandemic has

influenced parent-teacher interactions and communication practices. Moreso, they spoke
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of the need to navigate the changing landscape brought on by the pandemic. These
teachers faced communication obstacles and provided valuable insights into diverse
parental backgrounds and circumstances, promoting understanding and bridging gaps.
Collaborative learning and professional development played a key role in improving
communication with parents. This section highlighted teachers' efforts to bridge
communication gaps, especially during the COVID-19 pandemic, with strategies like
active listening, a positive approach, and sharing personal experiences to clarify
expectations.

In conclusion, this section examined how teachers' communication styles evolve
over time in response to their experiences and feedback from parents. Participants shared
their journeys in adapting their communication techniques to connect better with parents
and families. The importance of effectively communicating academic and behavioral
expectations to parents, emphasizing a positive approach, and assuming parents have
their children's best interests in mind were also ways the teachers' communication styles
change over time. Effective communication strategies such as active listening,
maintaining eye contact, and asking for clarification were identified. They also discussed
challenges, particularly with parents who had negative perceptions of education due to
their own experiences and the impact of COVID-19. Some teachers adopted direct
communication styles.

Collaborative Learning and Professional Development

The second theme this study revealed is that about half of the teachers feel they

were not adequately prepared in college when it comes to communicating with parents.

However, this study also found that through professional development and ongoing
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learning, these teachers felt they could improve their communication skills. While some
teachers reported feeling insufficiently trained in communicating with parents at the
college level, many received help from their administration and mentors, both assigned
and found. Those who sought guidance from a mentor, or another teacher felt they
experienced an improvement in their communication skills, and this led to increased
confidence when speaking with parents and families. The sub-themes discussed are 1)
College, Professional Development, and New Teacher Learning, 2) Using Trusted
Individuals as a Safe Outlet to Express Feelings, and 3) Administrative Support and
Effective Communication.
College, Professional Development, and New Teacher Learning

In the first sub-theme of this section, five of the teachers indicated a lack of
communication preparation during their college years. They felt that this lack of
preparation has led to the impact on their current communication challenge. Teacher 6,
with disdain in her voice, states, “No, I don’t think college taught me to communicate
well, at least when I was in college. I don’t remember taking any courses on

communication...’

Some of the teachers reflected on both the limitations of college education in

developing effective communication skills and the uncertainty about the practicality of

communication-focused coursework offered during college years. Teacher 6 said
pointedly, you go to college to learn theory, but you learn to communicate with
experience.” A preschool teacher, Teacher 8, said, “I feel like our parents just need to
be educated.” She was referring to what she observed from the parents and families in

her classroom. She went on to say, “It feels like they don’t know how, when, or what to
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tell us about their child...” And she admitted she doesn’t really know what to tell parents
and families, “/ am not sure what I should share with them.” In another conversation,
Teacher 5 understood that she did not have formal training (in communication) and
sought out guidance. She acknowledged that during difficult conversations, the ones
about disruptive child behaviors or lack of student progress, “I don’t feel like education
classes, that they taught me...how to have those difficult conversations...”  She also
went on to say, “I went to college, and what [ wanted to learn about
communication...how do I let parents know when something is serious or something
that just really shouldn’t happen at school? I never got addressed.” In the interview with
Participant 8, a preschool teacher, she recognized the need for professional development
(PD) to enhance teachers’ communication skills. She discussed the desire for workshops
or PD days to better equip teachers to engage parents effectively.

We have not really had much PD...they had that chat with us teachers in

the beginning of the school year about making sure we know how to use

SeeSaw, and to make sure parents are on it. I think it would be beneficial

to have PD days for us. I think it would be beneficial to our parents and

maybe to help teachers; I think they talked about giving us PD in the

beginning, and they let it go. It gets brushed under the rug, we're talking

about other things instead.

It was her hope that more training could help teachers effectively utilize and find
communication tools to help them engage parents in meaningful ways. This hope for
more training reflects an acknowledgment of the pivotal role that self-efficacy plays in

teachers' ability to effectively utilize communication tools and engage parents
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meaningfully. “But in the end, we need to kind of how we connect with these parents. Or
is what we are doing working? If it isn’t, what else can we do? Maybe there's
something else.”

Likewise, Teacher 10 stated, “/ really didn’t learn anything in college (about
communication), they just talked about how it’s important to communicate...l know
parents, especially at my school, really appreciate that (communication), and they feel
that communication is very important.” Teacher 3 said, “...they told me parents would
be the worst part of teaching.” Teacher 1 remembers having a week-long introductory
training on communication during her first year of teaching. She states,

1 think back to when I first started. And when I taught in a different

district, they had a new teacher induction like they do in lots of different

places. And we actually had a whole week-long class on communication,

and I learned so much from that that I have taken with me even to this day,

you know, the common strands of making sure someone feels validated

and understood before you speak a word you try to gather as much

information about how they're feeling and what they're needs are like.

Teacher 4 stated, “...here's one communication thing: I don't think college taught
me to communicate well, at least when I was in college. I don't remember taking any
courses.” And later on, toward the end of our interview, she brought communication
back to the forefront and made the following statement.

I want to go back to the thought of college and preparing me for

communication with families and parents, I don't really remember

because, I mean, think about it: back then, we didn't even have all these
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apps that you could use. You know, it was like you had a phone number...1

probably shouldn't say it didn't prepare me. But I know that when I first

started teaching, there were not all these different ways.

Teacher 6 stated,

...you don't learn about communicating with parents in college. I think a

lot of the things you learn in college are theoretical and really not

applicable to doing the actual job of teaching.

Teacher 10, who did not go to college but took an alternative way of teaching
through Teach for America, stated,

They talked about ways of fostering engagement with parents, you know,

like digitally. There was some stuff about what kind of things you can do

and current models of communication, you know, but nothing like what 1

really needed or could use. It was not helpful at all.

During her interview, Teacher 10 also expressed the desire to have a set of
strategies that she could refer to that would help her communicate with families
effectively. She shared that she had prior experience as a long-term substitute teacher,
where she regularly sent home newsletters. It was unexpected for her to find that Teach
for America instructors only talked about parent engagement and digital forms of
communication.

The other teachers interviewed did not mention receiving new teacher induction
or training regarding parent communication or expectations about preferred platforms. In

general, the teachers emphasized the fact that their college programs did not adequately
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prepare them for effective communication with parents. Furthermore, they recognize the
need for ongoing professional development in this area.
Using Trusted Individuals as a Safe Outlet to Express Feelings

The second sub-theme explores mentorship, where experienced teachers,
referred to as mentor teachers, guide and support new teachers in enhancing their
skills. In this mentorship context, the role of self-efficacy in shaping teachers'
experiences becomes evident. Among the ten teachers interviewed, insights into
teacher self-efficacy are revealed through the presence or absence of a mentor and
the perceived benefit derived from the mentorship. Teachers who proactively
sought or were assigned mentors demonstrated a belief in their ability to improve
their skills through guidance.

Conversely, the three teachers finding limited benefit from their mentors,
relying more on personal experiences, may indicate varying levels of self-
efficacy. This interplay between mentorship and self-efficacy highlights how
teachers' confidence in their capacity to learn and grow influences the impact of
mentorship on their professional development. Among the ten teachers
interviewed, eight had mentors—five were assigned, and three found mentors
independently. Notably, two teachers, while not mentioning finding a mentor,
assumed mentoring roles themselves. One of the preschool teachers, Teacher 9,
said that when she did not get assigned a mentor teacher, she found her own. She
wondered,

...if you don't have a mentor teacher, like who can be your mentor? A

teacher? Kind of create one for yourself. It's kind of what I did this year,
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my person who is right next door to me, she's been like my mentor. ['ve

kind of just created her as my mentor teacher, and I've asked her

questions, and she's helped, and she's from the special education

department.

Teacher 7 was passionate about new teachers finding a mentor. She declared,
“Mentors will help. I can’t stress this enough. You’ve got to have somebody to bounce
those ideas off, to check in with.” When Teacher 4 came to the realization that at her
new teaching assignment, either the teachers were new to teaching, new to the district, or
new to the building, she had this to say, “So, basically, we're all kind of new to the
building. So, she (the newly graduated teacher is trying to keep her head above the
water. Joe’s just crazy. Yeah, I told my principal the other day. I'm on an island! We
need help!" Teacher 10 talked about how, as a new teacher, you have all this information
you are trying to take in the way the building works, how to take attendance, getting the
lunch count down to the office, and then you are trying to reach out to parents it can be
overwhelming. When she saw a struggling new teacher, she stepped in to help.

We have had some really unique situations at this school...the new

kindergarten teacher, for the first few months, she was like trying to learn

the curriculum and trying to figure it all out. And when you're focused on

the curriculum, and you've got parents who do stuff, you kind of need to

have that (mentor) advice. She had a parent, and the parent basically did

not even answer the phone anymore because the child's behavior were so

bad. You know, we discussed the fact that if someone is on the emergency

card, you know, you can talk to them about the child and the child's
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welfare. So, grandma is on the emergency card, and I told her to not to

mess around with the mom, go through grandma and try that way.

Even veteran teachers who have been teaching for many years still seek the help
of mentors. Teacher 6, in her interview, said, “...my mentors are my colleagues; they are
the people that I go to, and I use as a sounding board...I’'m open to more advice than I
used to be.” Many of the interviewed teachers recognized the significance of mentorship
from their more experienced colleagues and acknowledged how mentors contribute to
their growth as a teacher, growth as effective communicators, and growth as team
players.

When teachers utilize team dynamics for collaboration, they find it easier to face
challenges and find support when they work in a collaborative environment. Through this
approach, the teachers interviewed found it helpful to use their team to rehearse effective
communication strategies and to use suggested approaches to appropriate
communication. Maintaining consistency from year to year can be important to families.
Teacher 10 said, “I usually use my team to work with...like March is reading month, so
we’ll put some things together to do that is the same for all the kids...you know some
parents are going to be really upset if their other child didn’t get the same thing that their
oldest child got. Cooperative team dynamics played a role in helping Teacher 7 feel
supported, and she goes on to say, “My partner teachers last year just introduced me to
some new things I wasn’t really that familiar with... They just wanted to make sure that I
knew how to say things in an appropriate way.” When winter came, and Teacher 7
admitted she did not have a clue how to get her students to wear appropriate winter gear,

she declared, “My partner teacher told me how often I should be communicating with
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families...they even showed me how to send home little notes about when winter is
coming...I can’t tell you how much this helped me.” Mentor teachers helped their
mentees understand the importance of maintaining a positive balance between positive
and negative communication. Teacher 7 asserted, “I would say my biggest piece of
advice from me and the biggest help for me was that I had co-teachers that I cooperated
with and was able to communicate with, and they were able to help me with
communication,” Another participant, Teacher 2 knew when she needed to reach out for
help and realized that no one was there. She said she did not know how to talk to a parent
about behaviors in the classroom when she first became a teacher. She indicated,

I had to find someone. So, I found Jill, another teacher in my

building...She helped me out a lot when [ first started, and she helped put

me at ease...then, as I became more confident in my teaching, then [ was

able to really say what I wanted to say.

Teacher 2 frankly stated,

I never ask for help...besides getting help from my first principal....I felt

that I had more knowledge than many people...even those who taught

longer than me...I had my own kids...I was talking to parents

often...maybe that’s why Kelly is asking me for help...and poor Sara, she's

just overwhelmed...We really had to talk her down the ledge...now I feel

like she's comfortable asking and venting about parents and behaviors. [

don't judge.

Teacher 7 gave the recommendation of using your co-teachers to

collaborate,
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I would say that the biggest advice for me and the biggest help for me was

that I had co-teachers that I cooperated with and was able to

communicate with, and they were able to help me with communication.

They made things a lot easier. They helped me figure out how to say

positive things and told me not to be just that teacher of calls when things

are negative because no parent wants to hear every single day that their

child did something wrong, even if it's just a quick, hey, I want to let you

know your child's doing really good today. I really like how they

participated. It sets the parents at ease and lets them know that you care

and do appreciate their child and that you are a good teacher because |

know parents, especially at my school, really appreciate that, and they feel

that communication is very important, especially in education.

Teacher 10 mentioned that her assigned mentor is currently unavailable. She
commented that she relies on her team to help her keep student activities consistent as a
way to avoid angry parents.

As for my mentor, she hasn't been around for a while because her

daughter is ill, so I don't have anybody to bounce ideas off...in previous

vears, I was told when you have siblings in the building, you kinda wanna

do what you did last year so that you can keep it consistent.

Teacher 9 acknowledged that she needed to seek out teachers who would help
her and, in turn, help her students and their families. She admits to not knowing how to

appropriately share with families and how to say things correctly.
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So, I have to seek out those special education teachers to help me word
things in a certain way because you can't say certain things, and when the
speech teacher comes to me and tells me that I have to tell a parent that
the child needs speech, or there's something else going on that's really
hard because I was like, Oh, my gosh! What do I do? I was freaking out. [
was in panic mode because I didn't know what to tell them, and college
didn't prepare me for that. I didn't know how to talk to those parents. You
don't get prepared to make those phone calls about IEP meetings or
referrals in college. It was the words and wording that I needed the most
help with. You can't say, for instance, you can't say to a parent that their
child is non-verbal. There's a different way to say it. There's wording that
you have to use. And I needed to know what it was.
She also leaned on her co-teachers, who share a common space in the school with her and
are easily accessible. She reported,
I learned it from my peers,; even though I don't have a mentor, I do seek
out people. Last year, I did not have a mentor either. I do have some good
teachers this year that I do work with, and we have conversations in the
hallway, And I'm like, I have this going on and, how would you do this?
What would your approach be? Could you help me, or can I get something
from Special Education? These teachers can help me understand and
prepare for my conversations with these parents. It's really nice to have
support from them. They're not on an island, and we're not on an island

even when you don't have a mentor teacher. When things are really rough,
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you don't know who to go to, and you don't know who has the answers,

and it's kind of frustrating. The person that works right next to me has

been my rock. ['ve kind of just created a spot for her and me to chat, and

when I have to talk, she's very helpful. She's in the Special Ed department,

so she helps me a lot with those special ed conversations. I think we've

fallen into sync. So that helps a lot, too.
Yet another teacher, Teacher 6, who did not have a mentor at the beginning of her
career, went on a search for one.

