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Abstract 

The purpose of this multiple case study was to understand parent-teacher communication and its 

role in motivating students in elementary school. The work was guided by the following central 

research question and two sub-questions: CRQ) How do parent-teacher relationships motivate 

students? SQ1) How does a met or not met basic need dictate the motivational outcomes of 

students? SQ2) How do elementary school students perceive the role of parents and teachers in 

their motivation to learn? A qualitative research design was used to gather individual experiences 

and participants’ perspectives. The multiple case study design allowed many participants to share 

varying perspectives on the issue and collected in-depth descriptions from a cohesive group of 

participants. The study participants consisted of teachers, parents, and first through sixth grade 

students. Teacher and parent participants were selected using purposeful sampling via Facebook. 

Teacher participants completed an interview, student participants completed an interview as well 

as a word association task, and parent participants completed an interview and participated in a 

focus group. Content analysis was used to assemble the data, categorizing by highlighting and 

color-coding information collected, then the data was triangulated across all three participant 

groups. Findings revealed the need for teachers to implement the use of a number of 

communication methods with families; the need for a mix of communication, positive and 

negative along with academic, behavioral, and socio-emotional updates, to be relayed to families 

on a frequent basis; and the importance of parental follow up from parent-teacher 

communication. This study showed that employing these strategies in parent-teacher 

communication will maximize student motivation and improve parental involvement.  

Keywords: parent-teacher communication, student motivation, collaboration, relationships, 

motivational outcomes 
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CHAPTER ONE: INTRODUCTION 

Overview 

The primary focus of parent-teacher communication and its impact on student motivation 

has been primarily focused on the perceptions of parents and teachers rather than students’ 

perspectives (Ang et al., 2019; Goldman et al., 2019). The relationships developed among all 

stakeholders (students, families, and educators) are vital as they encourage healthy, positive 

relationships and can impact students’ socioemotional functioning (Jeon et al., 2021). Cook et al. 

(2018) added that when parents and teachers collaborate strongly, students’ academic and social 

skills increase. I will use the multiple case study approach to analyze parent-teacher 

communication and its role in motivating students in elementary school. The results will inform 

elementary school administration and educators of the importance of parent-teacher 

communication on student motivation. Chapter One discusses parent-teacher communication’s 

historical, social, and theoretical background. Next, the problem statement is presented, followed 

by the purpose and significance of the study. After that, research questions and definitions 

pertinent to this study are introduced. Finally, a summary is included to review the main points 

within the chapter.   

Background 

Parents and teachers have varying perspectives regarding parent-teacher communication 

(Al-Hail et al., 2021). Educators face hurdles such as language and other barriers that impede 

high-quality communication, particularly with parents and students from various cultures and 

backgrounds (Li et al., 2021). By understanding the impact of parent-teacher communication on 

student motivation, educators can develop more consistent messaging to families and take steps 
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to address students’ individual needs effectively. This chapter investigates parent-teacher 

communications from historical, social, and theoretical contexts.  

Historical Context 

Understanding how the roles of parents and teachers, in parent-teacher relationships have 

evolved throughout the history of education provides an opportunity for improvement. In the 

early years, some students were excluded from attending schools due to demographic factors 

such as race, ethnicity, gender, or income level. Those who attended school typically did so 

through church-supported, and home schools, private tutoring, and alternatively organized 

education (Kober & Rentner, 2020). Religious leaders often led schools and focused on basic 

skills, work skills, and ethics (Hiatt-Michael, 1994). In some areas, schools were difficult to get 

into and were overcrowded, educators were paid poorly, and many were either inexperienced or 

undereducated (Kober & Rentner, 2020).  

Education throughout the 1600s and 1700s was dependent on social class, and teachers 

were ordinary people, educated to be teachers (Hiatt-Michael, 1994). Without proper training, 

the expectation was that educators would teach good manners, and punishment would be relied 

on to discipline students. Students who did not adhere to the rules were admonished through 

corporal punishment or public humiliation (Laud, 1997). Alternatively, many families were 

desperate for money and needed their children to perform labor; thus, they were not motivated to 

educate their children, so children did not attend school. However, as children were exploited for 

manual labor, laws were enacted to protect children and keep them out of the workforce (Hiatt-

Michael, 1994). 

Providing universal access to public schools was uneven and gradual. Throughout 

history, children of color were discriminated against, females did not have the same educational 
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opportunities as males, and children with disabilities were often placed in institutions or received 

little to no education. However, as immigration into the United States increased in the 19th and 

early 20th centuries, public schools were pressured into changing many rules (Kober & Rentner, 

2020). For example, the Brown v. Board of Education (1954) ruling helped desegregate schools, 

promoting equity in public schools. Providing children with access to the classroom became 

necessary as lawmakers feared unsupervised, unemployed immigrant children roaming the 

streets (Hiatt-Michael, 1994). Changes to the expectations of children’s education helped 

develop today’s public education goals, stressing the importance of children’s social needs and 

ensuring all students receive a high-quality education (Kober & Rentner, 2020). 

As schools accepted more diverse populations of students, educators were required to 

have higher levels of education. The expansion of students who attended school created 

increased school bureaucracy, leaving parents powerless as the educational system, curriculum, 

and content administration became more structured. The previous view that parents were 

“experts” on their children’s welfare became obsolete as the field of education became more 

professionalized and standardized. Due to a perceived lack of control, in 1987 a group of 

mothers created the National Congress of Mothers (NCM), enabling them to meet with their 

children’s teachers on Saturdays to express issues or concerns (Hiatt-Michael, 1994). As 

educators realized that to effectively address problems, the whole child needs to be understood. 

Flexibility in teaching is needed, an expected partnership formed between educators and parents, 

empowering families to be more involved in their children’s learning (Hattie, 2003).  

Not only has the role of teachers changed, but school expectations have also shifted as 

educators are required to be experts in both their field and student engagement (Hattie, 2003). In 

addition, teacher strategies and instructional techniques have evolved from standardized, show-
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and-tell lectures delivered in a dictator-like format which required students to sit attentively at 

their desks, listen, and take copious notes to the teacher serving as a guide and facilitator, 

delivering problem-solving strategies and building relationships and connections (Lanier, 

1997).  As a result, teachers are expected to plan, improvise, and respond to individual students’ 

abilities rather than teaching at a single level without differentiation (Hattie, 2003).   

Parent-teacher interaction has evolved and developed over time, nowadays, both parents 

and teachers are viewed as influential in students’ learning journeys (Kober & Rentner, 

2020).  As a result, how parents and teachers communicate has also evolved. As educators strive 

to meet, appreciate, and value each student's unique needs and background, parental involvement 

is essential, requiring schools to create partnerships with families while acknowledging that one 

method of teaching and learning does not fit all (Watson et al., 2012). At the same time, 

technology has evolved and improved, increasing parent-teacher accessibility and 

communication. Previously, communication between parents and teachers focused on the 

challenges students encountered in the classroom as educators searched for support from families 

(Azad et al., 2021). However, Thompson (2008) noted that as e-mail became more prevalent, it 

became a tool to connect teachers with parents to discuss students’ grades, homework, and 

progress in the classroom. Smartphones have also impacted parent-teacher communications and 

are a popular method used to support students’ academic success (Thompson et al., 2015). With 

growing technology, there are more ways than ever for parents and teachers to communicate, and 

as a result, communication continues to evolve.  

Today, there is an increased emphasis on parent-teacher communication as many teachers 

consider communication a key responsibility (Azad et al., 2021). By understanding how the role 

of parents, teachers, and students has evolved and changed over time, there is an increasing 
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expectation for teachers to communicate with families, shaping how schools and teachers view 

parent-teacher communications and the role it plays in student motivation in school.  

Social Context 

Parents, educators, and students benefit from robust and regular communication. In fact, 

daily communication is powerful as it allows stakeholders to share information and updates on 

students’ academic and social successes (Özkan Yıldız & Yılmaz, 2021), as well as problem-

solve and discuss concerns as they arise (Azad et al., 2021). However, educators do not always 

understand the importance of parental involvement. As a result, in-service training and 

workshops now provide opportunities to develop a deeper understanding of the importance of 

parent-teacher communication while also developing teachers’ collaboration skills and 

techniques to use with families (Jeon et al., 2021). As educators learn the necessary skills and 

implement parent-teacher communication, they can also inform families about the importance of 

parent-teacher communication.  Sharing evidence-based information on the importance of home-

school connections also encourages family participation in school (Lang et al., 2020). 

The creation of a more cohesive school community depends on the participation of 

parents and teachers (Ntuli & Mncube, 2020). Both parents and teachers benefit from a 

commitment to parent-teacher communication. In fact, teachers begin to feel better supported 

through a healthy give-and-take relationship with parents (Jeon et al., 2021) while parents tend to 

feel empowered when they contribute to their child’s educational success (Erdreich, 2020). 

Regularly implemented, parent-teacher communication allows stakeholders to build stronger 

relationships (Higgins & Cherrington, 2017).  

