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Abstract: Reading is an essential competence students learn in school. One question is how parents
can support their children and their reading competence, particularly at the beginning of elementary
school. Guided by this question, this study investigated the longitudinally reciprocal relationship
between parental school- and home-based involvement with children’s reading competence. We also
tested whether school- and home-based involvement mediated the relationship between structural
context variables (e.g., migration background) and reading competence. A total of 254 parent–child
dyads answered a questionnaire at two measurement points, i.e., at the beginning and the end of the
first grade in elementary school. Home-based involvement and reading competence were negatively,
reciprocally related to each other. Furthermore, we found a negative association between reading
competence at the beginning of grade 1 and the relative change in school-based involvement at
the end of grade 1. No mediation effects of school- and home-based involvement in the relation
between structural context variables and reading competence were found. This paper provides a
deeper understanding of the complex interrelations of the family–school partnership during the first
school year.
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1. Introduction

Academic Editor: Laura Nathans

The shared responsibility among schools and families is a critical factor for students’
academic development in the first years of their school career. Shared responsibility
implicates that “teachers and parents [ . . . ] share common goals for their children that are
achieved most effectively when teachers and parents work together” [1] (p. 121). Everyday
collaboration can be manifested in parental school- and home-based involvement. Both
have been revealed to be significant determinants of children’s school-related outcomes,
such as motivation and achievement in school [2–5]. School-based involvement is described
as parents’ engagement in family–school partnerships [6]. Parents who participate in
school, for example, by attending parent–teacher conferences, or volunteering in school
activities, positively influence their children’s development in school [7]. Home-based
parental involvement includes parental behavior and learning-related interactions with the
child outside school (e.g., help with homework, supervision, reading together, monitoring
learning activities, [7,8]).
Although it is assumed that parental involvement influences children’s academic
development, we know little about the effect of both parental school- and home-based
involvement on children’s reading performance at the beginning of elementary school [9].
The transition from kindergarten to elementary school implicates a start for parent and
teacher partnerships when parents and teachers do not know each other and need to
establish communication and cooperation structures. Knowledge about the effectiveness of

Received: 29 January 2022
Accepted: 27 March 2022
Published: 1 April 2022
Publisher’s Note: MDPI stays neutral
with regard to jurisdictional claims in
published maps and institutional affiliations.

Copyright: © 2022 by the authors.
Licensee MDPI, Basel, Switzerland.
This article is an open access article
distributed under the terms and
conditions of the Creative Commons
Attribution (CC BY) license (https://
creativecommons.org/licenses/by/
4.0/).