So then, like most people did, I had to find someone...another teacher in my

building and not even in at my grade level...I learned what worked and didn't

work. And then, as I became more confident in my teaching...I was able to really

say what [ wanted to say. Also, it helps to know your parents and how to

communicate...some parents can handle what you have to say, and some can't.

The participants shared their experiences with mentors and the importance of
communication in their teaching roles. They spoke of a willingness to help colleagues,
gave non-judgmental support, and emphasized the significance of co-teachers in
maintaining positive communication with parents. Others spoke of the challenges when
they did not have a mentor but were able to rely on their team for support. One spoke of
the need for guidance with sensitive conversations, noting the importance of seeking
support from peers when she did not have a mentor. All these conversations and
experiences underscore the value of mentorship, peer support, and the need for effective

communication in the teaching profession.
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Administrative Support and Effective Communication

This sub-theme explores the ways in which principals offer support to their
teaching staff regarding communication with families. Teacher 7 highlighted the
importance of understanding the expectations of the principal and how they can impact
the teachers. She noted, “And I think it makes a difference...understanding how your
administrator does communicate, and what are their expectations, as well.”” Moreover,
Teacher 6 provided insights into how her principal encourages new teachers to “seek a
variety of experiences, interact with different people, and become aware of the diverse
communication styles in different communities even within the district where you work.”
She went on to say that she has heard the principal emphasize that “no one gets it right
the first time; communication is a skill that develops over time and with a lot of different
experiences.” Teacher 2 disclosed going to her principal when she didn’t know what to
say to her parents, and she fondly recalls what her first principal told her.

1 remember my first principal, and [ would go into his office and say, but

the parents just aren’t understanding what I am telling them. He would

say what did you tell them, and I'd tell him what I said and follow that up

with, but what I really wanted to say is this....And he’d be like, NO, you

can’t say that, but you can say this. Or you can sort of beat around the

bush and say this, and he would give me many different ways to say

something to my family that they would better understand,; he helped me

be a better communicator, and that kept me out of trouble

Teacher 4 admitted the need to have her principal help find a solution that
both the teacher and the parents could agree on. She said, “My principal told me
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to document and keep records of all my communications with the parents and
family...and he reminded me that the documentation could be very helpful in
addressing the conflict with the parent.” She recalled that when she and the
parents came to an impasse, “my principal stepped in to mediate the discussion
and helped us all find a solution we could agree to.” She also told how she was
having difficulties with a child not getting a permission slip signed and the parent
insisting that the note never came home, which was causing her a lot of stress.
She stated, “The principal knows of all the issues this parent has caused in the
three years his child has been in the building...the principal stepped in right away
because he kind of does handle the communication with this one parent...he (the
principal) knows that he ( the parent) is mentally unstable.” She declared, “it’s
important to have the support from your administrator.”

In another interview, Teacher 6 reported, “My principal just handles all
the negative stuff, even phone calls from angry parents...it takes a lot of burden
off the teachers because I think we take that stuff to heart, and he knows it can be
troubling.” Teacher 7, explained the importance of aligning with their
administration on expectations for the frequency and methods of communication
with parents. “I know that our administration would like us to communicate on a
weekly basis with parents...I think it’s important to understand what your
administration wants you to communicate and how they want you to
communicate...” It appeared that when the principals set clear communication
goals, they help teachers connect with parents early in the school year and guide
teacher-parent interactions. Teacher 5 explained that “within the first month of
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school, it is the expectation of our principal that all teachers in the building will
make a positive phone call home to parents.” Teacher 4 stated, “I think it makes
a difference. It does make a difference like, you know, understand how your
administrator does communication, and? What are their expectations, as well?”
Teachers often rely on the administration to communicate with them what is
expected in the scope of parent communication. Teacher 4 also emphasized the
importance of knowing upfront what the administration requires in terms of parent
communication and how it should be addressed.

I know, like all the districts, even the administration for our district, 1

mean, now they have a Facebook page, and they wanna get your

classroom on Facebook. ...they really encourage that.

When a problem arose with a student, the mother went directly to the principal
instead of the teacher. The principal then met with Teacher 4 and listened to both sides of
the story. Teacher 4 said, “...the principal made a phone call to the parents. I can't
remember if they actually touched base with each other. I think the principal left a
voicemail.”

After the principal made this call, Teacher 4 recalled,

...then the mom sent that email to the principal stating that, you know, telling her

she 100% supported the teacher, and there's absolutely no problem here. We

don't need to call back.

Teacher 4 remembered her principal taking the lead and ensuring that a teacher

received support when dealing with a parent with mental health concerns.
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The parent, the dad, who doesn't want anything digital, complains about

that, but he doesn't come to any conferences. And so, they really try to say

he's kind of like a manic depressive. He's always up and down, and

everything, so she kind of does handle the communication with that one, |

think I've had one conversation with the dad after that on the phone, and

because of what they know from him previously, they see, right away, the
principal basically said, I can be there for the conference, so she (the
principal) tries to sort of handle that one.

Teacher 7 was able to adapt to the expectations of her administration. She stated
the importance of a supportive administration and stated,

I know that our administration would like us to communicate on a weekly

basis with the basics, with parents and talk to them about what we're

focusing on this week, but our administration has changed hands mid-

year, and so this new administration has a different idea of how parent

communication goes. So, I think it's important to understand what your

administration wants you to communicate and how they want you to
communicate, and even how often.

Teacher 10 had the support of her principal to help her with a difficult parent
situation and worried about multiple failed attempts to set up a meeting with a parent. She
was unable to schedule time with the mother, so she sought help from her principal to
resolve the issue. The principal said, well, this is the time that we can meet. The parent
was given a choice of two options. She was also told that the team would not meet just

because somebody gets ticked off, especially since she's fully aware of his behaviors.
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Teacher 2 talks about her principal’s expectations for the start of the school year.

At the beginning of the school year and before September is over, a “non-

negotiable” for my principal is she wants us to make a positive phone call

home to all the children in our classrooms...and I will make sure to see

them at pick up or drop off so that they can see me, they can hear my

voice, and they can see my demeanor, and see how I act and react to them

that way, when I have to call them about a problem behavior they

understand where I am coming from. You know they saw me at a good

time, and I was kind and understanding, and they see [ want the best for

their children. I really think that helps.

The importance of administrative support and effective communication is
emphasized in the last sub-theme, highlighting how it promotes effective communication
between educators and families. School leaders have a crucial responsibility in
establishing an atmosphere that fosters effective communication. Principals can help
teachers by taking note of their previous dealings with parents and offering support
whenever necessary. Some teachers stressed the significance of aligning with
administrative expectations regarding parent communication frequency and methods, but
teachers did not solely rely on this support. They also received assistance from their
colleagues and mentors, whether assigned or voluntary.

This chapter examined the complex dynamics of teacher-parent communication,
exploring two key themes that emerged from the research findings. The first theme
underscored the pivotal role of effective communication strategies and trust-building

between teachers and parents. The nuances of communication adaptation, initiation of
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contact, empathy, and the evolution of teachers' communication methods are thoroughly
examined. The chapter emphasized the importance of understanding diverse family
dynamics and highlighted the evolving parental communication styles and teacher self-
efficacy. The second theme revealed some challenges faced by teachers in their
communication journey, indicating that many teachers feel inadequately prepared in
college. However, the study disclosed the transformative impact of professional
development, mentorship, and administrative support in enhancing teachers'
communication skills and confidence. Through insightful narratives, the chapter exposed
the complexities of teacher-parent communication, especially in the context of the
COVID-19 pandemic, while highlighting the resilience and adaptability of educators in

bridging communication gaps and fostering understanding.
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CHAPTER FIVE

DISCUSSION AND IMPLICATIONS

Imagine a school community where parents and educators work together to
provide children with a richer educational experience. This partnership would not only
benefit children but also provide teachers with increased confidence and skills to support
children. The final chapter of this study aims to answer the guiding research question:
How do early childhood teachers perceive and describe experiences in communication
with families? After analyzing the ten narratives, two primary themes emerged. The first
theme, Effective Communication Strategies, and Building Trust, encompasses four
interconnected sub-themes: 1) Parent Communication Styles and Initiation of Contact, 2)
Parent Communication Difficulties and Dynamics, 3) Empathy and Teacher Personal
Experiences, and 4) The Evolution of Teacher's Communication Methods. Adding to this,
the second theme, Collaborative Learning and Professional Development, includes three
equally dynamic sub-themes: 1) College, Professional Development, and New Teacher
Learning, 2) Using Trusted Individuals as a Safe Outlet to Express Feelings, and 3)
Administrative Support and Enhanced Communication. This structured framework
provides a clear and insightful evaluation of the essential components of effective
communication, as perceived and experienced by dedicated early childhood educators.

The study sought to understand how early childhood teachers perceive and
describe their experiences in communicating with families, and how this communication
affects their self-efficacy as teachers. The research has significant implications for

educators. This chapter highlights the dynamics and complexities of teacher-parent
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communication and presents ways to improve this communication for the benefit of all
involved. The headings guide attention to key aspects of early childhood teachers'
communication with families, revealing nuanced responses to the research question: How
do teachers perceive and describe these experiences? Themes and sub-themes emerge,
shedding light on teachers' perceptions, descriptions, and the impact on their self-
efficacy. I then discuss how findings relate to field theory and research, addressing
confirmation, disconfirmation, and gaps.

I also outline study limitations, acknowledging the potential instructional value
for teachers, parents, and administration. The study sample provides a rich database of
teachers' stories, insights, and perspectives on developing teacher-parent communication
efficacy.

First and foremost, the findings underscore the critical need for targeted
professional development programs focused on enhancing teachers' communication
skills, particularly in the context of engaging with parents. Colleges and teacher
education programs may need to reassess their curriculum to ensure comprehensive
preparation for effective communication with parents, addressing the identified gap
perceived by teachers in their college training.

Moreover, the emphasis on mentorship as a valuable resource for new teachers
suggests that educational institutions should encourage and facilitate mentorship
programs. Providing mentorship opportunities can contribute not only to the professional
development of teachers but also to the improvement of their communication skills.

Recognizing the role of mentors in shaping effective communicators and team

players is crucial for fostering a supportive and collaborative teaching environment.
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Principals and school administrators play a pivotal role in creating an atmosphere that
fosters effective communication.

Administrative support should extend beyond setting expectations to actively
engaging in initiatives that facilitate communication between teachers and parents. This
may involve creating platforms for regular communication, offering resources for skill-
building, and recognizing the diverse needs of families when setting communication
expectations.

The impact of the COVID-19 pandemic on communication dynamics further
highlights the need for flexibility and adaptability in communication approaches.
Educational institutions may consider integrating technology training into professional
development programs to equip teachers with the skills needed to navigate digital
platforms effectively.

Additionally, strategies for maintaining consistency in communication despite
external challenges, such as pandemics, should be explored. The themes in this chapter of
the research not only correspond with the theory but also resonate cohesively with the
comprehensive literature review.

These overarching themes summarize key concepts that seamlessly integrate with
the theoretical framework, establishing a solid narrative that bridges the gap between
research findings and the foundational principles derived from both theoretical
foundations and the exploration of the literature.

In Chapter Four, I systematically presented the resulting themes and subthemes
derived from this study and organized them as Level 1 or 2 headings. These headings are

now revisited in Chapter Five to structure a comprehensive discussion that delves into

93



each theme, exploring its connections to relevant theories and existing research.
Furthermore, Chapter Five expands its focus to include dedicated sections on the study's
limitations and implications. These sections offer insights into the constraints of the
research and provide valuable considerations for further research endeavors, practical
applications, policy development, and the enhancement of professional development in
the field of teacher-parent communication.

I conducted interviews with early childhood teachers to explore the following
research question: How do early childhood educators describe and perceive their
experiences in communicating with families? I especially wanted to get at their stories,
with the hope that I could better understand the problems that plague them around
teacher-parent communication. I also have a belief that with the retold stories that I used
for the vignettes; I could help teachers develop skills necessary for communication with
families. This study employed a qualitative design and a case study methodology that is
grounded in Narrative Inquiry (NI) and incorporates a Single Question aimed at Inducing
Narrative (SQUIN) technique for gathering participants' stories.