Strong parent-teacher communication can also influence positive parent-child and 

teacher-student relationships. When parents become involved in their child's learning, deeper, 
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more intimate relationships between parents and child are formed (Erdreich, 2020), and it 

strengthens the child's socioemotional and emotional competence (Jeon et al., 2021; Lang et al., 

2020), which helps holistically develop the student in reaching self-actualization (Erdreich, 

2020).   

Consistent parent-teacher communication is critical to students’ development, and 

sharing ideas and knowledge is key to forming open exchanges and collaborative relationships 

(Aouad & Bento, 2020). In addition, student compliance with school rules and expectations can 

increase when parents and teachers collaborate (Garbacz et al., 2021). Furthermore, sharing 

positive and negative communication via telephone calls, text messages, e-mails, and 

handwritten notes can positively impact student success while enhancing parental involvement 

(Ntuli & Mncube, 2020). Overall, parent-teacher communication is essential for the wellbeing 

and growth of students, parents, and educators.  

Theoretical Context  

Parent-teacher relationships have been noted through a variety of theoretical frameworks. 

Bronfenbrenner’s (1977) ecological systems theory allows for and assists in change as new roles 

are assumed (Bettis et al., 2020). Bronfenbrenner’s theory was pioneering in examining 

connections between home and school and identifying outcomes and relationships between 

parents and teachers (Lang et al., 2016). While the theory emphasizes the impact of connections 

between home and school in student development (Lang et al., 2016), the theory also allows for 

the development of a contextual understanding of students and the possible factors impeding 

support (Bettis et al., 2020). 

Tseng and Seidman’s (2007) social process theory, derived from Bronfenbrenner’s 

systems theory, can also be used to understand better the dynamics of parent-teacher 
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relationships and the impact on successful student outcomes (Zulauf-McCurdy & Zinsser, 2022). 

Zulauf-McCurdy and Zinsser (2022) used Tseng and Seidman’s (2007) theory, which 

emphasizes the importance of social processes, to identify the criticality of parent-teacher 

relationships as the social processes that influence successful student outcomes. At the same 

time, Todd et al. (2020) used Tseng and Seidman’s theory to outline the importance of norms 

and expectations in interactions based on the setting and roles.  

Bilton and Hymer (2018) used Brown and Levinson’s (1987) politeness theory to explain 

parent-teacher interactions, providing a deeper understanding of the effects of social distance 

between participants and its influence on politeness. Specifically, the study shows how distance 

can cause strangers to be more polite in conversations. As one’s level of comfort rises, closeness 

increases, encouraging relaxed language, while politeness decreases (Septhan et al., 

2010).  Bilton and Hymer (2018) explained the reluctance of parents and teachers to 

communicate due to conflict avoidance, which occurs when there is normative language, high 

politeness, and social distance (Septhan et al., 2010).  

Each of the stated theories acknowledges the importance of parent-teacher 

communication. The theories help to explain various communication contexts between home and 

school. They also discuss the importance of collaboration between parents and teachers in 

supporting student motivation and informing students of the importance of perseverance in 

approaching future endeavors (Eberbach & Crowley, 2017).  

Student motivation has been studied with alternative frameworks. For example, Wang 

and Chen (2020) utilized the situational-to-self-initiated motivation model by Chen and Hancock 

(2006), which utilizes three stages (acclimation, competence, and proficiency) to categorize 

people (Wang & Chen, 2020). By understanding situational motivators, researchers can better 
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predict motivational strategies (Chen & Hancock, 2006). Wang and Chen (2020) found that with 

supports in place, students experience a long-term impact, even after supports disappear; 

suggesting that understanding motivators is imperative for behavior modification. 

Two studies utilized Ryan and Deci’s (2017) self-determination theory to justify 

motivation and its sensitivity based on the specific context (Ahn et al., 2021). Ryan and Deci’s 

(2017) theory, provides a general model that distinguishes between intrinsic and extrinsic 

motivation (Kaiser et al., 2020). Unique situations dictate students’ perceptions and motivation 

to tackle challenges (Ahn et al., 2021; Kaiser et al., 2020). Ryan and Deci (2017) explained that 

intrinsic motivation occurs when actions arise out of interest verses extrinsic motivation, which 

lacks self-purpose (Kaiser et al., 2020). The two are not mutually exclusive (Kaiser et al., 2020); 

thus, the work of Ryan and Deci (2017) helps researchers understand how motivation is used in 

various situations based on the task.  

Problem Statement 

Many researchers have explored the impact of positive and negative parent-teacher 

communication on students’ academic performance and classroom behavior (Aouad & Bento, 

2020; Kim & Lee, 2019). However, the problem is the discrepancy in parent and teacher 

engagement related to student outcomes (Ogg et al., 2021), specifically motivation. Smith (2020) 

identified the importance of triangulating parent, teacher, and student to gain an improved 

understanding of the importance of parent-teacher communication within families and how it 

motivates students, which is critical. As conditions at home and school vary, differences in how 

children behave in both environments occur (Cheng et al., 2017; Smith, 2020), and Ang et al. 

(2019) demonstrated a positive or negative correlation between ineffective parent-teacher 

collaboration and diminishing student interest. Parents and teachers should align their values and 
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attitudes toward communication to be more effective. In fact, Lang et al. (2020) revealed that the 

inability of parents and teachers to communicate effectively is associated with more significant 

observed child dysregulation, while positive parent-teacher relationships are associated with 

greater child social and emotional competence. Parents and teachers play a vital role in 

supporting student learning (Ang et al., 2020). Thus, there is a connection between parent-

teacher communication and student performance in school.  

While studies have demonstrated the importance of parent-teacher relationships, little is 

known about elementary school students’ perceptions of parent-teacher communication and how 

it influences student motivation in the classroom. Further, there is limited literature on how 

different types of communication (telephone calls, e-mails, written notes, meetings) influence 

elementary school students’ motivation (or desire to learn and participate). Thus, this multiple 

case study aims to understand parent-teacher communication and its role in motivating students 

in elementary school and further analyze the triangular relationship between teacher, parent, and 

student to understand better how the relationships influence student motivation (Ang et al., 

2019). The lack of literature on students’ perceptions of parent-teacher communication supports 

this study’s vital role in understanding student motivation in the classroom. 

Purpose Statement  

The purpose of this multiple case study is to understand parent-teacher communication and 

its role in motivating elementary school students. At this stage in the research, parent-teacher 

communication is defined as telephone calls, conferences, e-mails, text messages, written notes, 

or other forms of communication. Motivation is the desire to persist academically and 

behaviorally in the classroom. 



22 
 

 
 

Significance of the Study 

Communication and connection are emphasized in schools across the United States, 

working to support and promote student learning and family involvement. Krab Elementary 

School emphasizes community and open communication in its goal statement, prioritizing active 

parent participation and partnership in students’ education (xxxxxx Elementary School, 2022). 

Many counties offer alternative means of communication, such as e-mail subscriptions sent 

directly to the parents, providing news, updates, and events taking place both in the county and 

in the school. However, individual educators are not required to communicate with families, and 

the lack of communication by individual educators is alarming, notably because the research 

demonstrates positive outcomes of parent-teacher communication. While there are various 

benefits to regular parent-teacher communication, including building strong partnerships and 

improving student outcomes (Sheridan et al., 2019), it can also positively impact parent-teacher 

relationships (Goldman et al., 2019). It builds mutual trust and increases open dialogue regarding 

student performance (Ren & Fan, 2021). 

Parent-teacher communication benefits parents, teachers, and students in many ways, and 

understanding the fundamental theoretical underpinnings of the study, specifically the role 

parent-teacher relationships play in motivation, is essential. Epstein’s (1995) theory of parental 

involvement discusses guidelines schools can utilize when partnering with families to support 

learning and education (Ihmeideh et al., 2018). By developing a deeper understanding of the 

importance of parent-teacher partnerships, parents and teachers can benefit improving their 

understanding, flexibility, and support (Epstein, 1995). Thus, educators and administrators will 

better understand educational and emotional influences on student success by developing a 

deeper understanding of the importance of parent-teacher communication. 
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Maslow’s (1943) theory of human development can also be utilized to help understand 

student motivation and the role parent-teacher relationships play in strengthening student 

motivation. Maslow’s (1943) theory of human motivation discusses the five clusters of need: 

physiological, safety, love and belongingness, esteem, and self-actualization (Winston, 2016), 

which develop from the lower tier as each need is satisfied. Using Maslow’s (1943) theory, 

educators can understand the roadblocks that various life experiences create in student learning 

and how they may hinder the gratification of a need (Tripathi & Moakumla, 2018). Students' 

needs must be met to maximize learning (Winston, 2016), and by utilizing Maslow’s hierarchy, 

educators can understand the importance of the partnership between school and home to allow 

for a deeper understanding of each child’s individual and unique circumstances.  With a greater 

understanding of students' needs, teachers can better support students at their current hierarchical 

level while supporting them in gratifying their missing needs.  

The empirical significance of this study will expand on the limited data that currently 

exists regarding students’ perceptions of parent-teacher communication and allow for the 

perspectives of parents, teachers, and students to be shared and triangulated to understand the 

perceived role of parent-teacher communication on student motivation. By triangulating the data 

of parents, teachers, and students, a better understanding of approaches for effective parent-

teacher communication will also result (Ang et al., 2019). The results can be validated by 

comparing them to the findings of similar work (Martinez & Brouwer, 2010), and hearing 

participants' reactions to parent-teacher communication, including the communication type or 

format, helping identify the impact on student motivation.  