Societies 2022, 12, 63. https://doi.org/10.3390/soc12020063

https://www.mdpi.com/journal/societies

Societies 2022, 12, 63

2 of 15

collaboration for a child’s positive academic development might help teachers adjust their
offers and communication to parents and vice versa.
Furthermore, previous research that focused on the impact of parental involvement
on children’s achievement often used measures of overall academic success. Investigating
domain-specific competencies, such as reading competencies, can lead to more detailed
information for schools and teachers to understand the relevance of their partnership in
different subjects and might strengthen subject-specific family–school partnerships [10].
Next to the impact of school- and home-based involvement on children’s achievement,
prior studies also demonstrated that children’s achievement is an antecedent for parents
to become more involved in schools [11]. For example, parents of children with lower
reading achievement levels become more engaged in their child’s school life than parents
of children with higher levels of reading achievement [4,12,13].
Adding on these findings, the following study aimed to investigate the reciprocal
relationship between children’s achievement and parental school- and home-based involvement during the first year in elementary school. We focused on the domain of reading and
addressed the need to clarify the direction of the investigated relationships [14]. As parental
involvement and children’s achievement often are determined by structural context variables (e.g., parents’ migration and educational background), we will further investigate the
relationship between these context variables with children’s reading achievement mediated
by parents’ school- and home-based involvement [15,16].
1.1. School- and Home-Based Involvement and Its Influence on Children’s Achievement
Based on Hoover–Dempsey and Sandler’s [8,17] model of parental involvement process and Eccles and Harold’s [11] model of influences on and consequences of parent
involvement in schools, it can be assumed that parental involvement influences children’s
academic beliefs (e.g., motivation), achievement, and competencies. However, the question
of how parents become involved in their children’s school life and impact their children’s
academic achievement need to be considered.
Parental involvement is a multidimensional construct [14]. The most common differentiation, which only concerns parental behaviors, is between school- and home-based
involvement [3,7,18]. The two main forms of school-based involvement are volunteering
and communicating. A good communication between teachers and parents can be established when parents are helping at the school or attending school events [3,7,19,20]. Scholars
assume that regular communication leads to a more effective home-based involvement (e.g.,
help with homework, monitoring child’s learning process, [3,5,18]). Another explainatory
factor of parental school- and home-based involvement are child characteristics [8,11,17].
One child characteristic is the parents’ perception of their child’s school performance [21].
When parents observe their child having trouble with homework, they might adjust their
homework help by increasing it. This assumption also implies that parents who believe
their child is performing well at school decrease their school- or home-based involvement
because no help is needed.
1.2. The Cross-Sectional Perspective on Positive and Negative Relationships between School- and
Home-Based Involvement and Children’s Achievement
To summarize, children’s achievement can be assumed as both an outcome and also
as an explainatory factor for parental involvement [22]. In the following literature review,
we will first report findings from cross-sectional studies and meta-analyses. Then, we will
focus on longitudinal studies, which might give insight into the reciprocal relationship
between parental involvement and children’s achievement. If available, we will report
findings on school- and home-based involvement separately.
At first, meta-analyses of cross-sectional studies have shown positive effects of parents’
school-based involvement on students’ achievement across subjects [2,3,23,24]. Findings
on the impact of parental home-based involvement were inconsistent. Hill and Tyson [3]
did not find a statistically significant association between general home-based involvement
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and general children’s achievement. Jeynes [23] reported a significant positive effect of
general home-based involvement for children’s reading achievement. Furthermore, studies
have postulated that the effect sizes of the impact of parental involvement (school- and
home-based) were larger when student achievement was operationalized as across or
within-subject Grade Point Average (GPA). Studies using test scores of specific subjects,
such as reading or mathematics, found the effect sizes of the effect of parents’ involvement
to be smaller [3,23].
There is also evidence that children’s achievement influences their parents’ involvement. However, children’s achievement has primarily been shown to be negatively associated with parental school- and home-based involvement [4,12,13,25]. One interpretation
might be that parents who perceived that their children had difficulties with the school
work increased their school- and home-based involvement.
1.3. The Longitudinal Perspective on the Relationship between School- and Home-Based
Involvement and Children’s Achievement
To our knowledge, little research has focused on the reciprocal effect between parental
involvement and children’s reading achievement by using longitudinal designs [22]. Longitudinal studies with adolescents have found that students achieved better GPA scores
when parents were more involved in school-based activities in the following years. The
effect persisted over time [25,26]. Some studies have found that achievement has a stronger
effect on parental involvement as vice versa [2,22].
Looking at longitudinal studies at the beginning of elementary school, results regarding the impact of school-based parental involvement seem to be inconsistent. El Nokali,
Bachman, and Votruba-Drzal [27] investigated effects of parental involvement in students
from first to fifth grade with one additional measurement point in third grade. The authors used standardized test scores for achievement in reading. Here, change in parents’
reported parental involvement did not result in a change in reading achievement. When
teachers reported parental involvement, increases in parental involvement led to children’s
lower reading achievement. Using a United States sample with only low-income families,
Englund, Luckner, Whaley, and Egeland [28] found that a child’s achievement in first
grade positively predicted the change in parental involvement at third grade. Furthermore,
the change in parental involvement in third grade was significantly positively correlated
with the change in the child’s achievement in third grade. Parental involvement and child
achievement both were measured by teacher ratings [28]. Another study with an Australian
sample indicated positive links between school-based involvement at grade 1 and reading
achievement at grade 3 [29]. One study that focused on parental home-based involvement
investigated the reciprocal relationship between the quality of home-based involvement
and different child-related outcomes in the reading domain [30]. They found reciprocal
relationships between children’s low academic functioning and parents’ use of control
strategies. Low academic functioning in grade 5 led to more parental control in grade 7.
Furthermore, more parental control in grade 5 led to lower academic functioning in grade 7.
Similar results were found for high academic functioning and parental responsiveness.
1.4. Relationship between School- and Home-Based Involvement
Another important question is related to the relationship between home- and schoolbased parental involvement. Some studies reported a positive relationship between these
two forms [31,32]. Parents who are more involved in school activities are also more
effective at home-based involvement. Other studies have not found a statistically significant
association between parents’ home- and school-based involvement [5,33].
1.5. Structural Determinants of Parental School- and Home-Based Involvement
Structural determinants help to understand school- and home-based involvement,
children’s academic achievement and its associations [7,34]. We know that children’s reading competence in Germany is determined by families’ socio-economic background [35].
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Children of parents who only speak German at home and who have an educational degree