Effective Communication Strategies and Building Trust

The primary theme that surfaced from the study emphasized the importance of
employing effective communication strategies and fostering trust in the teacher-parent
dynamic. This led to establishing open communication channels and cultivating trust
through tailored communication approaches catering to each parent's preferences. As
emphasized by Thompson and Mazer (2012) and Leenders et al. (2019), despite
encountering challenges in engaging with parents, such efforts remain indispensable for

success. What follows are descriptions of the sub-themes found in this primary theme.
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Parent Communication Styles and Initiation of Contact

In the realm of parent-teacher communication, understanding the diverse
communication styles of each party is paramount. Research consistently emphasizes the
role of teachers in initiating contact with parents, a principle underscored by numerous
studies (Capse 2003; Epstein 2009; Graham-Clay 2005; Hoover-Dempsey et al. 2005;
Keyes 2000; Leenders et al. 2019). Moreover, Thompson and Mazer (2012) stress the
importance of two-way communication, with teachers taking the lead. This proactive
approach is essential for effective communication. Teachers demonstrate flexibility by
adapting their communication methods to meet the changing needs of parents. For
instance, Teacher 6 embraced technology later in her career, utilizing platforms like Class
Dojo to enhance parent-teacher engagement. During the COVID-19 pandemic, Teacher 6
and her colleagues innovated unconventional communication strategies to reach out to
parents and families, reflecting a paradigm shift in professional identity.

The teachers in the realm of this dissertation demonstrate a notable level of
flexibility by customizing their communication approaches to accommodate the diverse
and changing requirements of parents. For example, Teacher 6 embraced new technology
and in her interview, Teacher 6 revealed that she only started using platforms such as
Class Dojo, which are specifically designed to improve communication and engagement
between parents and teachers, in the middle of her career. Additionally, when COVID-19
pandemic hit, Teacher 6 and her colleagues had to come up with innovative and
unconventional ways to reach out to parents and families, which they had never tried

before.
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In a different scenario, Teacher 3 found it essential to modify her communication
strategies to effectively meet the needs of families, prompting her to embrace Facebook
at the beginning of the COVID-19 pandemic. Likewise, Teacher 5, initially hesitant about
using Facebook, later utilized the platform to showcase children's interactions and
harmony within her classroom. The utilization of tools like Facebook and Google Voice
underscores the adaptability of these teachers, as they employ social media platforms to
provide parents with glimpses into authentic classroom interactions and moments of joy.

Teacher 8 uses Google Voice because of its ability to share real-time updates
therefore enhancing communication with families and building relationships. Vygotsky
(1981) believed that effective communication between teachers and parents can greatly
improve children's learning. Simply talking is not enough; it's important to engage in
genuine communication that can positively impact the school environment. Vygotsky
(1981) believed that when teachers and parents communicate well, it can significantly
enhance children's learning. It's not just about talking; it's about genuine communication
that can make the school environment better. Educators who embrace this approach help
foster positive relationships and meaningful dialogues that go beyond the classroom
(Donohoo, 2018).Thus, all that teachers put into parent-teacher communication reveals
not just adaptability but a great commitment to fostering meaningful connections. This
commitment contributes to a more enriched and collaborative educational environment.
When teachers communicate with parents, they're not just giving updates, they're building
a stronger mesosystem that ensures continuity in academic and social emotional support

that students receive at school and at home.
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Parent Communication Difficulties and Dynamics

Understanding and adapting to diverse parent communication styles is not only a
valuable aspect but a fundamental one in building strong teacher-parent relationships.
This necessity is underscored by Vygotsky's Sociocultural Theory (1978), emphasizing
context and more skilled adults in a child's development. Communication serves as a
crucial bridge between educators and the families they serve. Within the framework of
this dissertation, the teachers express challenges with parents from different cultural or
linguistic backgrounds who may be uncomfortable with default communication
approaches. This highlights the complexity of engaging parents not at ease with
conventional communication methods, emphasizing the need for cultural sensitivity and
humility in interactions.

One teacher shared proactively using parent surveys to identify preferred
communication channels, showcasing how teachers can align methods with parental
preferences. This customization bridges the gap between what parents are comfortable
with and what is most effective, echoing findings by Thompson & Mazer (2012),
emphasizing the preference for two-way interactions. However, acknowledging that
parents often expect teachers to initiate contact poses challenges, particularly at the
school year's start.

The practice of "meeting parents where they are" becomes crucial in building a
solid partnership between educators and families. Leenders et al. (2019) emphasized the
importance of shared expectations for productive communication between teachers and
families, highlighting the necessity of understanding and flexibility in diverse parent

communication styles.
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This sub-theme provides an in-depth exploration of the challenges teachers face in
engaging with families and through parent-teacher communication. Some participants
voice concerns about communication complexities and dynamics of different family
structures, while others share experiences in overcoming challenges and highlight the
significance of self-efficacy. Teachers' adaptability and capacity for learning indicate
higher self-efficacy, aiding in overcoming various communication difficulties and
navigating family dynamics successfully. The shared stories illuminate how educators
navigate various challenges, highlighting the importance of transparent and efficient
communication to engage parents effectively. Teacher 1 encountered a parent expressing
defensiveness and vocalizing concerns about perceived dislike toward her child.
Meanwhile, Teacher 2 faced re-engaging a parent who had previously been involved but
became disengaged due to changing family circumstances. In another scenario, Teacher 5
grappled with managing unruly classroom behavior stemming from a family dynamic
where the child was overly coddled. As a new teacher, Teacher 7 encountered the
challenge of setting boundaries when a parent misused her cell phone number, leading to
inappropriate calls. Lastly, during the COVID-19 Leenders et al.'s (2019) research
supports the idea that beneficial communication requires a common understanding of
expectations. Effective communication extends beyond information transmission to
ensure parents are active participants in their child's educational experience, aligning with
Vygotsky's Sociocultural Theory (1978).

The study shows teachers struggling with communication challenges rooted in
diverse parenting arrangements, emphasizing the importance of adaptability, empathy,

and understanding in the parent-teacher relationship. Navigating dynamics between

98



multiple caregivers requires well-crafted, empathetic, and efficient communication
strategies.

In summary, the sub-theme comprehensively examines the challenges teachers
face in communication due to diverse family dynamics. Aligned with Vygotsky's
Sociocultural Theory (1978), the findings highlight lessons that stress the paramount
importance of fostering family engagement in their child's education.

Empathy and Personal Experiences

The sub-theme presented next draws upon existing literature to shed light
on the crucial role of effective communication in fostering productive teacher-
parent partnerships. Several researchers (Conus & Fahrni, 2019; Lua et al., 2019;
Soutullo et al., 2016) unravel the multifaceted barriers inherent in parent-teacher
interactions, necessitating tailored, empathetic responses. This sub-section of the
study highlights the pivotal role of empathy in comprehending family and child
dynamics, validating parental concerns, and crafting relatable narratives to bridge
communicative divides, which aligns coherently with the underpinnings of
Vygotsky's Sociocultural Theory (1978) and Bandura's Socio-Cognitive Theory
(1986).

Moreover, this sub-theme explores the narratives of educators to uncover
the intricate dynamics of teacher-parent communication. The narratives reveal the
adept utilization of empathy in comprehending diverse contextual dimensions,
such as language barriers, cultural disparities, and disparate parental engagement

levels. The study emphasizes the importance of empathetic and nuanced
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communication in navigating these challenges and establishing mutually enriching
partnerships with parents.

This sub-theme further highlights teachers' use of relatable anecdotes and
personal experiences to nurture empathy and establish a connection with parents.
Gartmeier et al. (2016) emphasized the importance of nuanced and empathetic
approaches in teacher-parent partnerships, which thrive not merely on pedagogical
proficiency but also on adeptly navigating intricate communication dynamics amid
many challenges. Gartmeier et al. (2016) study also underscores the significance
of emotional intelligence in communication dynamics, specifically the judicious
use of humor and attentive listening as conflict resolution tools. The results align
with the fundamental principles of active listening and affirmation, which are
reflected in the teacher's dedication to comprehending and validating the
viewpoints of parents.

This sub-theme highlights the importance of educators using empathetic and
effective communication strategies, such as validation and nuanced language, to establish
collaborative and mutually beneficial partnerships with parents. In essence, it emphasizes
the need for educators to use strategic communication in their pedagogical approach to
ensure that their interactions with parents are empathetic and productive.

The Evolution of Teachers’ Communication Methods
The final sub-theme delves into the evolution of communication methods within

education. It sheds light on the transition from traditional face-to-face and phone

communication to digital platforms such as Class Dojo and SeeSaw, along with social
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media tools like Facebook and Messenger. These changes in communication techniques
intersect with the challenges encountered in parent-teacher interactions. Educators
recognize the diverse demands of family communication, shaped by individual
circumstances, including managing children across different grade levels and age groups.
Additionally, families navigate significant life events, such as new additions, weddings,
or health issues, which can impact communication dynamics. Teachers must remain
attuned to these evolving circumstances.

While technology provides new avenues for communication, it can also pose
difficulties, as mentioned by some teachers who found certain digital platforms to be less
user-friendly or overwhelming for parents. The need for tailoring communication to
parents' preferences, a topic in the current sub-theme, aligns with the teachers' efforts to
adapt their communication strategies to meet parents where they are in the evolving
digital landscape. These overlapping themes highlight the complex dynamics of teacher-
parent communication in the context of changing technology and diverse parental
preferences. This shift in communication dynamics influenced the teachers in this
research in the following ways.

Considering the interview information, the teachers faced various communication
challenges when interacting with parents with different family dynamics and situations.
Despite this, the teachers showed great efforts to bridge the gap, coordinate
communication, and foster understanding of the dynamics of the families they served.

Collaborative Learning and Professional Development
The second theme of the study illustrates how teachers are driven by their

commitment to professional growth and effective communication with parents. Notably,
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some teachers ventured beyond their immediate teaching circles to tap into the wealth of
knowledge within the Special Education department, recognizing its specialized expertise
in navigating parent-teacher dialogues and fostering self-assuredness.

This study revealed that educators working with young children actively sought to
enhance their communication skills through collaborative efforts with both families and
peers, aligning with the principles outlined in Epstein's 2001 theory. Epstein emphasizes
family-school partnerships and cooperative interactions between educators and parents in
promoting student success. By utilizing trusted colleagues as valuable resources for
refining communication skills, teachers highlight the core tenets of Epstein's theory,
advocating for collaboration and support from trusted individuals to cultivate stronger
family-school relationships.

The study illuminates the proactive steps taken by early childhood teachers to
refine their communication skills through collaboration, aligning with Epstein's theory
(2001) that underscores the significance of family-school partnerships. Leveraging
trusted colleagues as sources for improving communication skills emphasizes the
foundational principles of Epstein's theory, urging collaboration and support from trusted
individuals to foster more robust family-school relationships. Additionally, the research
conducted by Donohoo (2018) underscores the influential role of teacher efficacy and the
transformative impact of teacher collaboration. This aligns with educators' pursuit of
professional growth and effective communication with parents through collaborative
efforts with colleagues. Furthermore, Donohoo's research emphasizes the importance of

teachers having a supportive figure for exchanging ideas and seeking guidance.
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This theme emphasizes early childhood teachers' active pursuit of professional
growth, stemming from their dedication to effective communication. It also underscores
the profound impact of social and cultural factors that influence their decisions to
collaborate, emphasizing the dynamic nature of teacher-parent interaction and strategies
employed to foster productive educational partnerships.

College and Professional Development

The research by Donohoo (2018) on collective teacher efficacy (CTE) highlights
the power of teachers believing that, as a group, they can positively impact student
success. This shared belief is crucial to the success of the students but also the success of
the teachers. Within the parameters of this dissertation, the teachers express a lack of
communication preparation during their college years. Teacher 6 emphasizes that college
teaches theory, but communication is learned through experience. However, if teachers
collectively believe they can make a difference, it impacts student outcomes and could
shape their communication approach. Research on communication benefits by Xu and
Gulosino (2006) shows that for teachers to see the benefits of communication with
families, the administration must show them the advantages. Teacher 8 highlights a lack
of professional development (PD) in communication skills. Teachers specifically mention
the need for workshops or PD days. With the administration's support, teachers can
improve communication through effective PD, which could enhance their ability to
engage with parents. The research by Donohoo (2018) also indicates that new teachers in
schools with higher CTE are less likely to leave the teaching profession and experience
more job satisfaction. In the context of this dissertation study, the teachers who did not

receive teacher preparation courses from college expressed dissatisfaction with the lack
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of communication training. Connecting this, if schools foster a sense of collective
efficacy, it may contribute to the satisfaction and retention of new teachers by addressing
their specific needs, such as communication skills. Several teachers spoke of gaining
confidence in parent communication skills. Gartmeier et al. (2016) found that teachers
with higher confidence in parent-communication skills use opportunities for shared
reflection. In the scope of this dissertation, the teachers also desired a set of strategies to
have handy for a reference when they found themselves in challenging situations with
parents. If teachers are confident in their communication skills, they may be more
inclined to seek and utilize opportunities for reflection, which could further enhance their
abilities. Morris and Taylor (1998) found that specific courses positively impact how pre-
service teachers plan and implement family involvement programs. With in the study
presented in this dissertation, the teachers highlight a lack of preparation in college for
effective communication with parents.

In summary, in the realm of this dissertation, the teachers expressed
communication challenges and highlighted gaps in their college preparation. The research
on collective teacher efficacy, communication benefits, and professional development's
impact aligns with these challenges. Schools can foster a sense of collective efficacy by
providing targeted professional development and building confidence in communication
skills could contribute to addressing the teachers' concerns and improving their abilities
in engaging with parents.