The study’s practical significance will generate additional knowledge and understanding 

of the motivation of elementary school students, as well as parents, teachers, administrators, and 
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other stakeholders. The study will not only inform participants on communication strategies but 

will also share interviews and reflections that can enlighten them on their perspectives. On a 

grander scale, this study will demonstrate to other elementary schools, and even middle or high 

schools, the critical role parent-teacher communication plays in student motivation, which is 

significant as there are few, if any, studies focused on students' perceptions of parent-teacher 

communication (Ang et al., 2019). Finally, the research can help many by offering student 

motivation strategies. A non-biased reflection of parent-teacher communication may provide 

opportunities for parents, teachers, and students to share ideas, concerns, and feelings resulting in 

more effective communication. 

Research Questions 

The research questions for the study were designed to explore student perspectives on 

parent-teacher communication and directly influence the research design strategies, typically 

using a “how” format to document trends (Yin, 2018). Questions were asked of parents, teachers, 

and students to derive a complete picture of parent-teacher communication within Krab 

Elementary School. The questions were selected to provide better insight into the perceived 

influence of parent-teacher communication on student motivation. 

Central Research Question 

How do parent-teacher relationships motivate elementary students? 

Sub-Question One 

How does a met or not met basic need dictate the motivational outcomes of students? 

Sub-Question Two 

How do elementary school students perceive the role of parents and teachers in their 

motivation to learn? 
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Definitions 

The pertinent terms of this study are defined below.  

1. Collaboration – Cooperation between individuals on a multitude of levels (Soliday Hong et 

al., 2019).  

2. Motivation - Fostered through goal-directed behaviors and provides direction for one’s 

actions (Morsink et al., 2022). 

3. Parent-teacher communication – Two-way interaction between parents, or parental figures, 

and teachers (De Coninck et al., 2021). 

4. Theory of human motivation – A hierarchical pyramid comprised of five tiers of needs 

(physiological, safety, love and belongingness, esteem, and self-actualization) used to 

address the whole child’s needs in and outside a school setting. As the lower-tiered needs are 

satisfied, the emergence of the higher-order needs occurs (Maslow, 1943; Wintson, 2016). 

5. Theory of parental involvement – Six guidelines (parenting, communicating, volunteering, 

learning at home, decision-making, and collaborating with the community) to help assist 

educator-family partnerships in support of student learning and educational success (Epstein, 

1995; Ihmeideh et al., 2018). 

Summary 

Krab Elementary School, located in a suburban school district in Northern Virginia, will 

be used to research the role parent-teacher communication plays in student motivation in the 

classroom. Parent-teacher communication is a growing phenomenon but has not always been a 

central part of positive student development (Hiatt-Michael, 1994; Lanier, 1997). In 1987, with 

the start of the National Congress of Mothers, parents became very involved in their child’s 

education and demanded a partnership with teachers, increasing parental involvement in schools 
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(Hattie, 2003; Hiatt-Michael, 1994). Today, when parents and teachers commit to shared 

communication, both benefit and can better support one another (Jeon et al., 2021). The problem 

identified is the lack of parent-teacher engagement and collaboration regarding students’ 

education (Bang, 2018). Thus, this study will raise awareness of parent-teacher communication’s 

role in motivating elementary school students and increase awareness of its influence on 

academic performance.  
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CHAPTER TWO: LITERATURE REVIEW 

Overview 

The purpose of this multiple case study was to understand parent-teacher communication 

and its role in motivating students in elementary school. It has been demonstrated that parent-

teacher communication is related to student learning outcomes (Castro et al., 2015; Chu, 2014; 

Nathans & Revelle, 2013; Sheridan et al., 2019). The theoretical frameworks used to support and 

guide the study are presented as well as teachers’ and parents’ views on parent-teacher 

communication. Additionally, the role of administration, the impact of cultural differences, 

divorce, and type of interaction and student effects of parent-teacher communication will also be 

discussed. Finally, a gap in the literature pertaining to elementary school students’ perceptions of 

the role of parent-teacher communication in classroom motivation is identified.  

Theoretical Framework 

Two theoretical frameworks, Epstein’s (1995) theory of parental involvement and 

Maslow’s (1943) theory of human motivation, are described in the sections that follow. Epstein’s 

(1995) theory of parental involvement illustrates the importance of creating relationships with 

families and how to form strong parent-teacher relationships, while Maslow’s (1943) theory of 

human motivation provides insight into student motivation. Together, the theories support why 

parent-teacher communication plays an important role in motivating elementary school students.  

Theory of Parental Involvement 

Parental involvement in a child’s education has many advantages. Using the theory of 

parental involvement (1995), parents and educators can create relationships that positively affect 

student motivation. For example, parents who engage with teachers build collaborative 
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partnerships and enhance communication. Parents feel more empowered by engaging families in 

opportunities to partner with educators (Goldman et al., 2019).  

Partnership between home and school not only helps children feel cared for and 

encouraged, but it can also help guide them through their schooling. According to Epstein 

(1995), the theory of parental involvement includes six traits that can guide and assist schools in 

partnering with families: (1) parenting: helping families develop skills to establish a supportive 

home environment; (2) communicating: establishing two-way communication regarding 

students’ progress in school and at home; (3) volunteering: involving families as volunteers and 

audience for school performance; (4) learning at home: providing information and ideas to 

families on how to support children with homework, planning, and other school-related 

activities; (5) decision-making: including families as participants in decisions and developing 

leaders in the school community; and (6) collaborating with the community: integrating 

community resources and services to help strengthen programs that foster a shared responsibility 

between home and school (Ihmeideh et al., 2018). Epstein (1995) disclosed that the six 

involvement types help families in their children’s learning while fostering student success.  

Paul et al. (2021) described the detrimental effects of the absence of parental involvement 

on academic progress. Not only does the absence of parental involvement create limits and 

barriers in terms of parent-teacher communication (Hornby & Lafaele, 2011), Epstein (1995) 

emphasized that students often become the primary source of parental information regarding 

their educational experience. By overlapping the spheres of influence, tailoring practices to meet 

specific needs, and fostering communication between parents and teachers, students are more 

likely to receive consistent messages about the importance of school from both parents and 
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educators while improving their understanding of the impact of hard work, helping others, and 

continuing their education (Epstein, 1995). 

            A partnership between the school and families can impact students’ success and 

motivation to continue their education. However, in any partnership, there will be challenges. 

Epstein’s theory posited that parents and educators are more likely to solve problems through the 

six types of parental involvement, which can help strengthen their relationship and build a 

stronger bond (Epstein, 1995). As a result, students feel better connected and motivated in the 

classroom. Epstein (2001) also noted that positive relationships between families and teachers 

are necessary for student success in school and life (Ihmeideh et al., 2018). Epstein’s (1995) 

model explains how to communicate with parents while promoting parent-child connections that 

result in better student outcomes. Epstein’s (1995) theory of parental involvement allows for a 

better understanding of why parent-teacher communication is critical to student motivation.  

Theory of Human Motivation  

The motivation to learn has many influences. By using the theory of human motivation, 

educators can better understand the connection between parent-teacher communication and its 

role in students’ perceived motivation. Maslow’s hierarchy of needs (1943) highlighted 

additional considerations teachers must consider when mapping a student’s success 

(Tchitchinadze, 2020).  

Maslow’s (1943) theory of human motivation enforces the importance of addressing the 

whole child, including his/her development in and outside the school setting. Maslow presents 

human needs in a hierarchy with five clusters of needs: physiological, safety, love and sense of 

belonging, esteem, and self-actualization (Winston, 2016). Each need carries varying degrees of 
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importance and may develop differently within each person. However, higher needs may not 

appear consciously until the lower, predominant needs are met (Acevedo, 2018).  

Maslow (1943) created a clear definition of each need and understanding each tier of the 

hierarchical pyramid is critical to consider the relative importance of each of Maslow's needs. 

For example, the lowest tier includes basic physiological needs for homeostasis and sustaining 

daily life, such as food, clothing, and shelter. Without achievement of the first tier, an individual 

cannot progress to the second tier, safety needs. Safety needs reflect a safe environment, personal 

security, employment, health, and a reliable being in one’s life. The third level, belongingness 

needs, is the need for attachment and sense of connection with a person or group. The fourth tier, 

esteem needs, cannot be achieved unless the lower tier needs are at least minimally met (Crandall 

et al., 2020) and are reliant on respect for oneself and others (Taormina & Gao, 2013). Unmet 

lower-tier needs make it more challenging to meet the self-esteem tier (Crandall et al., 2020). 

Finally, the most difficult and final tier, self-actualization, requires self-fulfillment to grow and 

evolve and become more than what one is currently (Taormina & Gao, 2013). It is important to 

note that deficiency motivates behaviors while the gratification of a need results in an emergence 

of a higher-order need, driving one to pursue self-actualization (Winston, 2016). Crandall et al. 