which allowed them to attend universities, have shown better vocabulary knowledge.
Vocabulary knowledge is an important prerequisite for reading competence. Parent’s
socio-economic status also positively affects children’s reading competence [35].
Previous studies have also found that migrated parents are less school-based involved
due to lack of familiarity with the school system of the immigrated country and often
have different expectations about their role in their child’s education [14,36]. In more
detail, some studies have underlined that migrated parents more often use formal forms
of communication, whereas non-migrated parents are more involved in informal forms
of cooperation with teachers [37]. Furthermore, migrated parents have been shown to
support their children more often at home than non-migrated parents [5]. Scholars have
explained these results with a higher academic aspiration for migrated parents compared
to non-migrated parents e.g., [38].
Regarding parents’ educational background, the results of previous studies underline
that parents use different types of involvement based on their educational background.
Manz, Fantuzzo, and Power [39] showed that parents with a higher level of educational
background reported being more involved at home [28] and in school [14]. This paper’s
author previously found that parents with higher levels of educational background used
fewer formal opportunities to make contact with teachers in their school-based involvement,
such as attending parent–teacher conferences. Parents with higher levels of educational
backgrounds also used informal forms to contact teachers in their school-based involvement
than parents with lower levels of educational backgrounds [37].
Families’ cultural capital is “understood as one’s capabilities to understand and appreciate cultural manifestations” [40] (p. 174), [41] and is a facet of the stimulation dimension
of the home learning environment, which includes opportunities and resources for children’s exploration and learning at home [42]. Cultural capital is often operationalized as
the number of books at home [43]. We know that parents with a higher number of books
at home are more school- and home-based involved than parents with a lower number
of books at home. As mentioned above, cultural capital, educational background, and
migration background have been revealed to be important predictors of children’s reading achievement [35,44–46]. Because school- and home-based involvement are effective
predictors of children’s achievement, it is assumed that they can mediate the relationship
between structural context variables and children’s outcomes [11,35,44].
2. The Present Study
With the goal to understand the interrelations between parental school- and homebased involvement and children’s academic achievement, longitudinal studies are necessary.
Such studies can provide a deeper understanding of influences over a period of time and
might encourage schools, teachers, and parents to optimize their family–school partnership [19]. While prior studies often have investigated students’ GPA as outcome, it is also
of interest if parental involvement has an impact on the child’s competence, e.g., students’
development in reading. The following study aimed to investigate cross-lagged effects
between parental school-based involvement, home-based involvement, and children’s
standardized reading achievement during the first school year of elementary school. We
focused on parents’ reported involvement in schools, such as volunteering and communicating as a form of school-based involvement. Regarding home-based involvement, we
were interested in parents’ support at home during children’s learning activities.
At first, we aimed to understand the longitudinal relationship between school-based
involvement and reading achievement. The first research question (RQ) is:
(RQ1) To what extent are school-based involvement and reading achievement related?
We expect that school-based involvement at the beginning of grade 1 is associated
with the relative change in children’s reading achievement at the end of grade 1 (H1.1).
Further, we expect that reading achievement at the beginning of grade 1 is associated with
school-based involvement at the end of grade 1 (H1.2). Former research has shown both
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negative and positive links between school-based involvement and children’s achievement.
Due to this, we have no directed hypotheses.
The second research question is focused on home-based involvement:
(RQ2) To what extent are home-based involvement and reading achievement related?
We expect that home-based involvement at the beginning of grade 1 is associated
with the relative change on reading achievement at the end of grade 1 (H2.1). Further, we
expect that reading achievement at the beginning of grade 1 is associated with home-based
involvement at the end of grade 1 (H2.2). We have not formulated a direct hypotheses
because researchers have not shown a clear pattern of either positive or negative effects of
home-based involvement on reading achievement and vice versa.
As previous research indicates that school- and home-based involvement are often
interrelated [17,18,21], the third research question asks the following:
(RQ3) How are school-based and home-based involvement interrelated?
Based on results that have shown that parents learn about different and effective ways
to support their children at home via communication with teachers, we assume that parents
who are more often involved in the school at the beginning of grade 1 support their children
at home more often at the end of grade 1 (H3.1).
To acquire a deeper understanding of the interrelation between school- and homebased involvement and reading achievement, it is important to consider the influence
of structural context predictors on parental involvement and children’s reading achievement [28]. Three main structural context predictors were investigated in the recent study:
parents’ migration and educational background, and families’ cultural capital. The fourth
research question is:
(RQ4) How are structural context predictors related to school- and home-based involvement and reading achievement.
We assume that parents with a migration background report a lower school-/homebased involvement than parents without a migration background (H4.1). Furthermore,
parents with a lower level of educational background should be less involved in school
and should support their children less at home (H4.2). Additionally, we expect parents
with high cultural capital to report less school-based but higher home-based involvement
than parents with low cultural capital (H4.3). We assume at least that children with parents
who have higher levels of educational background, high cultural capital, and no migration
background show better scores in reading achievement (H4.4).
Because school- and home-based involvement are more changeable predictors of
reading achievement than the structural context factors, they can have a mediating role.
The mediation effect will be addressed in the fifth research question:
(RQ5) Do school- and home-based involvement mediate the relationship between structural context factors (education, cultural capital, and migration) and reading achievement?
3. Materials and Methods
3.1. Procedure and Participants
A subsample of the German LIFE-Experience Reading in Family-Study was used to
answer our research questions. The study took place in four different elementary schools
which were situated in the northwestern part of Germany [45]. Data were collected from
2013 to 2018. Schools were chosen at random and contacted via the school principals. After
we received consent for the study, every parent was informed. When we received the
parents’ permission to participate in the LIFE-Study, children were interviewed by a paper–
pencil questionnaire (total: 60 min; 30 min reading achievement test; 30 min home literacy
environment questionnaire). Parents received questionnaires through letters sent home.
Data of parents and children were collected at two measurement points during grade
1 in elementary school. The first assessment (t1) was confirmed some months after children
were enrolled in elementary school (September until October). The second measurement
point (t2) was at the end of grade 1 (July until August of the following year).
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In total, we used a subsample of N = 254 parent–child dyads. Children were M = 6.11
(SD = 0.32) years old at the first measurement point. In this subset, at least 43.6% of
the children were female. Further, socio-demographic information about the families is
presented in Table 1.
Table 1. Families’ Socio-demographic Characteristics.
N = 254