Using Trusted Individuals as a Safe Outlet to Express Feelings
The role of mentors in supporting new teachers highlighted the importance of

mentors in their professional development, with some actively seeking out mentors when
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not assigned one. The literature, as discussed by Thompson and Mazer (2012),
emphasizes the role of mentors in providing support and guidance to new teachers. This
aligns with the teachers' experiences of turning to mentors for advice and guidance and
was seen throughout the study. Within the study presented in this dissertation, the
teachers quickly acknowledged that mentors are crucial in helping new teachers navigate
challenges, providing a sounding board for ideas, and offering practical advice. In the
scope of this dissertation, the teachers described seeking advice from colleagues when
mentors were unavailable, highlighting the importance of a supportive teaching
community. Donohoo’s (2018) research on collective teacher efficacy supports the idea
that mentorship contributes to job satisfaction and reduces burnout. The teachers'
experiences resonate with the positive outcomes associated with mentorship. The
research by Leenders et al.(2019) emphasized that effective communication between
teachers and families is more likely when there is a shared understanding of expectations.
In the teachers' narratives, seeking guidance from experienced colleagues aligns with
building a collaborative and supportive teaching community. Additionally, they also
spoke about the benefits of collaborative team dynamics in rehearsing effective
communication strategies, maintaining consistency, and finding peer support. The
importance of collaboration is supported by Gartmeier et al. (2016), who found that
teachers with higher confidence in parent communication skills engage in shared
reflection and learning. Teachers' reliance on team dynamics in this dissertation study
aligns with this research, underscoring the positive impact of collaborative efforts. Some

teachers in the dissertation study faced challenges with communication and sought
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assistance when dealing with sensitive topics or lacked a mentor. Seeking help from peers
was crucial in overcoming these challenges.

Soutullo et al. (2016) identified language and cultural differences, among other
factors, as barriers to engagement. The experiences of the teachers resonate with the
concept that seeking assistance from colleagues is crucial in addressing communication
challenges. Within this dissertation study, teachers recognized the significance of
mentorship in enhancing their skills as effective communicators, team players, and
professionals. Additionally, Morris and Taylor (1998) found that specific courses have a
positive impact on how pre-service teachers plan and implement family involvement
programs. The experiences of the teachers also support the idea that mentorship and
collaboration contribute significantly to ongoing professional development and growth.

In conclusion, the teachers' experiences of mentorship, seeking guidance from
colleagues, and valuing team dynamics align with the research literature on the positive
impact of mentorship, collaborative efforts, and effective communication in the teaching
profession. The findings underscore the importance of building a supportive teaching
community to enhance teacher effectiveness and student success.

Administrative Support and Enhanced Communication

It is crucial for teachers to grasp the expectations set by their principals regarding
communication with families. Research by Xu and Gulosino (2006) revealed that for
teachers to recognize the benefits of family communication fully, administrators must
illustrate the advantages of such engagement. Teachers can play a vital role in facilitating

effective communication by aligning themselves with the principal's expectations.
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Furthermore, the teachers in this study offered insights into how principals can encourage
new teachers to seek diverse experiences and comprehend various communication styles.
Principals emphasized that communication is a skill that develops over time,
taking some pressure off the teachers and contributing to their confidence in engaging
with parents. Teachers also recalled seeking guidance from the principal when facing
challenges in communicating with parents. The idea that effective leadership can support
teachers in developing their communication skills is supported by Donohoo's (2018)
research. Mentoring from principals, providing alternative ways of expressing
themselves, and enhancing their communication strategies can all benefit teachers.
Additionally, within the confines of this dissertation, some teachers highlighted the
importance of documentation, and on the principal's advice, they kept records of
communications. When conflicts arise, and teachers need help, the support of the
principal can be invaluable. Teachers mentioned that the principal's support helped
mediate discussions and resolve conflicts with parents. Donohoo (2018) found that
teachers in schools with higher collective efficacy are less likely to leave the profession
and experience more job satisfaction. Principal involvement in conflict resolution can
positively impact teacher satisfaction and retention. Teachers also reported that principals
handle negative situations, including phone calls from angry parents. Gartmeier et al.
(2016) suggest that teachers with higher confidence in parent-communication skills use
opportunities for shared reflection. If principals take the lead in handling challenging
situations, it can support teachers in developing their confidence, and they can learn from
the principal how best to handle challenging situations. Teachers also emphasize aligning

with administrative expectations for communication frequency and methods. When
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administrators set clear communication goals, it helps teachers connect with parents and
guide teacher-parent interactions (Xu & Gulosino, 2006). Within the context of this
dissertation, teachers also mention the principal's expectations for positive phone calls at
the beginning of the school year. Clear communication goals can guide teacher-parent
interactions (Xu & Gulosino, 2006).

In conclusion, effective contributions, clear expectations, mentorship, and
involvement in conflict resolution all contribute to positive teacher experiences in
communication with families. By extension, positive outcomes for students and parents
are also achieved.

Limitations

The study's limitations provide valuable opportunities for future research to
deepen and broaden our understanding. One inherent constraint lies in the sampling
approach, which limits the generalizability of the findings. While the study's sample,
comprising teachers with varying years of experience across preschool, kindergarten, and
first grade, yielded rich data on teacher-parent communication, it is crucial to
acknowledge that different samples may offer additional or divergent perspectives.
Notably, the absence of male and/or non-binary participants in the current study suggests
the importance of exploring diverse samples to capture a broader range of viewpoints.
Besides gender, future studies could consider various samples, such as those with a mix
of teachers exhibiting a wide range of self-efficacy in teaching or teachers differing in
ethnicity and race, socioeconomic status, educational levels, or languages spoken at
home. This diversity would enhance the robustness of findings and contribute to

designing more effective professional development initiatives.
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Another limitation lies in the study's exploration of factors influencing teacher
effectiveness in parent engagement. While conventional demographic variables were
considered, future research could delve into nuanced factors, such as teachers whose
parents emigrated, educators without children, immigrant families or refugee families,
and those with highly involved parents. These nuanced perspectives could offer a more
comprehensive understanding of teacher-parent communication's complexities.

Another avenue for future research involves examining variations across different
grade levels. As explored in this dissertation, teachers are treated as a collective unit,
potentially overlooking differences among grade levels. Adopting a more granular
approach and examining each grade level independently could reveal commonalities and
divergences, providing insights into parent engagement dynamics at various educational
stages.

Furthermore, expanding the scope beyond the teacher's perspective is essential.
Incorporating the viewpoints of parents and administrators would enrich our
understanding of teacher-parent communication dynamics. Exploring the experiences and
expectations of parents and the perspectives of school administrators could contribute to a
holistic understanding of the interplay between educators, parents, and the educational
institution. These nuanced insights could identify additional factors influencing effective
communication, thereby refining strategies for fostering positive teacher-parent
relationships. In summary, future research should address the identified limitations,
diversify samples, explore nuanced factors, adopt varied data collection methods, and
consider the perspectives of parents and administrators to advance our understanding of

teacher-parent communication dynamics comprehensively.

109



Recommendations

Recommendations for teachers include accessing continuous professional
development opportunities to enhance communication skills with parents, including
vignettes (Appendix 8), participation in workshops, webinars, and conferences focusing
on effective communication strategies. Encouraging collaborative relationships with
colleagues and providing mentorship opportunities, particularly for newer teachers,
facilitates engagement with experienced educators or administrators for insights into
parent communication. Reflection on communication approaches and acknowledging
strengths and areas for improvement are essential.

Teacher preparation programs should consider integrating specific training
modules on effective communication with parents. Practical scenarios and role-playing
exercises such as those included in vignettes (Appendix 8) can simulate real-world
situations, while guest speakers, including experienced educators and communication
experts, offer valuable perspectives. Field experiences should include hands-on exposure
in diverse educational settings, enabling future teachers to practice and observe effective
communication strategies. Emphasizing technology integration showcases its potential in
communication.

Administrators should prioritize ongoing professional development, vignette
studies, workshops, and training sessions addressing the unique challenges in parent-
teacher interactions. Establishing mentorship programs pairs newer teachers with
experienced mentors to navigate communication challenges. Clear communication
expectations, addressed regularly, and guidelines for maintaining consistency in

communication practices contribute to a supportive framework.
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These recommendations collectively aim to support teachers, teacher preparation
program instructors, and administrators in fostering effective communication between
educators and parents. Implementation can enhance communication skills, enrich
curricula, and establish a supportive framework, ultimately improving the overall
educational experience for students. The vignettes (see Appendix 8) included in this
dissertation are essential for understanding the concepts presented. They can be
incorporated into workshops where educators analyze scenarios and discuss effective
communication, problem-solving, and decision-making strategies. Additionally, they
serve as training sessions for new teachers focusing on parent-teacher communication.
Principals can utilize vignettes during professional learning community meetings to
stimulate discussions about best practices. Analyzing and reflecting on vignettes together
allows educators to learn from each other’s experiences and collaborate on solutions to
common challenges. Vignettes provide a practical and interactive approach to
professional development, enabling educators to engage in realistic scenarios and apply
their skills in a supportive learning environment. They offer a deeper insight into
educators' experiences and are valuable resources for researchers, policymakers, and
educators alike. The vignettes feature the experiences of five educators: Jennifer, Sue,
Millie, Sarah, and Lynn (fictitious names), each with a unique story set in different
educational environments. As you read through these accounts, pay attention to parent-
teacher communication's challenges, strategies, and dynamics. They serve as case studies
that complement the broader themes explored in the dissertation. The stories offer a
detailed perspective on the challenges and successes of building strong connections

between schools and families, encapsulating the voices of educators on the frontline. As
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you engage with these narratives, consider the implications for practice and potential
avenues for improving communication in diverse educational contexts.
Conclusion

This study delves into the multifaceted realm of communication and adaptation
between parents and teachers in education, emphasizing the significance of fostering two-
way communication and proactive contact initiation between the two parties. Teachers
employ adaptive communication styles, utilizing modern platforms such as Facebook and
Google Voice to cater to the unique preferences of parents, ultimately fortifying the
partnership between home and school.

Furthermore, the study explores diverse styles of parent communication,
underlining the vital importance of cultural sensitivity in teacher-parent interactions. It
emphasizes teachers' need to adapt communication strategies to complement parental
preferences, ensuring meaningful and effective communication. Additionally, the study
highlights the challenges teachers face when engaging with families, emphasizing the
necessity of transparent and efficient communication to keep parents informed and
engaged in their child's educational journey.

Empathy and personal experiences emerge as invaluable tools to enhance teacher-
parent communication, allowing teachers to better understand parent perspectives and
enrich the quality of communication. Mentorship is central to teachers' growth, providing
valuable insights and support and reinforcing their communication skills. This aligns with
Bandura's Socio-Cognitive Theory, emphasizing the pivotal role of observational

learning and self-efficacy in professional growth.

112



The study also underscores the importance of collaborative learning and
professional development in honing communication skills and building thriving family-
school relationships. Administrative support is recognized as influential in enhancing
teachers' self-efficacy in parent-teacher communication, with school leaders playing a
vital role in bolstering teachers' confidence and competence in navigating the intricate
dynamics of parent-teacher interactions.

In summary, this study profoundly explores how teachers perceive parent
communication, emphasizing the critical importance of fostering two-way, ongoing
communication, adaptation, empathy, mentorship, and administrative support in
enhancing teacher-parent interactions. These elements collectively pave the way for the
success of students' educational journeys.

Reflecting on the episodes described in the introduction, it is evident that my
experiences as a teacher have profoundly shaped my understanding of effective teacher-
parent communication and its role as a conduit to successful parent engagement.
Transitioning from teaching in Michigan's state-funded preschool program to
kindergarten exposed me to the stark differences in communication dynamics and
expectations. This led me to realize the unique challenges kindergarten presented and the
necessity for a different approach to communication.

Encountering a struggling student in my kindergarten class highlighted the
importance of proactive and empathetic communication with families. Despite facing
difficulties engaging the student's mother, transformative experiences prompted me to
reassess my communication strategies, prioritize building trust and understanding with

families, and establish collaborative relationships that led to positive student outcomes.
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These experiences have reinforced my belief in the critical role of teacher-parent
communication in promoting student achievement and well-being, driving my
commitment to advocating for effective communication practices to support both students
and fellow educators. Through this study, I aim to contribute valuable insights into
teacher-parent communication and its implications for teacher self-efficacy, ultimately
fostering positive outcomes for students and families alike. This is how I have come to

use communication as a conduit.
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APPENDIX A

CODING SCHEME

Code Mapping: Three Iterations of Data (to be read from top to bottom) '

CODE MAPPING FOR TEACHER-PARENT COMMUNICATION
(Research Question)
RQ: How do early childhood teachers perceive and describe experiences in communication with families

1. Effective Communication Strategies and Building Trust 2. Collaborative Learning and

Professional
Development
(Communication with parents) (communication around the institution
of education)

(THIRD ITERATION: APPLICATION TO THE DATA SET)

1. Parent Communication Styles and Adaptation 2. College and Professional development
1. Parent Communication Difficulties and Dynamics 2. Administrative support and effective
communication

1. Empathy and Teachers’ Personal Experiences 2. Using Trusted Individuals as a Safe

Outlet to Express Feelings
1. Evolution of teachers' communication methods

(SECOND ITERATION: PATTERN VARIABLES)

1A. Tailoring Communication to Parent Preferences 2A. Seeking Professional Development for Parent

1B. Challenges in Co-Parenting Communication

1C. Balancing Personal and Professional 2B. .Administrative Support for Effective
Boundaries Communication

1D. Addressing Inconsistent Communication with 2C. Value of Mentorship

Parents 2D. Seeking Guidance from Colleagues

! Format adapted from Anfara et al. (2002).
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(FIRST ITERATION: INITIAL CODES/SURFACE CONTENT ANALYSIS)

1A-1D
1A. 1B. 1B. 1C. 1D.
Google Voice  Teachers feel Families don't I do not share my  Inconsistent
horrible if answer cell phone number communication with
communication is  texts/families with families parents
unclear and parents don't respond to
are upset emails
1A. 1B. 1B. 1C.
Teachers send  Barrier to Families not Teachers know
out text communication following through  best about
with children.
consequences
1A. 1B. 1B. 1C.
Parent-teacher = Communication is  Parents don’tsee ~ Teachers need to
conferences overwhelming a teacher as a establish
professional boundaries.
1A. 1B. 1B.
Parents know Communication is  Parents have bad
their children tricky past experiences
the best with schooling
1A. 1B. 1B.
The teacheris  Frustrations with Teachers cannot
humble family respond to
communication communication
right away
1A. 1B. 1B.
Teachers keep ~ Lack of Teachers do not
documentation  communication have a good way
of affects what the to get in touch
communication teacher does in the  with the family.
classroom
1A. 1B. 1B.
Teachers use Parents didn't Teachers do not
empathy mention any real like email or texts
concerns, or they
are not responsive
1A. 1B. 1B.
Teachers use Families want Thought I had
humor with paper good
families communication communication
1B. 1B.
Families don't Uncomfortable
answer phone calls  with parent
communication
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(FIRST ITERATION: INITIAL CODES/SURFACE CONTENT ANALYSIS)

2A-2D

2A.