(2020) noted that the absence of lower-level needs may hinder motivation in other areas because 

one’s energy and focus are on meeting the lower level, more urgent needs. Therefore, Maslow's 

needs emerge as the lower-tier needs are satisfied. 

Maslow’s hierarchy is not uniformly applied and can depend on personal and 

environmental values and the child’s culture and sociopolitical climate (Maslow, 1943; Winston, 

2016). Tripathi and Moakumla (2018) divulged that various life experiences, including poverty 

and divorce, may negatively impact the ability to transition to a higher level, even causing 
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stagnation between levels. Griffith and Slade (2018) identified a bridge between Maslow’s 

theory of human motivation and family connection, stressing the importance of parental figures 

in a child’s life and noting that encouraging communication can help address a child’s individual 

needs. Families, teachers, and other community members working collaboratively can better 

support students’ social, emotional, and relationship needs and their academic and cognitive 

growth and engagement in active learning. 

Partnerships between schools and families are important to allow educators to understand 

better each student’s circumstances and needs that may or may not be met.  Winston (2016) 

proclaimed that the deprivation of a need, or the inability to gratify a need, can lead to the 

gratification of the missing need. Thus, if students lack a physiological need (water, food, 

shelter), it may impact their perception of the importance of parent-teacher communication 

because basic needs are not being met. Alternatively, if students lack safety needs (personal 

security or health), there may also be a lack of parental interest in fostering strong parent-teacher 

communication. By communicating with families about the absence of specific needs, 

educators can better support students, addressing students’ needs while influencing student 

motivation by generating internal triggers through external forces (Tchitchinadze, 2020).  

Parent-teacher communication helps promote long-term achievement by ensuring 

students are healthy, safe, engaged, supported, and challenged (Griffith & Slade, 

2018). Tchitchinadze (2020) emphasized the importance of understanding how students are 

inspired and how the hierarchy motivates them and plays an impactful role in effectively 

supporting families, thus generating the need for parent-teacher communication. Students have 

needs that must be fulfilled to maximize learning; the higher the level in the needs hierarchy 

attained by a student, the more motivated the student will be, resulting in more learning 
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(Winston, 2016). Utilizing aspects of Maslow’s (1943) hierarchy, educators can collaborate with 

families to identify how to best address students’ individual needs. 

  Related Literature  

 A comprehensive literature review was conducted by exploring academic, full-text 

articles available online regarding parent-teacher communication, specifically from the 

viewpoints of teachers and parents, and the benefits and challenges of communication. Next, the 

role and influence of administration in parent-teacher communication are discussed, followed by 

the impact of cultural and family differences, divorce, and type of interactions to paint a clear 

picture of how various factors influence parent-teacher communication. The review also 

discusses the positive effects of parent-teacher communication in the areas of student wellness, 

behavior, and academic success.  Finally, the summary of the selected articles used to identify a 

gap in the body of the literature which this study aims to fill.  

A View of Parent-Teacher Communication  

Parents’ and teachers’ expectations and opinions on communication techniques and 

frequency may vary. First, it is critical to identify whether parents and educators have the 

knowledge, expertise, and resources to constructively share in a manner that supports students’ 

performance, challenges, and successes (Ishimaru & Takahashi, 2017). Rattenborg et al. (2019) 

illuminated the importance of acknowledging differences and similarities in parent and teacher 

expectations to facilitate a more effective partnership. Parents and teachers working together can 

gain awareness of each other’s perceptions and expectations, creating a partnership while 

building trust, respect, and appreciation for one another. As parents and teachers build mutual 

trust, they are more likely to engage in truthful evaluations and perceptions of a child’s 
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performance (Ren & Fan, 2021). Parents and teachers must work together to identify areas where 

they can partner to benefit student success, both inside and outside school.  

To better comprehend both parents’ and teachers’ views, both inside and outside of the 

classroom, a cooperation between parents and teachers is necessary. Higgins and Cherrington 

(2017) identified the importance of a communicative partnership to help build relationships and 

understanding between parents and teachers. Deciphering families’ preferences is vital to 

understanding the family and their needs/expectations. Cheng et al. (2017) noted that conditions 

at home and school vary, leading children to behave differently in each environment. At 

the same time, parents and teachers may have different thresholds for specific behaviors based 

on the setting. Communication may not always be interpreted the same, and understanding how 

parents and teachers view communication can help set both parents’ and teachers’ expectations 

while forming a productive, communicative relationship. 

Parents and teachers share responsibility for parental involvement in school and the 

learning process (Olmstead, 2013), which has many benefits. Harpaz and Grinshtain (2020) 

proposed that by developing a robust parent-teacher relationship, both parents and teachers 

benefit. Leenders et al. (2018) divulged the importance of identifying the roles both parents and 

teachers play in sharing ambitions and goals for the child. Sheridan et al. (2019) opined that 

parent-teacher communication and collaboration could influence information sharing, joint 

responsibility in student success, and improved student outcomes. Harpaz and Grinshtain (2020) 

added that through increased dialogue, parents could strengthen their sense of parental 

competence while educators can enhance their professional authority. A help-seeking 

relationship between school and home can build a positive, healthy, and respectful relationship 

between parents and teachers, which is critical to student learning.  
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Teachers’ Role in Parent-Teacher Communication 

Communication can be a helpful tool for educators, and teachers must not only 

understand the complexity of parent-teacher relationships, but also achieve an equal partnership. 

In fact, Erdreich (2020) found teachers had serious concerns in the classroom, ranging from 

learning pace, sociality-communication, behavioral concerns, and scheduling time to 

communicate with parents on the telephone or face-to-face. Addressing the concern is critical for 

teachers engaging in productive interactions, improving attentiveness and sensitivity to gestures, 

and how educators are viewed. Parents and teachers become closer by engaging in personal 

exchanges that promote a more relaxed environment. Nathans and Revelle (2013) supported the 

need for face-to-face parental interactions to achieve effective, honest communication and 

determine the root of external stressors and difficulties that may require outside assistance (food 

stamps, childcare assistance, clothing). Woods et al. (2017) shared that if educators view parents 

as child “experts,” not only is parental input better utilized, but teachers also feel more satisfied 

in terms of insight into students’ needs. Although parent-teacher partnerships can be tricky to 

develop, deep and personal discussions can lead to better outcomes (Erdreich, 2020). With 

effective teamwork, collaboration, and communication between parents and teachers, the needs 

of the whole child can be considered, and teachers can better assess and meet individual student 

needs while enhancing student learning in the classroom. 

Perceived Benefits. By developing a strong, communicative relationship with families, 

everyone involved (parents, teachers, and students) benefits (Smith et al., 2022). Goldman et al. 

(2019) explained that through using school-home notes, teacher-collected data, and parent-

implemented reinforcement, partnerships were strengthened, and teachers experienced a positive 

change in communication. Chen and Lin (2022) recognized that parents and teachers were more 
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at ease when consistent communication was established, resulting in improved facilitation of 

needs and quality of education, particularly when teachers and parents addressed daily progress 

(Goldman et al., 2019). When teachers contact parents, both gain valuable information as well as 

solutions for various issues (Aouad & Bento, 2020). Therefore, by communicating with families, 

a stronger partnership and more positive support system could develop, benefitting parents, 

teachers, and students.  

Challenges. Although teachers value collaboration with parents, it can be challenging to 

achieve due to the number of students in the classroom, their diverse needs, and parents’ 

expectations (Aouad & Bento, 2020). Ang et al. (2019) opined that teachers’ often express the 

need for parents to trust and cooperate when support is needed or requested rather than 

challenging or questioning their teaching techniques. Additionally, educators view collaboration 

as challenging due to the diversity of students’ needs and the complexities of family dynamics, 

actions, behaviors, and effective communication (Aouad & Bento, 2020). Chen and Lin 

(2021;2022) highlighted the importance of diversity in communication as there is no one way to 

approach parent-teacher communication. Sylaj and Sylaj (2020) expanded on this idea, stressing 

that the effectiveness of communication is influenced by both how and what is communicated, 

highlighting that there is a proper way to deliver information to ensure two-way communication 

and make certain families are part of the solution. Pillet-Shore (2016) also stressed that how 

complaints are shared with parents is important. Teachers must carefully phrase students’ 

developmental areas in a way that invites collaboration rather than simply complaining about the 

behavior. As society changes and parental engagement increases, educators must understand how 

their approach can lead to resistance and hinder parent-teacher collaboration.  
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Teachers sometimes develop communication boundaries with parents. For example, 

many teachers use e-mail as the primary form of communication, leading to complaints due to 

the frequency, lack of personalization, and differing expectations between families and educators 

(Olmstead, 2013). Alternatively, Thompson et al. (2015) shared the appreciation many families 

find in receiving e-mails as it allows for timely responses. Sheppard (2017) divulged various 

methods, such as phone calls, e-mails, and handwritten notes may lead to stress as each allows 

for different ways to share progress but may feel like over communication. Many communication 

methods rely on the convenience of smart devices, and Thompson et al. (2015) revealed the 

effect smartphones have on communication and supporting students’ academics. Some teachers 

make it a point to avoid text messages, while some families prefer them due to their speed and 

informality (Olmstead, 2013). While parents’ and teachers’ perspectives regarding effective and 

appropriate communication vary, each method provides unique opportunities to enhance the 

parent-teacher relationship.   