Families’ Characteristics

Age (M, SD)
Married with father/mother (or live in a relationship)
Immigrant background (not born in Germany)
Parents’ educational background
Low educational level without any apprenticeship
Low educational level
Middle educational level
High educational level
University degree
Parents‘ employment
Full-time job
Part-time job
Job-seeking
Homemaker
Other

Mother

Father

37.88 (5.01)
91.00%
26.40%

39.36 (5.45)
96.60%
32.40%

2.4%
6.1%
22.4%
34.7%
34.3%

2.1%
16.7%
19.2%
26.4%
35.6%

11.4%
59.6%
3.7%
16.3%
9.0%

87.0%
4.5%
1.6%
1.2%
5.7%

3.2. Instruments
3.2.1. School-Based Involvement
School-based involvement was assessed with four items from the German Parents’ Involvement in their Child’s School Scale [47]. Parents estimated how much they were
involved in their children’s school (e.g., “help the teacher during class”). The response
scale ranged from 1 = does not apply at all to 5 = applies absolutely. Reliability ranged from
acceptable to good at all measurement points (α(t1) = 0.81; α(t2) = 0.78).
3.2.2. Home-Based Involvement
Home-Based involvement was assessed with three items. Parents reported how often they
supported their children at home carrying out their general and reading homework (e.g.,
“How often do you support your child with his reading homework.”). We have developed
this scale ourselves in the LIFE-Project [45]. The response scale ranged from 1 = never
or almost never to 5 = every day. Reliability ranged from acceptable to good (α(t1) = 0.72;
α(t2) = 0.96).
3.2.3. Structural Context Variables
We measured structural context variables with three indicators.
Parents’ migration background was assessed using a dichotomous variable (0 = at least
one parent was not born in Germany and 1 = both parents were born in Germany, [48]).
Parents’ educational background was assessed asking about parents’ highest educational
degree [6]. Parents had to choose their highest degree of a list of five different German
school tracks (1 = low educational level without any apprenticeship, 2 = low educational level,
3 = middle educational level, 4 = high educational level, and 5 = university degree. We calculated
a dummy variable for further analyses with 0 = low/middle educational level and 1 = high
educational level/university degree).
Families’ cultural capital was operationalized using parent reports of the number of
books at home with a rating scale from 1 = 0–10 books, to 5 = over 201 books [48,49]. For further
analysis, we also calculated a dummy variable with 0 = less than 200 books and 1 = 201 books
and more.

Societies 2022, 12, 63

7 of 15

3.2.4. Children’s Reading Achievement
A standardized group test measured children’s reading achievement (t1) to indicate
children’s phonological awareness as an important reading prerequisite. Therefore, we used
the German group test for early diagnosis of dyslexia (PB-LRS, [50]). The test consists of
five subtasks and is based on the definition of phonological awareness by Skowronek and
Marx [50]. Children need to detect rhymes, syllables, the initial sound, and the end sound
of words. Furthermore, they were asked to combine different sounds to a word. For further
analyses, the sum score was calculated (max. score = 50, score per subtask = 10, α = 0.85).
Children’s reading achievement (t2) was measured by a standardized group test to
indicate children’s reading comprehension on two different subtasks: word comprehension
and sentence comprehension (ELFE 1-6 by [51]). For further analyses, a sum score was
used (max score = 100). Reliability of the standardized reading comprehension test was
good (α = 0.85).
Means and standard deviations of all scales are presented in Table 2. Results of the
confirmatory factor analyses for all items and scales are presented in Appendix A.
Table 2. Descriptives and Bivariate Correlations.

(1) School-based t1
(2) School-based t2
(3) Home-based t1
(4) Home-based t2
(5) Phonological awareness t1
(6) Reading achievement t2
(7) Educational background
(8) Cultural capital
(9) Migration background

M (SD)

1

2

3

4

5

6

7

8

9

1.59 (0.86)
1.77 (0.87)
4.45 (0.83)
4.43 (0.75)
39.73 (6.80)
23.11 (12.86)
-

0.37 ***
0.14 *
0.03
0.10
0.02
−0.08
−0.14 *
−0.10

0.18 ***
0.13
−0.21 **
−0.20 ***
−0.07
−0.11
−0.05

0.28 **
−0.02
−0.19 *
0.00
−0.18 **
−0.06

−0.23 ***
−0.42 ***
−0.12 **
−0.07
−0.05

0.42 ***
0.16 *
0.06
0.06

0.28 ***
0.10
−0.02

0.36 ***
0.16 *

0.27 ***

-

Note. * p < 0.05. ** p < 0.01. *** p < 0.001. t1 = Beginning of the first school year. t2 = End of the first school year.