Colleges paired me to
communicate with
families

2A.

Of course, I can
communicate because |
went to school to teach.

2A.
Scared of parent
communication.

2A.

Schools offered
professional development
in communication.

2A. Supported by the
principal.

2B.
Administrative Support for
Effective Communication

2B. Communicating with
family members on the
spectrum /Not going to the
teacher with a problem

2B.
Principal deals with
difficult parents.

2B.

Principals inserted
themselves into situations
where they were not needed

2C.

Value of Mentorship

2C. Mentor’s help

2C.
I have a mentor.

2C.
Found a mentor

2D.

Found other
teachers to talk
to

2D.

Found
themselves
helping others
and sharing
knowledge

2D.

Other teachers
told me to keep
up the good
work
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APPENDIX B

VIGNETTES

The following vignettes provide practical insights into the various challenges
faced by early childhood teachers in establishing communication with parents. These
stories demonstrate how teachers must navigate complex situations to establish effective
partnerships with parents in an educational setting.

® Effective Communication Strategies and Building Trust

®  Parent Communication Styles and Initiation of Contact

e

Teacher’s Name: Jennifer

Background: Jennifer is a kindergarten teacher with twenty-two years of teaching
experience. She has been at the same elementary school for school for the last fifteen
years. She has experience in both general education and special education classrooms.
She is well like amongst the staff and the families. She is one of the most requested
teachers in her building and one of the first classroom to be filled at the start of the school
year. Jennifer loves her job and can usually brush off the frustrations of families and their
negative comments and suggestions. In her classroom last year, she had a difficult child
and a helicopter parent. Jennifer shared her experience of a mother becoming defensive
and vocal after she felt her child was being picked on by the teacher.

What is puzzling: “ The fact that the mother did not want to hear her child was the one
causing so many problems. “...it started to be you're picking on my kid... You're always
saying he's the one. You tell me he had a bad day...even if it was a bad day, 1'd say you
had a bad day...tomorrow we'll be a better day...but that didn’t seem to help her either.’
Jennifer has tried many times to have a good conversation with the mother, but nothing
seems to appease her. She cannot figure out what has happened. “When school started, 1
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felt we had a good relationship the mother and me, but as the school year went on, the
child’s behaviors began to increase. Maybe I should have reached out sooner when I first
noticed his increase in bad behavior and now maybe it’s too late. I get to the point in my
day where [ fret walking all the children out for pick-up time...1 fear talking to her and
worrying I will say the wrong thing and she will accuse me of picking on her child in
front of the other families.”

Possible Questions:

e What suggestions might you have for Jennifer?

e Have you felt the same as Jennifer? Discuss this amongst your group.

e What advice would you give Jennifer if she came to you about this situation?

Reading:

e Ghazvini, A. S., & Readdick, C. A. (1994). Parent-caregiver communication and
quality of care in diverse child care settings. Early Childhood Research
Quarterly, 9(2), 207-222. https://doi.org/10.1016/0885-2006(94)90006-X

e Forkey, H., Szilagyi, M., Kelly, E. T., Duffee, J., The Council on Foster Care,
Adoption, and Kindship Care, Council on Community Pediatrics, Counil on Child
Abuse and Neglect, Committee on Psychological Aspects of Child and Family
Health. Springer, S. H., Fortin, K., Jones, V. F., Vaden Greiner, M. B., Ochs, T.
J., Partap, A. N., Davidson Sagor, L., Allen Staat, M., Thackeray, J. D., Waite, D.,
& Weber Zetley, L. (2021). Trauma-informed care. Pediatrics, 148(2),
€2021052580. https://doi.org/10.1542/peds.2021-052580

Suggested Resources:

e Harvard Center on the Developing Child: Offers insights into child development,
including the impact of early experiences on a child's brain development. It can
help educators better understand the importance of early childhood education.
Website: https://developingchild.harvard.edu/

e Child Mind Institute: The Child Mind Institute provides information and
resources on child and adolescent mental health, including articles and guides for
educators dealing with children who may have experienced trauma.

Website: https://childmind.org/

e National Association for the Education of Young Children (NAEYC): The
NAEYC website offers a wealth of resources, articles, and guidelines for early
childhood educators, including best practices for engaging parents.

Website: https://www.naeyc.org/
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® Effective Communication Strategies and Building Trust
® Parent Communication Difficulties and Dynamics
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Teacher’s Name: Sue

Background: Sue is a teacher in a preschool classroom. She has been in this position for
almost a decade. Sue got her early childhood degree and teaching certification the
traditional way through a four-year university. Currently, she has a full caseload of
sixteen children ranging from four to five years old. The school year is halfway over, and
the first home visits were done in October. Home visits are a time to share valuable
information about the program and expectations of the program and for the family and
child to meet the teacher. During the home visit, the teacher also better understands the
families she will be working with. This year, two administration turnovers hindered her
ability to give out important information pertaining to the communication platform they
are expected to use will all families at the home visit.

What is puzzling: It is mid-January, and Sue is puzzled by why parents do not share
important information about their child’s well-being. Sue recently had a child who had
spent the night in the emergency room with his mother while his father was being treated
for a drug overdose. The child was dropped off at preschool, and the mother said she
hoped he had a good day. She never mentioned the trauma the child saw or that he got no
sleep. Within minutes of the drop-off, he begins throwing tantrums, screaming, and
yelling. Sue and her assistant tried everything to calm him down to no avail. Sue tried
several times to send his mother a text, but she never responded. Later, when she and her
assistant teacher were mentally and physically exhausted, Sue called home after lunch to
let his mother know how his day was and questioned if he was feeling well. To her
surprise, the boy’s mother told Sue that the child was in the emergency room he had been
up all night. Sue states, “had we known this, we could have provided him with a quiet
place and a cot to rest on. Because that day, there was very little learning going on.” Sue
said, “we are also puzzled by the fact that parents do not tell you when their child is sick.
It’s a lot of us who feel like it’s a daycare in that we feel that our parents are all about
the drop off of their child and that they’re not, they’re not thinking of their children.
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Their children are ill. They are covering it up with aspirin. This is more like daycare and
not the educational experience to start their foundation and prepare them for school.”

Possible Questions:

What suggestions might you have for Sue about home visits?

How can Sue help bridge the gap between parental expectations and the
educational objectives of her preschool?

What actions, if any, can Sue take to encourage parents to be more open about
their child's well-being and health?

Do you think the recent changes in administration could have affected Sue’s
ability to communicate with parents effectively?

Reading:

Klass, C. S. (2008). The home visitor’s guidebook: Promoting optimal parent &
child development (3rd ed). Paul H. Brookes Pub. Co.

Ghazvini, A. S., & Readdick, C. A. (1994). Parent-caregiver communication and
quality of care in diverse child care settings. Early Childhood Research

Quarterly, 9(2), 207-222. https://doi.org/10.1016/0885-2006(94)90006-X

Forkey, H., Szilagyi, M., Kelly, E. T., Duftee, J., The Council on Foster Care,
Adoption, and Kindship Care, Council on Community Pediatrics, Counil on Child
Abuse and Neglect, Committee on Psychological Aspects of Child and Family
Health. Springer, S. H., Fortin, K., Jones, V. F., Vaden Greiner, M. B., Ochs, T.
J., Partap, A. N., Davidson Sagor, L., Allen Staat, M., Thackeray, J. D., Waite, D.,
& Weber Zetley, L. (2021). Trauma-informed care. Pediatrics, 148(2),
€2021052580. https://doi.org/10.1542/peds.2021-052580

Suggested Resources:

Harvard Center on the Developing Child: Offers insights into child development,
including the impact of early experiences on a child's brain development. It can
help educators better understand the importance of early childhood education.
Website: https://developingchild.harvard.edu/

Child Mind Institute: The Child Mind Institute provides information and
resources on child and adolescent mental health, including articles and guides for
educators dealing with children who may have experienced trauma.

Website: https://childmind.org/

National Association for the Education of Young Children (NAEYC): The
NAEYC website offers a wealth of resources, articles, and guidelines for early
childhood educators, including best practices for engaging parents.

Website: https://www.naeyc.org/
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® (ollaborative Learning and Professional Development
o Using trusted individuals as a safe outlet

Teacher’s N ame: Millie

Background: Millie has been in early childhood education for about 15 years now. She
struggles with appropriate parent communication. She has had her share of angry parents
who have reported to the principal their dislike for the teacher’s classroom policies. She
has come to the realization that maybe she needs a better way to communicate and could
really use the help from a teacher with a proven track record and one who helps her build
trusting relationships.

What is puzzling: “When I think, does this really puzzle me...well, looking back on it, it
doesn't puzzle me because the way I approached it was wrong. Well, not wrong, but not
effective. What I really needed to do was to find someone in my building who could help
me find a better way to approach the way I communicated with my parents. You know, a
lot of parents have a bad history in education, especially early education, where they
didn't feel very comfortable, or they had bad experiences where school was not a good
place for them.”

Possible Questions:
e What suggestions might you have for Millie
e What step should Millie take in reaching out. Where would be the first place you
would send her?

e What actions, if any, can Millie take to encourage parents to be more trusting of
her?
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Do you think Millie could become a successful parent communicator? Why or
why not? Explain your thinking

Reading:

Ghazvini, A. S., & Readdick, C. A. (1994). Parent-caregiver communication and
quality of care in diverse child care settings. Early Childhood Research

Quarterly, 9(2), 207-222. https://doi.org/10.1016/0885-2006(94)90006-X

Forkey, H., Szilagyi, M., Kelly, E. T., Duffee, J., The Council on Foster Care,
Adoption, and Kindship Care, Council on Community Pediatrics, Counil on Child
Abuse and Neglect, Committee on Psychological Aspects of Child and Family
Health. Springer, S. H., Fortin, K., Jones, V. F., Vaden Greiner, M. B., Ochs, T.
J., Partap, A. N., Davidson Sagor, L., Allen Staat, M., Thackeray, J. D., Waite, D.,
& Weber Zetley, L. (2021). Trauma-informed care. Pediatrics, 148(2),
€2021052580. https://doi.org/10.1542/peds.2021-052580

Suggested Resources:

Harvard Center on the Developing Child: Offers insights into child development,
including the impact of early experiences on a child's brain development. It can
help educators better understand the importance of early childhood education.
Website: https://developingchild.harvard.edu/
Child Mind Institute: The Child Mind Institute provides information and
resources on child and adolescent mental health, including articles and guides for
educators dealing with children who may have experienced trauma.
Website: https://childmind.org/
National Association for the Education of Young Children (NAEYC): The
NAEYC website offers a wealth of resources, articles, and guidelines for early
childhood educators, including best practices for engaging parents.

e Website: https://www.naeyc.org/
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e Effective Communication Styles
e Parent Communication styles and adaptations

n D

Teacher’s Name: Sarah

Background: Sarah is a passionate early childhood teacher, who states: “So, basically,
our parents don't read the newsletters. They don't answer their phones anymore, and |
know that when you text them, if they don't have enough minutes, they don't answer the
text. I have been trying to talk to one of my parents about the number he gave me, but |
just can’t reach him. I relay have some important information about his son. Sarah is
frustrated, she just spoke to the parent and the best time to talk is after 2:30, she is done
with work at 3:30 and needs to get home to pick up her children from school. After
talking to her co-workers, Sarah decides to have her mother pick up her children from
school so she can touch base with the parents. As Sarah strives to engage the parent in his
child's educational journey, she finds another roadblock. During their call, the parent tells
Sarah that he is unavailable from 9-2 p.m. unless it is an emergency because that is when
he is sleeping. Sarah tells him that she will ask if her principal could cover her room for
30 minutes from 2-2:30 so she can have a much-needed conversation with James.

What is puzzling: “When [ think, does this really puzzle me...well, looking back on it, it
doesn't puzzle me because the way I approached it was wrong. Well, not wrong, but not
effective. What I really needed to do was to find someone in my building who could help
me find a better way to approach the way I communicated with my parents. You know, a
lot of parents have a bad history in education, especially early education, where they
didn't feel very comfortable, or they had bad experiences where school was not a good
place for them.”
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Possible Questions:

e What clarifying questions might you have for Sarah about her current
communication modes and attempts?

e What can Sarah do to engage her families in two-way communication?

e How can Sarah ensure the continuation of two-way communication?