There are times when teachers avoid communication with families, causing difficulties 

and roadblocks between parents and teachers. Woods et al. (2017) shared that teachers may 

avoid contacting parents because they believe that if there are issues with the child at school, 

parents are experiencing issues at home; therefore, asking for parental support is relatively 

ineffective. Aouad and Bento (2020) also shared that teachers sometimes may not contact 

families due to fear of what the parents may think of them or how the parents will react. 

Specifically, a new teacher with little experience may hesitate to reach out to families for fear 

that parents will judge them or feel they are not well qualified. Zulauf-McCurdy and Zinsser 

(2020) conducted a study focused on expulsion rates in the educational setting, which showed 

that a lack of parent-teacher relationships influenced expulsion risks, especially when students 
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had behavioral concerns in the past. Quality parent-teacher relationships are critical and are 

associated with a lower risk for student expulsion, not necessarily due to changed child behavior 

but the teacher’s interpretation and perception of the behavior and his/her perceived ability to 

change it. Teachers must ensure they develop strong relationships with parents and are proactive 

in their understanding and approach to addressing students’ needs and concerns.  

Parents’ Role in Parent-Teacher Communication  

Many parents value teacher feedback, regardless of the format, as it provides insight into 

what occurs within the school walls. Goldman et al. (2019) revealed that when families are 

provided opportunities to participate and engage with teachers in developing goals for their 

children, they feel empowered. Parents and teachers can build collaborative partnerships and 

enhance two-way communication by engaging one another. When parents are engaged in 

effective communication and active collaboration, they build trust with the teacher (Levinthal et 

al., 2021). Furthermore, engaging parents in communication makes them feel their contribution 

and insight is valued (Rattenborg et al., 2019). Thus, it is typically perceived positively when 

teachers contact families for any reason (Goldman et al., 2019). Adversely, Myende and 

Nhlumayo (2020) uncovered that lack of communication has an adverse effect on parent-teacher 

trust. Likewise, Woods et al. (2017) added that by disregarding communication and family 

collaboration, parent frustration increases, whereas family engagement results in more positive 

attitudes toward school for both parents and students (Castro et al., 2015).  

Parental perception is critical as parents’ beliefs and attitudes toward school, teachers, 

subjects, and education influence how children view these same areas and their overall 

perception of school. Aouad and Bento (2020) stressed that students often mimic parents’ 

perceptions. For example, if a parent experiences extreme anxiety, it can affect the child’s 
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performance both in and outside school. Thus, building positive parent-teacher relationships can 

positively influence parents’ and students’ perceptions of school. Erdreich (2020) suggested that 

daily or weekly communication between parents and teachers increases positive attitudes about 

school while demonstrating parental involvement to students.  

Perceived Benefits. Parents yearn for teacher communication regarding their child’s 

school experience and rely on the teacher as a link to the school. Myende and Nhlumayo (2020) 

stressed that families want to be pushed and persuaded to play a role in their child’s education 

but may not know where to begin. Woods et al. (2017) noted that parents who receive frequent 

home-school communication are more satisfied with the communication. The more details a 

teacher can provide about a student’s school experience, the more parents feel their child is cared 

for, which helps build trust. Lang et al. (2020) uncovered that when a parent perceives a teacher 

as a strong caregiver, it can reduce conflict between parent and child. 

Regardless of the format, communication from teachers is vital as it provides parents with 

a view of what occurs in the classroom while forming a more positive relationship with their 

child’s teacher. Additionally, more meaningful engagement leads to increased parental 

participation in their child’s education (Levinthal et al., 2021). Erdreich (2020) advised that 

parents feel part of the education process when teachers share what occurs in the classroom. 

Additionally, Levinthal et al. (2021) unveiled that teacher communication with families 

positively influenced parents’ perceptions of the parent-teacher partnership, encouraging them to 

actively participate in their child’s school activities. Providing parents with positive feedback 

about their child’s day can help parents relax, foster positive experiences for both parents and 

students, and facilitate a more intimate relationship between families, the teacher, and the school. 

Communication between parents and teachers aid in the child’s learning process and allows 



39 
 

 
 

parents to interact in their child’s school experiences (Erdreich, 2020). Bang (2018) identified 

the importance of in-depth communication between parents and teachers, suggesting that a 

teacher who reaches out to parents demonstrates an interest in the child.  

The desire for parents to strive for a solid parent-teacher connection can produce positive 

outcomes for the child. Collaboration creates more positive parent-teacher partnerships, 

contributing to parents’ perceptions of the teacher’s professionalism and the likelihood that the 

teacher is viewed as having the child's best interest at heart (Erdreich, 2020). Ang et al. (2019) 

determined that parents strive to engage in positive interactions with teachers by presenting 

tokens of appreciation, such as holiday gifts, because parents may believe that showing 

appreciation to teachers will result in a more favorable outcome for their child. Erdreich (2020) 

affirmed that parents who seek partnerships and are allowed to respond or engage with teachers 

strengthen parent-teacher communication. Harpaz and Grinshtain (2020) concluded a similar 

trend in parents’ perceptions of collaborative relationships, noting that parents who felt strong 

partnerships with their child’s teacher led to beneficial outcomes, whereas low collaborative 

partnerships resulted in an avoidance of seeking help. The link to positive communication is 

critical to forming connections between families and the school and yields increased 

opportunities to transfer ideas or updates (Ang et al., 2019; Harpaz & Grinshtain, 2020). 

Challenges. While some families thrive on extended communication, many families are 

hesitant to contact teachers. Harpaz and Grinshtain (2020) attributed parental avoidance of 

teacher communication to a lack of trust, specifically, an uncertainty that they can rely on 

teachers to cooperate in finding solutions. Families may fear that communicating with their 

child’s teacher will have a negative impact on their child. Bang (2018) noted that many parents 

believe being passive makes them appear less troublesome and is better than getting overly 
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involved. Levinthal et al. (2021) shared that many parents feel it is the teacher’s job to build 

partnerships and engage. Thus, they may not engage with teachers if they encounter a problem or 

concern. The absence of desired communication stems from the belief that bothering the teacher 

may cause conflict, resulting in a negative bias toward their child (Bang, 2018). Many parents do 

not understand the power and importance of their contribution to their child’s education and that 

they are partners in their child’s growth (Bang, 2018). By limiting interactions with their child’s 

teacher, parents must understand that collaboration is diminished, which may reduce support for 

the child’s developmental areas and strengths. 

If communication and a relationship fail to be established with the teacher, parents often 

feel awkward or uncomfortable when a conflict arises, leading parents to take their concerns to a 

higher level, such as an administrator or principal. Bang (2018) explained that parents who do 

not regularly engage with their child’s teacher might be reluctant to complain to the teacher 

directly and would prefer to go to a higher authority to address problems. However, Harpaz and 

Grinshtain (2020) stated that the lack of desire to participate with teachers could also stem from 

parents’ perceptions of the teacher’s ability and willingness to help. Aouad and Bento (2020) 

supported this statement, sharing that parents have become more doubtful and less trusting 

toward teachers over the years. If teachers resist contacting parents, parents may not be proactive 

in seeking help from teachers when a conflict arises. Parents who are less caring or attentive may 

also be less in tune with their child’s feelings and behaviors, leading to a greater chance of 

parent-teacher disagreement (Cheng et al., 2017). Bang (2018) pinpointed that when a lack of 

collaboration is apparent, avoiding contact with the teacher and going straight to the supervisor 

or administrator may not be best for the child as a higher authority may only want to appease the 

parents rather than build strong partnerships between parents and teachers. 
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Administrators’ Role in Parent-Teacher Communication 

Parent-teacher interactions can be supported by administrators but must not replace 

parent-teacher partnerships. Myende and Nhlumayo (2020) found that school leaders benefit 

from doing more to enhance parent-teacher communication. Aouad and Bento (2020) concluded 

that administrators might offer opportunities for teachers to express challenges and frustrations 

about parents. Engaging diverse colleagues in sharing their experiences and expertise in 

developing strong communication and collaboration skills may result in a broader range of 

possible solutions to address various classroom issues.  

Administrators encourage teachers to communicate in timely, diverse ways but do not 

always emulate this behavior. Administrators need to not only encourage teachers to use various 

forms of information with families but also model proactive communication, including keeping 

websites current, using e-mail and other forms of communication, and responding in a timely 

manner (Olmstead, 2013). Woods et al. (2018) added that administrators often communicate 

through weekly newsletters or e-mails rather than engaging in more personal ways, such as 

through telephone calls or face-to-face meetings, except when there are disciplinary concerns.  

School administrators must support teachers in effective approaches to communicating with 

families (Olmstead, 2013) while helping to create boundaries to support teachers. Epstein (1995) 

also noted that administrators could do more to support teachers, stressing that many teachers are 

unsure how to positively and productively engage in parent partnerships. When clear 

administrator expectations and behaviors are in place, teachers will be more likely to follow suit 

by communicating their expectations.  