3.3. Statistical Analyses
Statistical analyses were performed using R software (version 3.5.2, [52]) with the
package psych [53] and lavaan [54].
3.3.1. Model Specification
We tested our hypotheses with longitudinal cross-lagged panel modeling using half
longitudinal mediation [55,56]. Due to sample size, we used manifest variables of the
constructs for path modeling. With this, we specified the reciprocal relationship between parental involvement (school- and home-based involvement) and children’s reading
achievement. We used the following goodness-of-fit indices and cut-off criteria to evaluate whether the assumed model fit the data [56,57]: chi-square/df (≤2.0 excellent model
fit), comparative-fit index (CFI, 0.90–0.95 acceptable and 0.96–0.99 very good model fit),
root-mean-square-error of approximation (RMSEA, 0.08–0.05 acceptable and 0.04–0.02 very
good model fit), and standardized-root-mean residual (SRMR, 0.08–0.05 acceptable and
0.04–0.02 very good model fit). All analyses were conducted using maximum likelihood
with robust standard errors and chi-square values (MLR).
In order to examine possible mediations between school- and home-based involvement, indirect effects were calculated, and the asymptotic confidence intervals were given
(to check the significance of specific indirect effects, 95% confidence intervals based on
1000 bootstrap samples were used; [58,59]). According to Zhao, Lynch and Chen [60], the
following types of indirect effects are distinguished: (1) complementary mediation—both
the mediated effect and the direct effect exist and have the same sign, (2) competitive
mediation—both the mediated effect and the direct effect exist and have contrary signs,
(3) indirect-only mediation—a mediated effect but no direct effect exists, (4) direct-only
mediation—a direct but no indirect effect exists.
All tested hypotheses are represented in Figure 1.
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3.3.2. Missing Data
3.3.2. Missing Data
As mentioned above, we used a subsample of N = 254 parent–child dyads from
As mentioned above, we used a subsample of N = 254 parent–child dyads from the
the LIFE-Study. In total, we asked N = 674 children at the first measurement point and
LIFE-Study. In total, we asked N = 674 children at the first measurement point and N = 739
N = 739 children at the second measurement point. Not all children’s parents participated
children at the second measurement point. Not all children’s parents participated in the
in the study at each measurement point. In all, N = 523 parents participated at the first
study at each measurement point. In all, N = 523 parents participated at the first measuremeasurement point, N = 383 at the second. Due to the high number of missing parents
ment point, N = 383 at the second. Due to the high number of missing parents at both
at both measurement points, independent t-tests were performed to investigate if there
measurement points, independent t-tests were performed to investigate if there were difwere differences in children’s reading achievement when a parent participated in the
ferences in children’s reading achievement when a parent participated in the study (s1) or
study (s1) or did not participate (s0). Parents of children who had a higher score in the
did not participate (s0). Parents of children who had a higher score in the reading achievereading achievement test at t2 were more likely to participate in the study at t2 (Ms1 = 22.63
ment
at t2 were
likely
participate in the study at t2 (Ms1 = 22.63 (SDs1 = 12.29),
(SDs1test
= 12.29),
Ms0 more
= 20.46
(SDto
s0 = 12.52), t(727) = -2.36, p = 0.02. Therefore, only full
M
s0 = 20.46 (SDs0 = 12.52), t(727) = -2.36, p = 0.02. Therefore, only full data sets of parent–
data sets of parent–child dyads over the two measurement points (N = 254) were used.
child
dyadsto
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the two
measurement
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254)relevant
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According
Little’s
According
Little’s
MCAR
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0%,=max.
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15%) intest,
this missing
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completely
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(χ2 (101)
74.00,15%)
p = 0.98).
data
were addressed using full information maximum likelihood (FIML) estimation. The nested
data structure (parent–child dyads in school classes) were considered using cluster-robust
standard errors [61,62].
4. Results
4.1. Model-Fit
The performed cross-lagged panel model with half longitudinal mediation (Figure 2)
showed a good model-fit (χ2 (1) = 0.044, p = 0.83; CFI = 1.000; TLI = 1.143; RMSEA = 0.000;
SRMR = 0.002).
4.2. Reciprocal Relations between School-Based Involvement and Reading Achievement
The first research question addressed the reciprocal relationship between school-based
involvement and reading achievement. Results show (see Figure 2) that phonological
awareness at t1 was significantly negatively associated to the relative change in schoolbased involvement at t2. The higher the children’s phonological awareness was at the
beginning of grade 1, the more parents decreased in the ranking order of school-based
involvement at the end of grade 1. In summary, H1.2 can be maintained, whereas H1.1
needs to be rejected.
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t1 was significantly
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change in
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t2.
Further,
home-based
involvement
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t1
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significantly
negatively
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school-based involvement at t2. The higher the children’s phonological awareness
was to
at
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relative
change
in
reading
achievement
at
t2.
First,
this
means
that
a
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score
in
the beginning of grade 1, the more parents decreased in the ranking order of school-based
children’s
phonological
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beginning
grade
1 led to a decrease
the
involvement
at the end of
grade 1. In
summary,
H1.2ofcan
be maintained,
whereasinH1.1
ranking
order
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parental
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involvement
at
the
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grade
1.
Second,
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needs to be rejected.
more often parents reported to help their children at home with school-related tasks at
the
of gradebetween
1, the more
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decreasedand
in Reading
the ranking
order of reading
4.3. beginning
Reciprocal Relations
Home-Based
Involvement
Achievement
achievement at the end of grade 1. By maintaining H2.1 and H2.2, we conclude a reciprocal
The second research question focused on the relationship between home-based inrelationship between home-based involvement and reading achievement.
volvement and reading achievement. Figure 2 shows that phonological awareness at t1
wasThe
significantly
negatively
relatedand
to the
relative change
in home-based involvement at
4.4.
Relationship
between SchoolHome-Based
Involvement
t2. Further, home-based involvement at t1 also was significantly negatively related to the
Research question 3 focused on the relationship between school- and home-based
relative change in reading achievement at t2. First, this means that a higher score in chilinvolvement. As visualized in Figure 2, home-based involvement at t1 was significantly
dren’s phonological awareness at the beginning of grade 1 led to a decrease in the ranking
negatively associated with the relative change in school-based involvement at t2. Rejecting
order of parental home-based involvement at the end of grade 1. Second, the more often
hypotheses H3.1, we can summarize that parents who reported a high quantity of homeparents reported to help their children at home with school-related tasks at the beginning
based involvement at the beginning of grade 1 decreased in the ranking order of schoolof grade 1, the more children decreased in the ranking order of reading achievement at
based involvement at the end of grade 1.
the end of grade 1. By maintaining H2.1 and H2.2, we conclude a reciprocal relationship
between
home-based
4.5.
Mediation
Analysesinvolvement and reading achievement.
Research questions 4 and 5 investigated the influence of structural context variables
(migration background, educational background, cultural capital) on the relative change in
reading achievement and school- and home-based involvement. Further, we examined if
school- and home-based involvement mediate the relationship between structural context
variables and reading achievement. Rejecting H4.1, parents’ migration background was not
related to school- or home-based involvement, or children’s reading achievement. Partly
accepting hypotheses H4.2, parents’ educational background was positively related to
children’s phonological awareness (t1) and relative change in reading achievement (t2) but
not to school- and home-based involvement. Rejecting H4.3, cultural capital was negatively
related to home-based involvement at t1. Parents who reported possessing less than
200 books at home supported their children more often at home at the beginning of grade 1.
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Regarding research question 5, no indirect effects of school- and home-based involvement
in the relationship between structural context variables and reading achievement were
found (Table 3).
Table 3. Indirect and Total Effects.
Mediation
School-based involvement
Indirect Effect
Educational background—school-based—∆ reading
achievement
Total Effect
Educational background—∆ reading achievement
Indirect Effect
Cultural capital—school-based—∆ reading achievement
Total Effect
Cultural capital—∆ reading achievement
Indirect Effect
Migration background—school-based—∆ reading achievement
Total Effect
Migration background—∆ reading achievement
Home-based involvement
Indirect Effect
Educational background—home-based—∆ reading achievement
Total Effect
Educational background—∆ reading achievement
Indirect Effect
Cultural capital—home-based—∆ reading achievement
Total Effect
Cultural capital—∆ reading achievement
Indirect Effect
Migration background—home-based—∆ reading achievement
Total Effect
Migration background—∆ reading achievement