Reading:

o The Intentional Teacher Chapter 2 Building Relationships with Families p.24

e Developmentally Appropriate Practices in Early Childhood Programs Section:
The Primary Grades p. 324-326

e School, Family, And Community Partnerships Chapter 2 Using the Framework to

Reach School Goals—Stories from the Field p. 63-82

Suggested Resources:

Harvard Center on the Developing Child: Offers insights into child development,
including the impact of early experiences on a child's brain development. It can
help educators better understand the importance of early childhood education.
Website: https://developingchild.harvard.edu/

Child Mind Institute: The Child Mind Institute provides information and
resources on child and adolescent mental health, including articles and guides for
educators dealing with children who may have experienced trauma.

Website: https://childmind.org/

National Association for the Education of Young Children (NAEYC): The
NAEYC website offers a wealth of resources, articles, and guidelines for early
childhood educators, including best practices for engaging parents.

Website: https://www.naeyc.org/
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® Effective Communication Strategies and Building Trust

° Empathy and Teacher Personal Experiences

Background: Lynn is a first-grade teacher, and she loves reading and storytelling. She
has been teaching first grade for two years now. She came from a charter school where
she was the music and art teacher. She has little experience with parent-teacher
communication because she was never a classroom teacher, so she did not have to have
individual parent teacher conferences. Lynn has three children of her own. One is in
middle school, and two are in elementary-a second grader and a fifth grader. She feels
that she can relate to many of the issues some of her students’ families are going through.
What is Puzzling: When parents want their children to always be at grade level in all
area. ““I feel that parents don’t have realistic expectations for their children and then look
to place blame. It’s funny, one of my students was having difficulty with reading. I made
a call to the mother, and she was really upset that her daughter was not at grade level for
reading. 1 felt really bad for this mom, no one wants their child to have problems with
learning. This mom wanted to know if it was something she did. “I didn’t know what to
say. Then it came to me... my own child hated reading in elementary school. He is now in
middle school, and I had to really reflect on what this meant.” I had to make more time in
our busy day to get that reading in. I knew that all children develop at different rates and
by me telling her about my child I got her to calm down. Together we made a plan that
the mom felt she could manage at home. The plan was to read for at least 15 minute with
her daughter and to review the alphabet and sounds. I am second guessing the fact that I
told her about my child’s reading struggle.
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Possible Questions:

What suggestions might you have for Sue about home visits?

Reading:

Forkey, H., Szilagyi, M., Kelly, E. T., Duffee, J., The Council on Foster Care,
Adoption, and Kindship Care, Council on Community Pediatrics, Counil on Child
Abuse and Neglect, Committee on Psychological Aspects of Child and Family
Health. Springer, S. H., Fortin, K., Jones, V. F., Vaden Greiner, M. B., Ochs, T.
J., Partap, A. N., Davidson Sagor, L., Allen Staat, M., Thackeray, J. D., Waite, D.,
& Weber Zetley, L. (2021). Trauma-informed care. Pediatrics, 148(2),
€2021052580. https://doi.org/10.1542/peds.2021-052580

Suggested Resources:

importance of early childhood education.

Website: https://developingchild.harvard.edu/

Child Mind Institute: The Child Mind Institute provides information and
resources on child and adolescent mental health, including articles and guides for
educators dealing with children who may have experienced trauma.

Website: https://childmind.org/

National Association for the Education of Young Children (NAEYC): The
NAEYC website offers a wealth of resources, articles, and guidelines for early
childhood educators, including best practices for engaging parents.

Website: https://www.naeyc.org/
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All that is required is that you provide a full reference to the original work on the diagram(s) and in your references.

See Chapter 2, Reading 2.1 in:

Epstein, J. L., & Sheldon, S. B. (2023) School, Family, and Community Partnerships: Preparing Educators and Improving
Schools, Third Edition.

New York: Taylor and Francis.
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achievement), survey procedures, interview procedures, or observation of public behavior (including visual or
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Any disclosure of the human subjects’ responses outside the research would not reasonably place the subjects at
risk of criminal or civil liability or be damaging to the subjects’ financial standing, employability, educational
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research locations listed in the IRE submission. You must keep copies of all such permission letters for your
filas.

* Itis the responsibility of each researcher to follow all applicable policies and procedures of any outside
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Modifications:

Any changes to this exempt project must be reviewad by the IRB prior o initiation by submitting a MODIFICATION
request. Do not collect data while the changes are being reviewed. Data collected during this time cannot be used in
research.

Record Retention:
Exempt projects will be retained by the IRB office for three years after the last action on the project.
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APPENDIX E

RECRUITMENT EMAIL

I am Stacy Brazell, a Ph.D. student in Early Childhood at Oakland University. My faculty advisor
is Dr. Tomoko Wakabayashi at the Department of Human Development and Child Studies at
Oakland University. I am conducting a research study to get a better understanding of the ways
teachers communicate with families.

I am recruiting 6-15 individuals who are pre-kindergarten to first-grade teachers to
participate in a focus group discussion. I will ask questions and seek clarification on
responses for a better understanding of how teachers are feeling about communication
with families as it pertains to teacher self-efficacy, yearly evaluation, and the ease of
communication. The focus group will take approximately 1.5 hours.

Your participation in this study is voluntary, and you can change your mind at any time.
The focus group will take place via zoom as directed by the researcher.

If you wish to participate in the research study or have any questions about the research.
please contact me at

Stacy Brazell

sbrazell@oakland.edu

810-841-9107

Or

Dr. Tomoko Wakabayashi

twakabayashi@oakland.edu

131


mailto:twakabayashi@oakland.edu

Lpeoker |

Spenker 2

Speaker 1

Soeaker 2

Spegker 1

,.% r—’% Speaker 2
% Speaker 1
02

Fittpe Siapp. I comiadBon HTnurbgSs-heaAT L _|

fﬂg;% S

APPENDIX F

DATA MEMOS

audioAmands? 13228 150%8 méa | Ediler | Trnl

Q
e | 4. 5

" 00:D8:44
They mighl not be communicating

with you all the time, but they're
reading what you're
communicating to them.

0054
To my. So .

- 00:09:57
Upload them every Monday
maorning and | post them to see,

S
00:10:02 EU1 ﬂﬂ/c

Far, Along with some type of. 9 br
Activities for children to be able 1o
do.

021011
Al home with their parents.

T o0 1014
And then,

00:10:16
I don't get very good responses.,
Woell, it's hit or miss with the
responses for the activities. Some
of the children, they'll do it. Some
of the parents will do it, or they|l

reach cut and they'll ask questions

She

@

quff?h/e

132

Adcd Masiner

H =

Commert

A -
pe A f
i Y "Ti D
a9 = Js
o i,
| - ? - :
TR (O
G0/ T
- Fl <
]
ey
Y o
: )
e Y | -
. LA 2
A .
-—;i{_,.f ch <
STAN )
Py ™ ey,
:Pr/—-\ )_:.-\"/ 'f-r:-:;:l‘r___
n, g
LA, i o
e . “:
e ,/:..—,: - =
A 2
- Cﬁ} :
3 1 &
‘__'.-r i L ? :
=N = e
"5 e,
fl_.)o f — ':'Jf ,._-
o 5y 5 - i
e
1628



—

50, Imh 3 second-yea beacher, and | lesl ke the biggest challenge wa a5 a first-year teacher; Sesides
Iearang the new curriculum, i wa Erying (o figune ol what parents want, trying to Sgure out that
atfarm that they wanted to use, and to comemunicate but

1w wery fortunate. | hat pacpls That cousd help me. They give me ideas of different apps this | could
yse o different ways that | can communicate, M with 3 newsletter, nat just monthly, but weekly sending
homa tamindars, sandirg horne itlle nates, things that last year were very frustrating.

| gave ot mw porsonad ool phone rumbsss whith | showld not kave done 10 8 certain amoust of parents.
And thisre wis 3 few parents that were contacting me over ke break sometines, or even on the
wesend, 31kng me about ther chilidron, like, for eaample, a mom called me 31 6 am 1o ask me wby this
chilf's bus wasn'l thire yet, and it was midwinter bresk, and 0 was & A. ML 50, | didl have te learn that |
will never give out my personal cell ghone number again,

IF 1 o give out @ rumber, | will go to Google Voice. | knaw that some people are familiar with it, and my
other teacher, who used it st yoar, and it happerad 10 be wry wall Tor thien

MHMMEM'LMMN?ﬂDh&IL&S I;nﬂe cy‘mmru

accepiing phone calls during cliss time. There was ofentimes when parents would be transtered down
ta my classroom an the phane, and | would just assume that it was the office calling. and | would pick &
w, and then | woukd have Bke this really, really long conversation I'd be caught well, I'm trying o teach,
and ry class would be out of control, and | didn't know how 1o step It 5o last year | felt like
commamnication was very hard lasi year, oo,

umnmm‘mnudmﬁﬁmﬁimmm%ﬂ -

ity just send home newsietters for cosmmunication, but then, when locking at children's folders, it
wias typically just loft in their folder aach day, | got 50 frustrated every day. S0, it was really dscouraging.
Lanst year 1o s thal parents really weren't looking st whst | was dong, or even what | was saying, o
what wat comeng up next. | would deen g oul Bcentvees il you sened wp lor reming for your child; your
:hllwdluplmﬁm bucis or five goid cash, and they il weren happening. Thiy shil wanen't
ENINE up.

%0 tait Forwand 10 this yoar as & second-year teaches, | thaught about things that | learned, and Fve
learned through colieagues in the beginning of the year. | sent out a parent survesy af which way to
communicate theey would Bee (o use. would they fke 1o communicate with me by Facebook or
Kewsletter? Remind or other passibilmies, The top 2 -3 newsletbers and tho reminder app. 5o, fight 3t the

hers
l?, en ot 5,%

on 16§
?dmcdbh

133

Commented 581 .......,.......,.,.C%

Rar( ey
b
Pax

| Commented [SB2: mericrs

5‘7(,3'7{

Jt---mmnn-num--n-n

“Barcier / boi '(ds 7

- Commented [$B4] s

ways ;‘a

Cunm gA

E:n-ul [SBS): Frustrawon (-‘

- Commented [SBRASY Fete s
| Commented [SETRAL: Cragtng boundarie a_:

r'{c?/

o

| Commpnted [SBEY: Geming parasts to sy us foe




REFERENCES

Academic development institute—Fall/winter 2007. (n.d.). Retrieved November 20, 2022,
from https://www.adi.org/journal/fw07/

Adland, A. K., Gripsrud, B. H., Lavik, M. H., & Ramvi, E. (2022). “They stay with you”:
Nursing home staff’s emotional experiences of being in a close relationship with a
resident in long-term care who died. Journal of Holistic Nursing, 40(2), 108—122.
https://doi.org/10.1177/08980101211017766

Allensworth, E., Ponisciak, S., & Mazzeo, C. (2009). The Schools Teacher Leave:
Teacher Mobility in Chicago Public Schools (Consortium on Chicago School
Research).

Anfara, V. A., Brown, K. M., & Mangione, T. L. (2002). Qualitative analysis on stage:
Making the research process more public. Educational Researcher, 31(7), 28-38.
https://doi.org/10.3102/0013189X031007028

Appendix userguide | dedoose. (n.d.). Retrieved August 11, 2023, from
https://www.dedoose.com/userguide/appendix.

Azim, M. (2017). Being a Teacher: Developing Self-efficacy and Teacher Identity
through Self-reflective Techniques in Teacher Education Programs . Journal of
Education and Practice, 8(34), 7.

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191-215. https://doi.org/10.1037/0033-

295X.84.2.191

134



Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory.
Prentice-Hall.

Bandura, A. (2001). Social cognitive theory: An agentic perspective. Annual Review of
Psychology, 52(1), 1-26. https://doi.org/10.1146/annurev.psych.52.1.1

Baum, A. C., & Swick, K. J. (2008). Dispositions Toward Families and Family
Involvement: Supporting preservice teacher development. Early Childhood
Education Journal, 35(6), 579-584. https://doi.org/10.1007/s10643-007-0229-9

Baum, A., & Kevin, S. (n.d.). Dispositions Toward Families and Family Involvement:
Supporting Preservice Teacher Development. Early Childhood Education
Journal, 35.

Baumeister, R. F., & Leary, M. R. (1997). Writing narrative literature reviews. Review of
General Psychology, 1(3), 311-320. https://doi.org/10.1037/1089-2680.1.3.311

Beattie, M., & Conle, C. (1996). Teacher narrative, fragile stories and change. Asia-
Pacific Journal of Teacher Education, 24(3), 309-326.
https://doi.org/10.1080/1359866960240308

Bell, J. S. (2002). Narrative inquiry: More than just telling stories. TESOL Quarterly,
36(2), 207. https://doi.org/10.2307/3588331

Ben-Peretz, M., & Feiman-Nemser, S. (Eds.). (2017). An arena for educational
ideologies: Current practices in teacher education programs. The Mofet Institute,
Research, Curriculum and Program Development for Teacher Educators,
Rowman & Littlefield.

Berger, E. H., & Riojas-Cortez, M. (2015). Parents as partners in education: Families
and schools working together (Ninth edition). Pearson.