While administrators can do more to support effective parent-teacher communication, 

parents should also ask for more to be done to enhance partnerships. Ihmeideh et al. (2018) 
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identified that parents often feel they do not have a strong partnership, and their engagement 

consists of listening to information teachers want to share. A finding from Myende and 

Nhlumayo (2020) suggested that parents feel schools should make them more aware of parental 

roles and expectations and empower them in collaborative efforts, offering more than just 

disciplinary interactions. Sheridan et al. (2019) identified that schools could create more 

significant opportunities for parent-teacher collaboration and communication by offering 

opportunities for parents to engage in meetings with the teacher to discuss ways to support the 

child’s behavioral and social-emotional concerns. Administrators can foster opportunities for 

parent-teacher interactions to help families feel more connected to the school while not replacing 

teachers in problem-solving. In this way, parents can better support their children through 

collaboration with the teacher.  

Teacher Development. Administrators need to create opportunities for teachers to be 

better equipped to produce constructive conversations with families. Sheridan et al. (2019) cited 

that training teachers in family engagement can help improve teacher understanding of how to 

work and collaborate effectively with families. Schools should offer professional development 

on the advantages of parental involvement (Tan et al., 2020) to help teachers better understand 

why parent-teacher communication is so important (Tualaulelei, 2021). Tan et al. (2020) 

elaborated on this idea, opining that professional development programs can enhance teachers’ 

self-efficacy, build teacher confidence, and invite and encourage parent participation.  

As teachers receive more training on parent-teacher communication, other aspects of 

cultural understanding can evolve. Tualaulelei (2021) identified that professional development 

opportunities focused on diverse family engagement can help educators understand the means for 

empowering culturally and linguistically diverse people. By providing opportunities for 
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development, teachers gain understanding and insight into parents’ perspectives while engaging 

families in the decision-making process of their child’s learning (Tan et al., 2020). Rattenborg et 

al. (2019) noted that educators also benefit from support focused on multicultural competence to 

better prepare them to work collaboratively with diverse families. By providing opportunities for 

educators to discuss communication with families, they will also increase their understanding of 

family engagement and their role in supporting students in the classroom.  

Training focused on the importance of parent-teacher communication allows for better 

understanding of how and why consistent parent-teacher communication with families of all 

backgrounds is critical. Rattenborg et al. (2019) stressed the differences that each family 

encounters, documenting the importance of professional in-service training to understand better 

cultural differences in expectations and the benefits of communication with diverse families. 

Smith (2020) expanded on this idea, pointing out that teacher development is needed to build 

quality home-school communication and improve communication with families of all 

backgrounds. Professional development can help educators understand the privilege and power 

occurring within education (Tualaulelei, 2021). By offering opportunities for teachers to grow in 

parent-teacher communication, teachers increase understanding, gain diverse perspectives, and 

become more confident while allowing for improved collaboration between parents and teachers.  

Impact of Cultural Differences on Interactions in Parent-Teacher Communication 

Communication between culturally diverse families and educators is often a barrier due 

to the inability of some educators to communicate effectively with families (Ihmeideh et al., 

2018; Nathans & Revelle, 2013). Parents can obtain information without feeling left out by 

including language translations in newsletters and e-mails or using an interpreter (Nathans & 

Revelle, 2013). Karsli-Calamak et al. (2020) pointed out the necessity of being able to converse 
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with diverse families, allowing families and teachers to come together in meaningful ways to 

support students. However, Vera et al. (2017) claimed that many teachers lack the skills to 

engage parents collaboratively and struggle to connect with families who speak alternative 

languages. Ihmeideh et al. (2018) reported that by not communicating with families from 

different backgrounds, teachers are unable to understand students’ and parents’ needs. Moreover, 

Karsli-Calamak et al. (2020) stressed the importance of teachers looking beyond fundamental 

means to support students by understanding families’ aspirations in supporting their child’s 

education. Educators should equip themselves with tools to engage parents in their child’s 

learning, as doing so can help support, welcome, and celebrate families of all ethnicities (Vera et 

al., 2017). 

Parents’ perceptions of communication can be influenced by the cultures they grew up in 

as well as the expectations of educators. Levinthal et al. (2021) stressed the different narratives 

minority families carry based on differences in their historical and cultural backgrounds. Jigyel et 

al. (2018) posited that attitudes toward teachers differ across cultural backgrounds, which may 

influence how parents interact and respond to teachers. Seghers et al. (2019) pointed out that 

many families of diverse ethnic backgrounds carry social and ethnic biases toward teachers, and 

a parent’s personal experiences may also form apprehensiveness and distrust toward educators. 

Karsli-Calamak et al. (2020) expanded on this, emphasizing that families’ diverse backgrounds 

allow parents to see things in alternative ways. However, there is still a need for their voices to 

be heard and to share personal experiences. If educators do not take the initiative, minimal and 

diminished communication will result (Conus & Fahrni, 2019).  

To avoid negative emotions between families and educators, educators must take caution 

to ensure equality, equity, and fairness when addressing student issues. Norheim and Moser 
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(2020) noted the unfair treatment and impersonal interactions among Latino families felt if their 

children misbehaved. Sheridan et al. (2019) concluded that distrust of teachers or authority 

figures might be prevalent among ethnic minority families while Ang et al. (2019) exposed that 

parents’ perceptions of collaboration differ due to various backgrounds and experiences. Diverse 

families tend to believe their children are more likely to be punished by educators than white 

children and often describe educators as impersonal and unwilling to learn how to adequately 

support their children (Norheim & Moser, 2020). Families experience parent-teacher interactions 

differently, leading to mistrust and feelings of discrimination. 

Part of the educator’s role is to address preconceived perceptions when engaging with 

families. Chu (2014) shared the importance of educators engaging with parents despite obstacles 

such as language or cultural differences. Smith (2020) identified the importance of educators 

using various communication strategies, particularly with non-English speaking families, to 

develop a more personal connection. By using social supports such as translators, along with 

alternative communication methods, language barriers can be reduced, and parents can play a 

more active role in their child’s education (Chu, 2014; Smith, 2020).  

 Breaking the barrier between school and home can result in both parents and teachers 

being on the same page with regard to school expectations. Chu (2014) divulged that 

mismatched expectations between parents and teachers often create barriers and challenges in 

communication. Drake (2017) shared that immigrant parents’ perceptions of school may look 

different from what is actually occurring in school. Some immigrant families’ goals may be for 

their children to learn English or finish school, but for others, it may be to continue to higher 

levels of education. Sheridan et al. (2019) noted collaboration and intervention as significant 

factors to understanding and enhancing educational outcomes for minority students. Drake 
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(2017) points out the need for parents and educators to communicate behavioral and verbal 

observations to better support students’ educational goals. However, if teachers only observe a 

disregard for school and fail to communicate with families, students may be viewed negatively 

and passed along to the next grade level just so the teacher can be done with them.  

Partnerships between parents and educators are imperative to understanding how to 

diversify communication and experiences within the classroom. Nathans and Revelle (2013) 

suggested that by including more culturally diverse books, portraying diversity in the classroom, 

asking all families to visit the school, and celebrating cultures throughout the school year can 

help parents and students feel welcome. Chu (2014) also described the importance of active 

involvement. By utilizing multiple means of engagement, educators can ensure that cultural 

needs of all groups are reflected and accepted, helping to build relationships and understanding 

(Peterka-Benton & Benton, 2019).  

Zulauf-McCurdy and Zinsser (2020) reported that teachers are more likely to view 

parental involvement in their child’s education negatively when parents are from low-income or 

racially diverse or ethnic minority groups. This bias might influence how families engage with 

educators. Epstein (1995) identified that schools with more economically depressed communities 

may make more contact with families due to the problems and difficulties observed. Seghers et 

al. (2019) discussed the lack of adequate collaboration, divulging that many educators fail to be 

open and responsive to parents from different cultures, leading to conflicting communication 

styles and ineffective parent-teacher relationships that include mutual distrust, which further 

complicates interactions. Nathans and Revelle (2013) shared that educators struggle to 

understand cultural knowledge (background, religion, or income). However, all families should 

feel included and receive equal support. Karsli-Calamak et al. (2020) divulged that a lack of 
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interaction between teachers and diverse families could lead teachers to develop assumptions 

about a family’s disinterest in their child’s education. Though these assumptions can be due 

partly to the lack of ability to communicate with teachers based on language barriers and parental 

disinterest, restricted interactions between stakeholders can still exist. By understanding families 

of different backgrounds and cultures, teachers can improve collaboration and interaction with 

families.  

Parents and educators are co-influencers of children’s learning and success, bringing the 

two worlds together and encouraging partnerships between diverse families. By creating 

partnerships, barriers can be eliminated (Norheim & Moser, 2020). Tan et al. (2020) shared the 

importance of all students, regardless of background or education, receiving parental 

involvement in their education. Schools and educators must work to ensure inclusivity at school 

and respect cultural and linguistic diversity to help families develop a partnership between 

school and home (Ishimaru & Takahashi, 2017). By connecting, communicating, and 

understanding families from different backgrounds and cultures, teachers can improve 

collaboration and interaction with families for the betterment of the child.  