ß

(SE)

p

95% CI

−0.00

0.09

0.86

[−0.20; 0.16]

0.24

1.40

0.00

[3.64; 9.13]

−0.00

0.11

0.71

[−0.26; 0.18]

0.24

1.40

0.00

[3.63; 9.10]

0.00

0.10

0.89

[−0.18; 0.21]

0.24

1.43

0.00

[3.62; 9.21]

0.02

0.30

0.10

[−0.99; 1.08]

0.26

1.53

0.00

[3.90; 9.88]

−0.00

0.27

0.68

[−0.65; 0.42]

0.24

1.37

0.00

[3.14; 8.97]

0.00

0.29

0.80

[−0.49; 0.64]

0.24

1.40

0.00

[3.73; 9.23]

5. Discussion
The main goal of this study was to understand the complex relationship between
parental school- and home-based involvement with children’s reading achievement at the
beginning of elementary school. This goal addressed the research gap of the direction
in the relationship between these variables over a period of time. To better understand
the relationship, we investigated the impact of structural context variables (migration
background, educational background, and cultural capital) on school- and home-based
involvement and children’s reading achievement by also testing mediation effects.
5.1. The Reciprocal Relationship between School- and Home-Based Involvement with Reading
Achievement
First, we found a negative association between children’s phonological awareness and
the relative change in parental school-based involvement (RQ1). Parents with children
who reached a higher test score in the standardized phonological awareness test at the
beginning of grade 1 decreased in the ranking order of school-based involvement at the
end of grade 1. A possible explanation for this result might be that there is no need for
these kinds of parents to intensify the communication with teachers by participating more
often in school events. This finding underlines the importance of children’s achievement at
the beginning of school and illustrates how parents may change their behavior according
to their children’s academic development [12,25,63].
Contrary to the result of RQ 1, we found a negative reciprocal relationship between
parental home-based involvement at the beginning of grade 1 and children’s reading
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achievement at the end of grade 1. Similarly to school-based involvement, parents of
children with higher phonological awareness test scores at the beginning of grade 1 also
decreased in the ranking order of home-based involvement at the end of grade 1. If parents
recognized that their children were performing well at school during the first school year
and experienced their children not having reading difficulties, this might lead to adjusting
their amount of home support. The support that parents with higher-achieving children
offered at the beginning of grade 1 might not be needed anymore at the end of grade 1.
A possible reason could be that children were able to do their (reading) homework on their
own [8]. Furthermore, parents with lower-achieving children may become more concerned
about their children’s reading performance during the first school year in elementary school
and therefore become more involved. In that case, involvement might be a response to
lower performance. Future research should integrate parental concerns about children’s
academic development. Such investigations may explain increases or decreases in parental
involvement in more detail.
Furthermore, children supported by their parents at the beginning of grade 1 more
often decreased in the ranking order of reading achievement test scores at the end of
grade 1. The quality of parental involvement could explain this negative effect association.
It may be that in these kinds of families, parents become stressed about their child’s school
performance, resulting in more controlling parental behavior. Dumont et al. [30] showed
that for home-based involvement control strategies of parents were linked to negative
forms of learning and acquisition. It is possible that parents who show a high level of
home-based involvement also tend to show a higher amount of these control strategies.
This further negatively effects motivational beliefs, such as self-concept or self-efficacy,
which, in turn, negatively influences children’s achievement [2,3,64,65].
Regarding RQ 3, we can summarize that parents who supported their children more
often at home in reading activities at the beginning of grade 1 decreased in the ranking
order of school-based involvement at the end of grade 1. Similar to previous findings by
the Rubach and Bonanati [5], we did not find the assumed positive association between
school-based and home-based involvement [32]. The indicated negative association might
illustrate that parents prioritize their type of involvement during the first year of elementary
school. Further research, which needs to include more predictors of parental involvement,
is needed to explain this effect. For example, parents might only have the resources of time
and energy to become involved in one type of parental involvement [8].
5.2. Structural Context Variables as Predictors of Parental Involvement and Reading Achievement
The recent study underlines the importance of parents’ educational background for
children’s reading achievement [35,44]. Children of parents who reported a higher level of
educational background (e.g., university degree) showed better test results in phonological
awareness at the beginning and reading achievement at the end of grade 1. Contrary to
our hypothesis concerning the positive relationship between the number of books at home
and parental home-based involvement, parents who reported to possess a lower number of
books at home supported their children more often with general and reading homework.
As the results of our study reflect, it is often assumed that children of parents with lower