135



Bingham, A. J. (2023). From data management to actionable findings: A five-phase
process of qualitative data analysis. International Journal of Qualitative Methods,
22,16094069231183620. https://doi.org/10.1177/16094069231183620

Birt, L., Scott, S., Cavers, D., Campbell, C., & Walter, F. (2016). Member checking: A
tool to enhance trustworthiness or merely a nod to validation? Qualitative Health
Research, 26(13), 1802—1811. https://doi.org/10.1177/1049732316654870

Breiseth, L. (n.d.). Communicating with ell families: 10 strategies for schools | nea.
Retrieved November 1, 2023, from https://www.nea.org/professional-
excellence/student-engagement/tools-tips/communicating-ell-families-10-
strategies-schools

Brissie, J. S., Hoover-Dempsey, K. V., & Bassler, O. C. (1988). Individual, situational
contributors to teacher burnout. The Journal of Educational Research, 82(2),
106—112. https://doi.org/10.1080/00220671.1988.10885876

Casey, B., Proudfoot, D., & Corbally, M. (2016). Narrative in nursing research: An
overview of three approaches. Journal of Advanced Nursing, 72(5), 1203—1215.
https://doi.org/10.1111/jan.12887

Caspe , M. S. (2003). How Teachers Come to Understand Families. School Community
Journal, 13(1), 115-131.

Cegala, D. J., & Lenzmeier Broz, S. (2002). Physician communication skills training: A
review of theoretical backgrounds, objectives and skills: Physician
communication skills training: theoretical backgrounds, objectives and skills.
Medical Education, 36(11), 1004—1016. https://doi.org/10.1046/j.1365-
2923.2002.01331.x

136



Center on the developing child at harvard university. (n.d.). Center on the Developing
Child at Harvard University. https://developingchild.harvard.edu/

Charmaz, K. (2006). Constructing grounded theory: A practical guide through
qualitative analysis. Sage Publications.

Charmaz, K. (2014). Constructing grounded theory (2nd edition). SAGE Publications.

Child mind institute | transforming children’s lives. (n.d.). Child Mind Institute.
Retrieved November 8, 2023, from https://childmind.org/

Clandinin, D. J., & Connelly, F. M. (2000). Narrative inquiry: Experience and story in
qualitative research (1st ed). Jossey-Bass Publishers.

Classroom, R. (2021, August 27). Rebuild, repair, and renew relationships with parents
for the new school year. Responsive Classroom.
https://www.responsiveclassroom.org/rebuild-repair-and-renew-relationships-
with-parents-for-the-new-school-year/

Constantino, S. M. (2021). Engage every family: Five simple principles (Second edition
(revised edition)). Corwin.

Conus, X., & Fahrni, L. (2019). Routine communication between teachers and parents
from minority groups: An endless misunderstanding? Educational Review, 71(2),
234-256. https://doi.org/10.1080/00131911.2017.1387098

Corbin, J. M., & Strauss, A. L. (2015). Basics of qualitative research: Techniques and
procedures for developing grounded theory (Fourth edition). SAGE.

Creswell, J. W. (2009). Research design: Qualitative, quantitative, and mixed methods

approaches (3rd ed). Sage Publications.

137



Creswell, J. W. (2015). Educational research: Planning, conducting, and evaluating
quantitative and qualitative research (Fifth edition). Pearson.

Crotty, M. (1998). The foundations of social research: Meaning and perspective in the
research process. Sage Publications.

Dali, K. (2013). Hearing stories, not keywords: Teaching contextual readers’ advisory.
Reference Services Review, 41(3), 474-502. https://doi.org/10.1108/RSR-12-
2012-0082

Dashboard. (n.d.). Retrieved July 16, 2023, from
https://www.mischooldata.org/dashboard/

De Coninck, K., Walker, J., Dotger, B., & Vanderlinde, R. (2020). Measuring student
teachers’ self-efficacy beliefs about family-teacher communication: Scale
construction and validation. Studies in Educational Evaluation, 64, 100820.
https://doi.org/10.1016/j.stueduc.2019.100820

Dedoose. (n.d.). Retrieved April 11, 2023, from
https://www.dedoose.com/resources/articledetail/dedoose-desktop-app

DeMarco, C. (n.d.). Libguides: Section 2: qualitative narrative inquiry research.
Retrieved September 4, 2022, from
https://library.ncu.edu/c.php?g=1013605&p=8398152

Donohoo, J. (2018). Collective teacher efficacy research: Productive patterns of

behaviour and other positive consequences. Journal of Educational Change,

19(3), 323-345. https://doi.org/10.1007/s10833-018-9319-2

138



Doucet, F. (2008). How african american parents understand their and teachers’ roles in
children’s schooling and what this means for preparing preservice teachers.
Journal of Early Childhood Teacher Education, 29(2), 108—139.
https://doi.org/10.1080/10901020802059441

Dunne, J. (2003). Arguing for teaching as a practice: A reply to alasdair macintyre.
Journal of Philosophy of Education, 37(2), 353-369.
https://doi.org/10.1111/1467-9752.00331

Ecta center: Dec recommended practices. (n.d.). Retrieved November 8, 2023, from
https://ectacenter.org/decrp/decrp.asp#Family

Epstein, J. L. (Ed.). (2009). School, family, and community partnerships: Your handbook
for action (3rd ed). Corwin Press.

Epstein, J. L. (2011). School, family, and community partnerships: Preparing educators
and improving schools (2nd ed). Westview Press.

Epstein, J. L. (2019). School, family, and community partnerships: Your handbook for
action (Fourth Edition). Corwin, A SAGE Company.

Fefer, S. A., Hieneman, M., Virga, C., Thoma, A., & Donnelly, M. (2020). Evaluating the
effect of positive parent contact on elementary students’ on-task behavior.
Journal of Positive Behavior Interventions, 22(4), 234-245.

https://doi.org/10.1177/1098300720908009

5 strategies to boost effective parent teacher communication. (n.d.). ThoughtCo.

Retrieved August 3, 2022, from https://www.thoughtco.com/tips-for-highly-

successful-parent-teacher-communication-3194676

139


https://doi.org/10.1177/1098300720908009
https://www.thoughtco.com/tips-for-highly-successful-parent-teacher-communication-3194676
https://www.thoughtco.com/tips-for-highly-successful-parent-teacher-communication-3194676

Flanigan, C. (2007). Preparing Preservice Teachers to Partner with Parents and
Communities: An Analysis of College of Education Faculty Focus Groups . The
School Community Journal , 17(2), 89—110.

Forkey, H., Szilagyi, M., Kelly, E. T., Duffee, J., The Council on Foster Care, Adoption,
and Kinship Care, Council on Community Pediatrics, Council on Child Abuse
and Neglect, Committee on Psychosocial Aspects of Child and Family Health,
Springer, S. H., Fortin, K., Jones, V. F., Vaden Greiner, M. B., Ochs, T. J., Partap,
A. N., Davidson Sagor, L., Allen Staat, M., Thackeray, J. D., Waite, D., & Weber
Zetley, L. (2021). Trauma-informed care. Pediatrics, 148(2), €2021052580.
https://doi.org/10.1542/peds.2021-052580

Foundation, T. A. E. C. (2023, February 1). Parental involvement vs. Parental
engagement. The Annie E. Casey Foundation.

https://www.aecf.org/blog/parental-involvement-vs-parental-engagement

4 ways to improve communications with families. (n.d.). Edutopia. Retrieved November
1, 2023, from https://www.edutopia.org/article/4-ways-improve-teacher-
communication-families/

Gartmeier, M., Gebhardt, M., & Dotger, B. (2016). How do teachers evaluate their parent
communication competence? Latent profiles and relationships to workplace
behaviors. Teaching and Teacher Education, 55, 207-216.
https://doi.org/10.1016/j.tate.2016.01.009

Ghazvini, A. S., & Readdick, C. A. (1994). Parent-caregiver communication and quality
of care in diverse child care settings. Early Childhood Research Quarterly, 9(2),
207-222. https://doi.org/10.1016/0885-2006(94)90006-X

140


https://www.aecf.org/blog/parental-involvement-vs-parental-engagement

Glaser, B. G., & Strauss, A. L. (2010). The discovery of grounded theory: Strategies for
qualitative research (5. paperback print). Aldine Transaction.

Graham-Clay, S. (2005). Communicating with parents: Strategies for teachers. School
Community Journal, 15(1), 117-129. https://eric.ed.gov/?1d=EJ794819

Great start readiness program. (n.d.). Retrieved September 11, 2022, from
https://www.michigan.gov/mde/services/early-learners-and-care/gsrp

Grele, R. (2016). Doing narrative research ed. By Molly Andrews, Corinne Squire, Maria
Tamboukou (Review). Oral History Review, 43(1), 224-228.
https://muse.jhu.edu/article/615545

Guidetti, G., Viotti, S., Bruno, A., & Converso, D. (2018). Teachers’ work ability: A
study of relationships between collective efficacy and self-efficacy beliefs.
Psychology Research and Behavior Management, 11, 197-206.
https://doi.org/10.2147/PRBM.S157850

Harris, A., & Goodall, J. (2008). Do parents know they matter? Engaging all parents in
learning. Educational Research, 50(3), 277-289.
https://doi.org/10.1080/00131880802309424

Hatch, J. A. (2002). Doing qualitative research in education settings. State University of
New York Press.

Herod, A. (1999). Reflections on interviewing foreign elites: Praxis, positionality,
validity, and the cult of the insider. Geoforum, 30(4), 313-327.
https://doi.org/10.1016/S0016-7185(99)00024-X

High-impact family engagement | appleseed. (n.d.). Project-Appleseed. Retrieved
November 1, 2023, from https://www.projectappleseed.org/high-impact

141



Home. (n.d.). NAEYC. Retrieved August 9, 2022, from https://www.naeyc.org/home

Home | dedoose. (n.d.). Retrieved May 11, 2023, from https://dedoose.com/

Hoover-Dempsey, K. V., Walker, J. M. T., Sandler, H. M., Whetsel, D., Green, C. L.,
Wilkins, A. S., & Closson, K. (2005). Why do parents become involved?
Research findings and implications. The Elementary School Journal, 106(2), 105—
130. https://doi.org/10.1086/499194

HOPE, T. (2017, August 4). Balancing adverse childhood experiences (Aces) with hope.
Tufts Hope. https://positiveexperience.org/research/balancing-adverse-childhood-
experiences-aces-with-hope/

Hornby, G., & Lafaele, R. (2011). Barriers to parental involvement in education: An
explanatory model. Educational Review, 63(1), 37-52.
https://doi.org/10.1080/00131911.2010.488049

How family engagement leads to student success. (n.d.). Waterford.Org. Retrieved
August 3, 2022, from https://www.waterford.org/education/how-parent-
involvment-leads-to-student-success/

Hunzicker, J. (2012). Professional development and job-embedded collaboration: How
teachers learn to exercise leadership. Professional Development in Education,
38(2), 267-289. https://doi.org/10.1080/19415257.2012.657870

Implementation manual. (n.d.). Retrieved September 3, 2022, from
https://www.michigan.gov/mde/services/early-learners-and-

care/gsrp/resources/implementation-manual

142



J. Ellis, T., & Levy, Y. (2009). Towards a guide for novice researchers on research
methodology: Review and proposed methods. Issues in Informing Science and
Information Technology, 6, 323—-337. https://doi.org/10.28945/1062

Jeynes, W. H. (2018). A practical model for school leaders to encourage parental
involvement and parental engagement. School Leadership & Management, 38(2),
147-163. https://doi.org/10.1080/13632434.2018.1434767

Josselson, R., & Lieblich, A. (1993). The narrative study of lives (Vol. 1). SAGE.

Jung, E., & Han, H. S. (2013). Teacher outreach efforts and reading achievement in
kindergarten. Journal of Research in Childhood Education, 27(1), 93—110.
https://doi.org/10.1080/02568543.2012.739590

Keyes , C. R. (2000). Parent-teacher partnerships: A Theoretical approach for teachers .
Early Childhood Education: Curriculum, Teacher Education, & Dissemination of
Information , 107-118.

Klass, C. S. (2008). The home visitor’s guidebook: Promoting optimal parent & child
development (3rd ed). Paul H. Brookes Pub. Co.

Kraft, M. A., & Dougherty, S. M. (2013). The effect of teacher—family communication
on student engagement: Evidence from a randomized field experiment. Journal of
Research on Educational Effectiveness, 6(3), 199-222.
https://doi.org/10.1080/19345747.2012.743636

Kraft, M. A., & Rogers, T. (2015). The underutilized potential of teacher-to-parent
communication: Evidence from a field experiment. Economics of Education

Review, 47, 49-63. https://doi.org/10.1016/j.econedurev.2015.04.001

143



Kroeger, J., & Lash, M. (2011). Asking, listening, and learning: Toward a more thorough
method of inquiry in home—school relations. Teaching and Teacher Education,
27(2), 268-277. https://doi.org/10.1016/j.tate.2010.08.010

Kundu, A. (2020). Toward a framework for strengthening participants’ self-efficacy in
online education. Asian Association of Open Universities Journal, 15(3), 351—
370. https://doi.org/10.1108/AAOUJ-06-2020-0039

Kvale, S. (1996). Interviews. An introduction to qualitative research interviewing. Sage
Publications.

LaRocque, M., Kleiman, 1., & Darling, S. M. (2011). Parental involvement: The missing
link in school achievement. Preventing School Failure: Alternative Education for
Children and Youth, 55(3), 115-122.
https://doi.org/10.1080/10459880903472876

Lau, E. Y. H., & Ng, M. L. (2019). Are they ready for home-school partnership?
Perspectives of kindergarten principals, teachers and parents. Children and Youth
Services Review, 99, 10—17. https://doi.org/10.1016/j.childyouth.2019.01.019

Lawson, M. A. (2003). School-family relations in context: Parent and teacher perceptions
of parent involvement. Urban Education, 38(1), 77-133.
https://doi.org/10.1177/0042085902238687

Leenders, H., de Jong, J., Monfrance, M., & Haelermans, C. (2019). Building strong
parent—teacher relationships in primary education: The challenge of two-way
communication. Cambridge Journal of Education, 49(4), 519-533.

https://doi.org/10.1080/0305764X.2019.1566442

144



Locke, K. (2002). Book review: Qualitative research and evaluation methods, 3rd ed. , by
michael quinn patton(2001) . Thousand oaks, ca: sage, 688 pages. Organizational
Research Methods, 5(3), 299-301. https://doi.org/10.1177/10928102005003006

Macdonald, S., & Headlam, N. (2008). Research methods handbook: Introductory guide
to research methods for social research. Centre for Local Economic Strategies.