Impact of Divorce on Parent-Teacher Communication 

Students who encounter divorce may need strong parent-teacher relationships the most. 

Tripathi and Moakumla (2018) observed that the ability to accomplish self-actualization may be 

hindered by major life events, such as divorce, and may cause a student to jump between 

hierarchical need levels, while Heye (2020) explained the impulsivity and emotional difficulties 

associated with children of divorce. Thus, ensuring educators are contacting and communicating 

with families is critical. Parent-teacher communication among divorced families requires both 

parents and teachers to maintain a good relationship to benefit the child (Levkovich & Eyal, 
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2021). By engaging both parents in the child’s education, hierarchical levels can be met, and the 

student will benefit.  

When parents do not communicate with one another or are separated, it can be even more 

challenging for educators to address student concerns and gain parental support. Epstein (1995) 

suggested that divorced families, specifically single parents employed full-time and those 

distanced from school and the other parent, tend to be less involved in school and are less likely 

to volunteer or help support the school and their child. Teachers may be judgmental about the 

parent’s behavior, siding with one parent’s point of view over the other (Levkovich & Eyal, 

2021). Cheng et al. (2017) explained that parent-teacher discrepancies are often seen in single-

parent households, possibly due to a single parent’s lack of control, particularly if struggling to 

support their child. Educators must remain unbiased, understanding parents’ points of view but 

keeping in mind that they may not know the whole situation.  

Parent-teacher relationships require communication and understanding to build trust and 

respect. Levkovich and Eyal (2021) shared that parent-teacher relationships with families of 

divorce require coordinating expectations and setting boundaries. Many divorced parents strive 

to communicate with their co-parent and to be equally present in their child’s learning 

(Bergström et al., 2019). If cooperation between parents is not apparent, teachers may attempt to 

involve both parents by encouraging them to share perspectives on the child’s difficulties, 

despite their conflicts (Levkovich & Eyal, 2021). Balancing communication between parents can 

help bridge the gap between the two homes (Bergström et al., 2019), and Levkovich and Eyal 

(2021) emphasized that cooperation between parents and teachers can help increase the child’s 

sense of security. It is important for both parents to be present and offer ideas, perspectives, and 

support to address their child’s needs.  
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Teachers are often placed in the middle of divorced parents’ disagreements. Levkovich 

and Eyal (2021) found that parents argue in front of teachers or sometimes divulge important 

information and ask the teacher to withhold it from the other parent. In these difficult situations, 

the teacher must remain unbiased and not take sides while encouraging open communication. 

This burden can be draining for the teacher, particularly if the parents do not want to talk to one 

another. The financial stress associated with divorce may also contribute to parental stress or 

cause parental conflict. Conflicts between parents may make working with the family difficult 

for the teacher, and parents may try to recruit the teacher as a tool in their struggle against one 

another (Levkovich & Eyal, 2021). In these situations, teachers must remain unbiased and be 

sure they are communicating with both parents, keeping the child’s needs in mind (Levkovich & 

Eyal, 2021).  

Type of Parent-Teacher Interactions 

When developing a parent-teacher relationship, it is important to build trust and utilize 

methods of communication that best fit both the parents and teacher. Today, communication 

occurs in many ways, i.e., phone calls, conferences, e-mails, text messages, written notes sent 

home, or other forms of communication. By utilizing a variety of communication methods, 

parents sense the teacher’s desire to help and support their child (Nathans & Revelle, 2013). 

Levinthal et al. (2021) emphasized the importance of using various communication methods to 

generate discussions about the child’s achievement or emotional wellbeing and to help formulate 

positive parental perspectives of communication. Leenders et al. (2019) noted the importance of 

developing an open conversation in differentiated contexts to help build trust between parents 

and teachers. Chu (2014) also stressed the importance of diverse communication to share 

concerns, visions, and resources. Erdreich (2020) identified technology as a helpful tool to 
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connect parents and teachers, noting that digital communication and face-to-face interactions are 

instrumental in building parent-teacher relationships. Lang et al. (2020) suggested that when 

information is shared, parents learn more about their child, enhancing parent-child and parent-

teacher interactions while growing close relationships. Ang et al. (2019) shared the importance 

of building trust and respect, which leads to a stronger sense of teacher appreciation.  

Communication between parents and teachers occurs in various ways; however, 

communication may not always produce a relationship between families and educators. 

Olmstead (2013) identified that teachers must choose appropriate methods of communication to 

deliver information to families, depending on the subject area and the responses needed. 

Levinthal et al. (2021) discovered the importance of consistent interactions as they form a better 

picture of engagement and partnership between parents and teachers. Hadley and Rouse (2018) 

pointed out that educators often contact parents randomly and immediately after school is 

completed. These drop-in calls, while informative, allow only the educator to provide 

knowledge, catching the family off guard and making them receivers of information rather than 

collaborators (Hadley & Rouse, 2018). Educators must engage parents in dialogue to understand 

the child’s background and develop a relationship and a partnership to support the child’s 

background to help support individual needs (Levinthal et al., 2021). By creating opportunities to 

communicate with families, teachers demonstrate a proactive approach and attitude focused on 

the child’s best interests (Leenders et al., 2019). Holmes et al. (2021) emphasized the importance 

of creating proactive and supportive parent-teacher relationships to yield cooperative, trusting 

conversations that support children’s individual needs, helping prepare them for the future. 

By using multiple types of enhanced communication, increasing collaboration, and 

building positive connections, parents’ willingness to be responsive and responsible when 
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handling problems at school improves (Harpaz & Grinshtain, 2020). Many parents want 

education to be a team effort and feel their ideas add value to their child’s development. Ang et 

al. (2019) stressed that building interactions allow parents to view themselves as collaborators in 

the learning process, creating a sense of teamwork in steering their child in the right direction. 

While Jigyel et al. (2018) insist that any feedback helps empower parental involvement and leads 

to more focused discussions centered on the holistic development of the child, parents’ 

perceptions of teachers are often influenced by their first interaction, which commonly occurs at 

the start of the school year (Woods et al., 2017). Leenders et al. (2019) described the importance 

of developing a strong parent-teacher relationship and building trust between parents and 

teachers before substantial concerns occur. Trust is built through open dialogue, allowing for 

regular discussions about concerns, and if a trusting relationship is developed prior to 

encountering a negative interaction, parents feel more engaged and may be more supportive 

when a concern arises. 

While most educators understand the value of strong parental relationships, there is still a 

tendency for communication to range from frequent to nonexistent (Woods et al., 2017). 

Educators’ interactions with parents and students must focus on providing positive feedback and 

constructive comments to help the child develop. Kim and Lee (2019) explored the effects of 

positive and negative feedback, verifying the significant influence of verbal feedback on 

students’ emotions and self-efficacy. However, Jigyel et al. (2018) found that parents often do 

not experience consistent communication and collaboration with the school, reporting 

communication as one-sided, occurring only at the end-of-the-year report card or consisting of a 

teacher-directed phone call lacking positive progress reports. Levinthal et al. (2021) recognized 

the importance of predictability and consistent flow in communication between parents and 
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teachers. Furthermore, Chu (2014) acknowledged the need for schools and teachers to establish 

cooperative links with one another.  

Positive Interactions 

 Positive interactions allow parents and students to understand students’ strengths. Chu 

(2014) stressed the importance of the flow of positive communication between parents and 

teachers as it helps build positive relationships between home and school. Many administrators 

encourage teachers to make initial positive contact with parents as it can influence how parents 

perceive the teacher. Ang et al. (2019) proclaimed that teachers must gain parental cooperation 

by first developing a relationship built on trust. When teachers make the first contact, parents are 

more willing to form partnerships and contact the teacher when assistance is needed. The 

absence of this may hinder collaboration and result in a lack of student support. By engaging in 

open and positive communication with parents, the child is more likely to achieve success due to 

the opportunity for parents and teachers to collaborate (Nathans & Revelle, 2013). 

Throughout the school year, positive feedback can help motivate students to continue to 

try hard each day. Levinthal et al. (2021) discussed the appreciation that parents feel from being 

contacted about their child’s accomplishments and progress on assigned activities. Strickland-

Cohen and Kyzar (2019) pointed out the benefits of developing a regular, predictable schedule of 

communication as these interactions yield positive feedback, helping to improve student 

behavior. Nathans and Revelle (2013) revealed that positive communication also helps foster 

parental involvement in the child’s education. Kim and Lee (2019) noted that it is the teacher’s 

responsibility to assess student performance and utilize feedback in a productive way, which 

encourages positive interactions to help foster students’ continued growth. By keeping in contact 

with families and updating them on positive classroom experiences, families feel engaged and 
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develop a better partnership in their child’s continued learning. The use of positive feedback 

accounts for more than just positive family engagement and can impact how a student utilizes 

feedback. Kim and Lee (2019) shared that providing positive verbal feedback can significantly 

impact a student’s emotional response and self-efficacy. Furthermore, it makes feedback 

productive. By establishing a predictable rhythm of communication, parents feel engaged and 

considered in their child’s learning (Levinthal et al., 2021), and ensuring families receive 

feedback about their child’s positive progress develops a more positive and engaging classroom 

experience.   