educational background or in this case, a lower number of books at home, need the support
from their parents more often [38]. Furthermore, parents who possess a lower number of
books may have higher educational aspirations for their children or express other opinions
about their child’s parenting [66]. Because we only focused on parental behaviors for involvement and not on parental expectations, further investigation is needed to understand
the relationship between book amount and home-based involvement. Clarifying this effect
might help to understand particular groups of parents in a better way.
5.3. Limitations
Next to our important findings, the current study has some limitations that need to
be discussed, limiting the generalization of the results. Analyses of missing data revealed
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a higher drop out of parents from the surveys when children showed lower reading test
scores. The high and often not at random drop out of study participants is an oftenmentioned problem of longitudinal studies [26,67] (This leads to a potential bias in the
sample, which reduces the interpretability of the results. Furthermore, parental participation in a longitudinal survey about school- and home-based involvement might be
one expression of parental involvement itself. It is possible that only parents who were
interested in supporting their child participated in our study. Means of school-based involvement were lower (Mt1 = 1.59, SDt1 = 0.86; Mt2 = 1.77, SDt2 = 0.83) compared to means
of home-based involvement (Mt1 = 4.45, SDt1 = 0.83; Mt2 = 4.43, SDt2 = 0.75). But this does
not reflect parental motivation to become involved. Motivational beliefs as an important
predictor of parental involvement should be included in further analyses and results of the
current study need to be interpreted carefully due to this bias [21]. Other possibilities to
survey the development of school- and home-based involvement could reduce the drop
out. For example, parents could respond to a small battery of questions sent to them via
smartphone links during the first years of school instead of answering a long paper–pencil
questionnaire. For future research on family–school partnership, it seems to be important
to establish more flexible methods of investigation.
In the current study, we only asked parents to report their perception of school- and
home-based involvement. Results are based on self-reported data of parents. Especially
for home-based involvement, social desirability may be a problem. Former research has
shown differences regarding the effect of school-based involvement on achievement by
using different perspectives [27]. Therefore, future studies might need to consider parents’,
teachers’, and children’s perceptions of parental involvement. In addition, more objective
measures, such as the observation of parental involvement by a third independent person,
may reduce potential social desirability.
Furthermore, the focus of the current study was on the longitudinal effects of parental
involvement on children’s achievement. Therefore, we decided only to investigate parental
behaviors by using the common differentiation between school- and home-based involvement [18,20]. It is important to emphasize that parental involvement is a multidimensional
construct which—next to parental behaviors—also consists of parental expectations and
other forms of communication [14]. Different types of involvement may influence different
aspects of children’s academic achievement in a different way [10].
5.4. Implications and Conclusions
The current study results have drawn attention to the effects between school- and
home-based involvement and children’s reading achievement. The results of the study
underline the hypothesis that parents adjust the type of support depending on how well
their child is performing in school. Therefore, the first grade seems to be an important
time to strengthen parental involvement in children’s education, and establish family–
school partnerships. During the first grade, teachers and parents can establish constructive
structures concerning their communication. Our results show that children’s achievement
is an important aspect which determines the establishment of parental involvement. One
idea for teachers might be to talk about children’s school success with parents in order to
be transparent and communicate suitable parental involvement strategies.
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Appendix A
Table A1. Factor Loadings of All Scales and Used Items.
Scales and Items
School-Based Involvement
Talk with the teacher if he or she wishes it (next to formal parent-teacher conferences).
Volunteer in school library.
Help the teacher during class.
Participate in class.
Home-Based Involvement
How often do you help your child with his homework?
How often do you helpf your child with his reading homework?
How often do you help your child with reading?
Children’s Reading Achievement (t1)
Rhymes detection
Syllables detection
Initial sound detection
Sound combination
End sound detection
Children’s Reading Achievement (t2)
Word comprehension subtask
Sentence comprehension subtask

λ (Model t1)

λ (Model t2)

0.66
0.77
0.81
0.71

0.43
0.67
0.90
0.79

0.32
1.22
0.57

0.51
0.99
0.75

0.60
0.37
0.71
0.42
0.71

-

-

0.92
0.86

Notes. All factor loadings were significant and p < 0.000; t1 = Beginning of the first school year; t2 = End of
the first school year; t3 = Middle of the second school year; Model-Fit for Model t1: CFA = 0.949, TLI = 0.934,
RMSEA = 0.053, SRMR = 0.065; Model-Fit for Model t2: CFA = 0.984; TLI = 0.977, RMSEA = 0.047, SRMR = 0.046.

References
1.
2.
3.
4.

5.
6.
7.
8.
9.
10.
11.