Maddux, J. E. (2009). Self-efficacy: The power of believing you can. In S. J. Lopez & C.
R. Snyder (Eds.), The Oxford Handbook of Positive Psychology (pp. 334-344).
Oxford University Press.
https://doi.org/10.1093/0xfordhb/9780195187243.013.0031

Mann, G., & Gilmore, L. (2021). Barriers to positive parent-teacher partnerships: The
views of parents and teachers in an inclusive education context. /nternational
Journal of Inclusive Education, 1-13.
https://doi.org/10.1080/13603116.2021.1900426

Mapp, K. L., Carver, 1., & Lander, J. (2017). Powerful partnerships: A teacher’s guide to
engaging families for student success. Scholastic.

Marschall, M. J., & Shah, P. R. (2020). Linking the process and outcomes of parent
involvement policy to the parent involvement gap. Urban Education, 55(5), 699—
729. https://doi.org/10.1177/0042085916661386

Maxgda | all-in-one qualitative & mixed methods data analysis tool. (n.d.). MAXQDA.

Retrieved May 11, 2023, from https://www.maxqda.com/

145



Meier, D. R., & Stremmel, A. J. (2010). Reflection through narrative: The power of
narrative inquiry in early childhood teacher education. Journal of Early
Childhood Teacher Education, 31(3), 249-257.
https://doi.org/10.1080/10901027.2010.500538

Merriam, S. B., & Merriam, S. B. (1998). Qualitative research and case study
applications in education (2nd ed). Jossey-Bass Publishers.

Mi school data. (n.d.). Retrieved July 27, 2023, from https://www.mischooldata.org/

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded
sourcebook (2nd ed). Sage Publications.

Morris, V. G., & Taylor, S. I. (1998). Alleviating barriers to family involvement in
education: The role of teacher education. Teaching and Teacher Education, 14(2),
219-231. https://doi.org/10.1016/S0742-051X(97)00037-1

National center for education statistics (Nces) home page, part of the u. S. Department of
education. (n.d.). Retrieved November 27, 2023, from https://nces.ed.gov/

One platform to connect. (n.d.). Zoom. Retrieved July 9, 2023, from https://zoom.us/

Ozmen, F., Akuzum, C., Zincirli, M., & Selcuk, G. (2016). The communication barriers
between teachers and parents in primary schools. Eurasian Journal of
Educational Research, 16(66), 1-30. https://doi.org/10.14689/ejer.2016.66.2

Pachter, B., & Magee, S. (2014). The power of positive confrontation: The skills you need
to handle conflicts at work, at home, online, and in life (First Da Capo Press

Edition). Da Capo Press.

146



Patrick, S. W., Henkhaus, L. E., Zickafoose, J. S., Lovell, K., Halvorson, A., Loch, S.,
Letterie, M., & Davis, M. M. (2020). Well-being of parents and children during
the covid-19 pandemic: A national survey. Pediatrics, 146(4), €2020016824.
https://doi.org/10.1542/peds.2020-016824

Patte, M. (2011). Examining preservice teacher knowledge and competencies in
establishing family-school partnerships. School Community Journal, 21(2), 143—
159.

Patton, M. Q. (2015). Qualitative research & evaluation methods: Integrating theory and
practice (Fourth edition). SAGE Publications, Inc.

Patton, M. Q., & Patton, M. Q. (2002). Qualitative research and evaluation methods (3
ed). Sage Publications.

Pfitzner-Eden, F. (2016). I feel less confident so I quit? Do true changes in teacher self-
efficacy predict changes in preservice teachers’ intention to quit their teaching
degree? Teaching and Teacher Education, 55, 240-254.
https://doi.org/10.1016/j.tate.2016.01.018

Policy statement on family engagement: From the early years to the early grades. (n.d.).
National Center for Pyramid Model Innovations. Retrieved November 8§, 2023,
from https://challengingbehavior.org/document/policy-statement-on-family-
engagement-from-the-early-years-to-the-early-grades/

Press release -More than 80 percent of U S. Public schools report pandemic has
negatively impacted student behavior and socio-emotional development—July 6,
2022. (2022a, July 6). IES NCES; National Center for Education Statistics.
https://nces.ed.gov/whatsnew/press_releases/07 06 2022.asp

147



Riessman, C. K. (2012). The Sage handbook of interview research: The complexity of the
craft (J. D. Gubrium & J. A. Holstein , Eds.; 2nd ed). SAGE.

Rong, B., Sun, S., & Kadoch, M. (2016). Traffic prediction for reliable and resilient
video communications over multi-location wmns. Journal of Network and
Systems Management, 24(3), 516-533. https://doi.org/10.1007/s10922-016-9371-
2

Ryan, T., & Lielkains, L. (2011). Teacher efficacy influences: Job satisfaction, stress and
burnout. The Scholar-Practitioner Quarterly , 5(3), 12-23.

Sage , R., Bethell, C., Linkenbach, J., Jones , J., Klika, B., & Pecora, P. (2017).
Balancing adverse childhood experiences with HOPE: New insights into the role
of positive experience on child and family development. 32. https://hria.org/wp-
content/uploads/2017/05/Balancing-ACEs-with-HOPE.pdf

Saldafia, J. (2013). The coding manual for qualitative researchers (2nd ed). SAGE.

Salkind, N. J. (Ed.). (2011). SAGE directions in education psychology. Sage.

Salmons, J. (2014). Qualitative online interviews: Strategies, design, and skills (Second
Edition). SAGE.

Sarasa, M. C. (2015). Narrative research into the possibilities of classroom-generated
stories in english teacher education. PROFILE Issues in Teachers’ Professional
Development, 17(1), 13-24. https://doi.org/10.15446/profile.v17n1.43383

School responses to covid-19. (2022b, July 6). National Center for Education Statistics.
https://ies.ed.gov/schoolsurvey/

Schools at a glance. (n.d.). Retrieved November 27, 2023, from
https://www.mischooldata.org/schools-at-a-glance/

148



Social cognitive theory — studiousguy. (n.d.). Retrieved October 23, 2022, from
https://studiousguy.com/social-cognitive-theory/

Soutullo, O. R., Smith-Bonahue, T. M., Sanders-Smith, S. C., & Navia, L. E. (2016).
Discouraging partnerships? Teachers’ perspectives on immigration-related
barriers to family-school collaboration. School Psychology Quarterly, 31(2), 226—
240. https://doi.org/10.1037/spq0000148

Stewart, D. W., & Shamdasani, P. N. (2015). Focus groups: Theory and practice (Third
edition). SAGE.

Stone, D., Patton, B., & Heen, S. (2023). Difficult conversations: How to discuss what
matters most (Revised edition). Penguin Books.

Strauss, A. L., & Corbin, J. M. (1990). Basics of qualitative research: Grounded theory
procedures and techniques. Sage Publications.

Street, R. L., & De Haes, H. C. J. M. (2013). Designing a curriculum for communication
skills training from a theory and evidence-based perspective. Patient Education
and Counseling, 93(1), 27-33. https://doi.org/10.1016/j.pec.2013.06.012

Student enrollment counts report. (n.d.). Retrieved July 16, 2023, from
https://www.mischooldata.org/student-enrollment-counts-report/

Symeou, L., Roussounidou, E., & Michaelides, M. (2012). “I feel much more confident
now to communicate with parents”: An evaluation of in-service training on
teacher-parent communication. The School Community Journal, 22(1), 65-88.

Taylor, B. J., & Francis, K. (2013). Qualitative research in the health sciences:

Methodologies, methods, and processes. Routledge.

149



Taylor, C. (1989). Sources of the self: The making of the modern identity. Harvard
University Press.

The Annie E. Casey Foundation. (2023, February 1). Parental involvement vs. Parental
engagement. The Annie E. Casey Foundation.
https://www.aecf.org/blog/parental-involvement-vs-parental-engagement

The Korea Associantion For Early Childhood Education Administration, & Yoo, S.-Y.
(2023). A study on the educational implications and direction of princess bari’s
myth, the oral literature as a cultural content for early childhood education. The
Korea Association for Early Childhood Education and Educare Welfare, 27(2),
43-72. https://doi.org/10.22590/ecee.2023.27.2.43

The social cognitive theory. (n.d.). Retrieved December 22, 2022, from
https://sphweb.bumc.bu.edu/otlt/mph-
modules/sb/behavioralchangetheories/BehavioralChangeTheories5.html#headingt
aglink 1

Thompson, B. C., Mazer, J. P., & Flood Grady, E. (2015). The changing nature of
parent—teacher communication: Mode selection in the smartphone era.
Communication Education, 64(2), 187-207.
https://doi.org/10.1080/03634523.2015.1014382

Thompson, B., & Mazer, J. P. (2012). Development of the parental academic support
scale: Frequency, importance, and modes of communication. Communication
Education, 61(2), 131-160. https://doi.org/10.1080/03634523.2012.657207

Title i parent & family engagement | project appleseed. (n.d.). Project-Appleseed.
Retrieved November 1, 2023, from https://www.projectappleseed.org/titlei

150



Title I, part A - Improving basic programs. (n.d.). Retrieved August 9, 2022, from
https://www.michigan.gov/mde/delete/title-i-part-a-improving-basic-programs- 1

Top problems for teachers in the classroom. (n.d.). ThoughtCo. Retrieved August 3,
2022, from https://www.thoughtco.com/problems-for-teachers-that-limit-their-
overall-effectiveness-3194679

Tsurkan, T. (2017). Preparing pre-service teachers to the parent-teacher partnerships.
440-447. https://doi.org/10.18662/lumproc.icsed2017.48

U. S. Census bureau quickfacts: Port huron city, michigan. (n.d.). Retrieved December
23,2022, from
https://www.census.gov/quickfacts/fact/dashboard/porthuroncitymichigan/BZA01
0220

U. S. Government accountability office(U. S. Gao). (2023, October 4).
https://www.gao.gov/

Uludag, A. (2008). Elementary preservice teachers’ opinions about parental involvement
in elementary children’s education. Teaching and Teacher Education, 24(3), 807—
817. https://doi.org/10.1016/j.tate.2006.11.009

Volman, M., & ’t Gilde, J. (2021). The effects of using students’ funds of knowledge on
educational outcomes in the social and personal domain. Learning, Culture and
Social Interaction, 28, 100472. https://doi.org/10.1016/5.1cs1.2020.100472

Vygotski, L. S. (1981). Mind in society: The development of higher psychological
processes (M. Cole, V. John-Steiner, S. Scribner, & E. Souberman, Eds.;

Nachdr.). Harvard Univ. Press.

151



Vygotski, L. S., & Cole, M. (1978). Mind in society.: The development of higher
psychological processes. Harvard University Press.

Walker, J. M. T., & Dotger, B. H. (2012). Because wisdom can’t be told: Using
comparison of simulated parent—teacher conferences to assess teacher candidates’
readiness for family-school partnership. Journal of Teacher Education, 63(1), 62—
75. https://doi.org/10.1177/0022487111419300

Wengraf, T. (2001). Qualitative research interviewing: Biographic narrative and semi-
structured methods. SAGE.

White, D. E., Oelke, N. D., & Friesen, S. (2012). Management of a large qualitative data
set: Establishing trustworthiness of the data. International Journal of Qualitative
Methods, 11(3), 244-258. https://doi.org/10.1177/160940691201100305

Wilinski, B., & Vellanki, V. (2020). A comparative case study of public pre-k teachers’
enactment of parent involvement policy. Anthropology & Education Quarterly,
51(3), 359-375. https://doi.org/10.1111/aeq.12342

Xu, Z., & Gulosino, C. A. (2006). How does teacher quality matter? The effect of
teacher—parent partnership on early childhood performance in public and private
schools. Education Economics, 14(3), 345-367.
https://doi.org/10.1080/09645290600777550

Youker, B. W. (2007). The evaluation exchange—Harvard family research project.
Journal of MultiDisciplinary Evaluation, 2(2), 157-160.

https://doi.org/10.56645/jmde.v2i2.138

152



Yulianti, K., Denessen, E., Droop, M., & Veerman, G.-J. (2021). Transformational
leadership for parental involvement: How teachers perceive the school leadership
practices to promote parental involvement in children’s education. Leadership
and Policy in Schools, 20(2), 277-292.
https://doi.org/10.1080/15700763.2019.1668424

Yulianti, K., Denessen, E., Droop, M., & Veerman, G.-J. (2022). School efforts to
promote parental involvement: The contributions of school leaders and teachers.
Educational Studies, 48(1), 98—113.
https://doi.org/10.1080/03055698.2020.1740978

Zlati¢, L., Bjeki¢, D., Marinkovi¢, S., & Bojovi¢, M. (2014). Development of teacher
communication competence. Procedia - Social and Behavioral Sciences, 116,
606—-610. https://doi.org/10.1016/j.sbspro.2014.01.265

Zoom—One platform to connect. (2023, June 27). App Store.

https://apps.apple.com/us/app/zoom-one-platform-to-connect/id546505307

153