Epstein, J.L. Toward a Theory of Family—School Connections: Teacher Practices and Parent Involvement. In Social Intervention;
Hurrelmann, K., Kaufmann, F.-X., Lösel, F., Eds.; De Gruyter: Berlin, Germany, 1987; pp. 121–136.
Fan, X.; Chen, M. Parental involvement and students’ academic achievement: A meta-analysis. Educ. Psychol. Rev. 2001, 13, 1–22.
[CrossRef]
Hill, N.E.; Tyson, D.F. Parental involvement in middle school: A meta-analytic assessment of the strategies that promote
achievement. Dev. Psychol. 2009, 45, 740. [PubMed]
Hilkenmeier, J.; Bonanati, S.; Buhl, H.M. Bedingungen elterlichen Schulengagements beim Lesen im Grundschulalter. Eine
Untersuchung relevanter Prozessmerkmale. [Predictors of parental involvement on reading in primary school. An examination
of important process variables]. Z. Für Soziologie Erzieh. Und Sozial. 2019, 39, 24–40.
Rubach, C.; Bonanati, S. The impact of parents’ home-and school-based involvement on adolescents’ intrinsic motivation and
anxiety in math. Psychol. Sch. 2021. [CrossRef]
Epstein, J.L. School and family connections: Theory, research, and implications for integrating sociologies of education and family.
Marriage Fam. Rev. 1990, 15, 99–126. [CrossRef]
Green, C.L.; Walker, J.M.; Hoover-Dempsey, K.V.; Sandler, H.M. Parents’ motivations for involvement in children’s education:
An empirical test of a theoretical model of parental involvement. J. Educ. Psychol. 2007, 99, 532. [CrossRef]
Hoover-Dempsey, K.V.; Sandler, H.M. Parental involvement in children’s education: Why does it make a difference? Teach. Coll.
Rec. 1995, 97, 310–331. [CrossRef]
McDowall, P.S.; Taumoepeau, M.; Schaughency, E. Parent involvement in beginning primary school: Correlates and changes in
involvement across the first two years of school in a New Zealand sample. J. Sch. Psychol. 2017, 62, 11–31. [CrossRef]
Powell, D.R.; Son, S.H.; File, N.; Froiland, J.M. Changes in parent involvement across the transition from public school prekindergarten to first grade and children’s academic outcomes. Elem. Sch. J. 2012, 113, 276–300. [CrossRef]
Eccles, J.S.; Harold, R.D. Family involvement in children’s and adolescents’ schooling. In Family-School Links: How do They Affect
Educational Outcomes; Both, A., Dunn, J.F., Eds.; Routledge: New York, NY, USA, 1996; pp. 3–34.

Societies 2022, 12, 63

12.

13.
14.
15.
16.

17.
18.
19.
20.

21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.

32.
33.
34.
35.

36.
37.

38.

14 of 15

Hertel, S.; Jude, N.; Naumann, J. Leseförderung im Elternhaus [Reading Intervention in Family]. In PISA 2009. Bilanz nach
einem Jahrzehnt; Klieme, E., Artelt, C., Hartig, J., Jude, N., Köller, O., Prenzel, M., Schneider, W., Stanat, P., Eds.; Waxmann:
Münnster, Germany, 2010; pp. 255–275.
Sui-Chu, E.H.; Willms, J.D. Effects of parental involvement on eighth-grade achievement. Sociol. Educ. 1996, 69, 126–141.
[CrossRef]
Garbacz, S.A.; McDowall, P.S.; Schaughency, E.; Sheridan, S.M.; Welch, G.W. A multidimensional examination of parent
involvement across child and parent characteristics. Elem. Sch. J. 2015, 115, 384–406. [CrossRef]
Desimone, L. Linking parent involvement with student achievement: Do race and income matter? J. Educ. Res. 1999, 93, 11–30.
[CrossRef]
Schwanenberg, J.; Becker, D.; McElvany, N.; Pfuhl, N. Elternpartizipation an Grundschulen unter Berücksichtigung des sozialen
und kulturellen Familienhintergrunds. [Participation of parents in primary schools under consideration of social heterogentiy].
In Sprachliche, kulturelle und Soziale Heterogenität in der Schule als Herausforderung und Chance der Schulentwicklung; Beltz: Weinheim,
Germany, 2013; Volume 17.
Hoover-Dempsey, K.V.; Sandler, H.M. Why do parents become involved in their children’s education? Rev. Educ. Res. 1997, 67,
3–42. [CrossRef]
Comer, J.P.; Haynes, N.M. Parent involvement in schools: An ecological approach. Elem. Sch. J. 1991, 91, 271–277. [CrossRef]
Epstein, J.L. School/family/community partnerships: Caring for the children we share. Phi Delta Kappan 2010, 92, 81–96.
[CrossRef]
Grolnick, W.S.; Raftery-Helmer, J.N. Core components of family–school connections: Toward a model of need satisfying partnerships. In Foundational Aspects of Family-School Partnership Research; Sheridan, S.M., Kim, E.M., Eds.; Springer: Cham, Switzerland,
2015; pp. 15–34.
Walker, J.M.; Wilkins, A.S.; Dallaire, J.R.; Sandler, H.M.; Hoover-Dempsey, K.V. Parental involvement: Model revision through
scale development. Elem. Sch. J. 2005, 106, 85–104. [CrossRef]
Hong, S.; Yoo, S.K.; You, S.; Wu, C.C. The reciprocal relationship between parental involvement and mathematics achievement:
Autoregressive cross-lagged modeling. J. Exp. Educ. 2010, 78, 419–439. [CrossRef]
Jeynes, W.H. A meta-analysis of the relation of parental involvement to urban elementary school student academic achievement.
Urban Educ. 2005, 40, 237–269. [CrossRef]
Kim, S.W. Meta-analysis of parental involvement and achievement in East Asian countries. Educ. Urban. Soc. 2020, 52, 312–337.
[CrossRef]
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