Negative Interactions 

While feedback can help support student growth and success, parents often encounter 

only negative feedback specific to behavioral issues. Levinthal et al. (2021) emphasized that 

many families are only invited to talk and communicate with the school to receive negative 

feedback about their child. Kim and Lee (2019) found that providing only negative feedback can 

spur negative emotional responses and reduce self-efficacy in students. Nathans and Revelle 

(2013) revealed that if parent-teacher communication is mostly negative and is not open, 

allowing both parents and teachers to share ideas equally, the child suffers as solely negative 

interactions can hinder student outcomes.  

Parents often experience communication sporadically on an as-needed basis when 

negative behaviors, problems, or difficulties surface in the classroom (Jigyel et al., 2018; 

Goldman et al., 2019; Woods et al., 2017). While only negative interactions can adversely 

influence student experiences, relationships between families and teachers can also be impacted. 

Thus, teachers must think about how negative information is shared. Teachers should reflect on 

their tone when addressing parents, rephrasing concerns while avoiding attacking families to try 
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to solve the concerns. Partnering with families creates more productive two-way communication 

(Leenders et al., 2019). Teachers must focus on solving problems with parents while helping to 

enhance communication between the two (Levinthal et al., 2021). When teachers address their 

concerns with parents, the verbiage used is key to promoting a successful partnership, and 

allowing for empathy and constructive language helps build partnerships between parents and 

teachers, enabling problems to be solved together (Leenders et al., 2019).  

Lack of Communication 

The absence of parent-teacher communication, referred to as neutral interactions, 

impedes student learning (Nathans & Revelle, 2013). Oppenhaim-Shachar and Berent (2021) 

shared that many teachers avoid negative interactions to help protect the best interests of all 

involved. Leenders et al. (2019) pointed out that teachers should not be afraid to have difficult 

discussions with families or share conflict in the classroom. Aouad and Bento (2020) 

acknowledged that without communication, parents will not know what is happening inside the 

classroom and cannot effectively help support their child.  Likewise, the teacher may be unaware 

of difficulties occurring at home and cannot accommodate the child’s individual needs. Woods et 

al. (2017) shared that some teachers avoid reaching out or working with parents because they 

believe if they are experiencing issues, parents must be experiencing the same, making the 

communication inconsequential. Educators may find it challenging to communicate with 

families, but feedback is important to the child’s progress.  

Jigyel et al. (2018) asserted that the absence of feedback can create a gap in 

understanding the child’s growth.  When there is no communication between parents and 

teachers, students may feel disconnected. Parents of older children who report a lack of 

communication with the teacher often express negative feelings about parent-teacher interactions 
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(Woods et al., 2017). Ang et al. (2019) declared that the lack of parent-teacher interactions does 

not promote partnerships and can result in teachers’ unconscious bias when interacting with 

students with behavioral concerns. Zulauf-McCurdy et al. (2020) endorsed that students who 

have been expelled or have behavioral concerns may influence a teacher’s perception and result 

in a lower or non-existent relationship with parents. The absence of parent-teacher 

communication can also affect parental perceptions of the educational system.  

Students’ Effects on Parent-Teacher Communication 

Communication between parents and teachers is vital for students’ educational growth 

and can generate a picture of the whole child’s behavioral, emotional, and academic strengths 

and weaknesses. Smith et al. (2022) divulged the importance of developing a high-quality, 

constructive relationship between parents and teachers as it can help reduce behavioral problems 

and school dropouts while improving academic achievement. Parent-teacher communication can 

be a powerful tool for student success (Erdreich, 2020), but by working together toward a 

common goal, setting consistent behavioral expectations, and providing a common language in 

both home and school environments, behavioral growth can be promoted (Strickland-Cohen & 

Kyzar, 2019).  

The relationship between parents and teachers can also help build or diminish student 

enjoyment and engagement in school. Ang et al. (2019) shared that the inability of parents and 

teachers to collaborate effectively can diminish a child’s interest in school.  Lang et al. (2020) 

revealed that the inability of parents and teachers to communicate, explicitly undermining one 

another, is associated with more significant child dysregulation, while the ability to have positive 

parent-teacher relationships is associated with greater child social and emotional competence. 

Goldman et al. (2019) uncovered positive outcomes when parents and teachers communicate on 
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a continuous basis.  Likewise, Zulauf-McCurdy and Zinsser (2020) observed parent-teacher 

relationships in early childhood education, uncovering the promotion of better social, behavioral, 

and academic outcomes when parent-teacher communication was present. Özkan Yıldız and 

Yılmaz (2021) expanded on this idea, identifying that face-to-face meetings allow for more 

intimate communication and better sharing of information regarding behavior, learning, and 

development.  

Student Wellness 

By understanding the importance of managed communication between parents and 

teachers and relying not only on students’ weaknesses or concerns but communicating positive 

accomplishments, educators can foster positive partnerships with families, better supporting 

students’ educational and behavioral needs. Lang et al. (2020) endorsed this idea, emphasizing 

that a co-caring relationship can help provide consistent, positive messages about the child’s 

behavioral expectations and capabilities. Cheng et al. (2017) suggested that children 

experiencing problems might behave differently depending on who endorses the problem: parent 

only, teacher only, or both. Sheridan et al. (2019) stated that sharing between home and school 

positively influences children’s social and mental health. When parents and teachers share 

structured and focused communication, collaboration is enhanced, positively affecting student 

progress (Goldman et al., 2019) while enhancing an understanding of the whole child. Utilizing 

parent-teacher communication can influence students in a positive way, strengthening behavioral 

outcomes and educational successes.  

Student Behavior 

Managing communication and consistently conveying positive and negative feedback can 

enhance openness and lead to better solutions for behavioral concerns. Aouad and Bento (2020) 
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pinpointed the importance of parent-teacher communication in identifying the underlying 

reason(s) for disruptive classroom behavior. Home and school are the two most influential 

factors for early child development. Thus, the interactions between home and school play a key 

role in the child’s emotional regulation (Acar et al., (2021). Open communication with families 

can help educators understand the root of the problem, which can help eliminate the problem 

behavior. Sheridan et al. (2019) exposed that when the parent-teacher partnership is meaningful 

and relevant, tools to support appropriate behavioral development are more impactful. Zulauf-

McCurdy and Zinsser (2020) found that students who were previously expelled or had 

behavioral concerns lowered their risk of expulsion when parent-teacher communication was 

meaningful. Alternatively, lower-quality relationships among previously expelled students often 

led to teachers perceiving students as high risk for expulsion. For example, if a child is 

aggressive and impulsive, withdrawn, anxious, or displays negative emotions toward others. In 

that case, the absence of follow-through at home and lack of coordinated support between 

teachers and parents will make it difficult for the educator to address the problematic behaviors 

(Lang et al., 2020). Goldman et al. (2019) concluded that creating a school-home relationship 

with information being passed back and forth leads to a decrease in off-task behaviors in the 

classroom. Likewise, a clear reduction of off-task behaviors resulted when communication was 

consistent. Overall, families and schools working together to provide support can enhance 

children’s social-behavioral competence and mental health (Sheridan et al., 2019).  

Academic Success 

 Student academic success is driven by different factors, and application of parent-teacher 

communication can help support student motivation to succeed. Castro et al. (2015) stressed the 

importance of parental involvement, noting that it is linked directly to educational achievement. 
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Nathans and Revelle (2013) also opined that positive parent-teacher communication leads to 

improved parental involvement in children’s education, and by fostering positive 

communication, student achievement increases. Chu (2014) added that academic success 

improves by maintaining open communication between families and teachers. Sheridan et al. 

(2019) supported this claim and identified that supporting social behaviors through parent-

teacher communication improved peer acceptance, achievement, motivation, and academic 

success. In sum, parental involvement is vital to student success.  

            Parental involvement can be fostered through communication. In fact, strong associations 

between parental involvement and academic achievement were identified when parents 

expressed high academic expectations, communicated with students and teachers about school-

related activities and schoolwork, and promoted the development of reading habits (Castro et al., 

2015). Parent-teacher involvement can also help reduce educators’ misconceptions. Drake (2017) 

acknowledged that when educators hear students “just want to be done” with school, it may 

influence grades as educators may be motivated to give passing grades simply to enable the 

student to graduate. Castro et al. (2015) shared that parent participation has the greatest influence 

on measures of achievement and can inspire children to reach school goals. By communicating 

effectively, teachers can better understand parents’ goals for their children and assist in academic 

success (Drake, 2017). Furthermore, Gisewhite et al. (2021) identified that parent involvement 

with their child’s educator increases student well-being, which can ultimately influence academic 

success. Through parent-teacher communication, students are motivated to improve their 

academic success.  
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Summary 

The theoretical framework of Epstein’s (1995) theory of parental involvement along with 

Maslow’s (1943) theory of motivation were used to examine the role of parent-teacher 

communication in student motivation. Epstein’s (1995) theory of parental involvement stresses 

the importance of parent-teacher relationships on student success (Ihmeideh et al., 2018). 

Maslow’s theory of motivation outlines and supports the motivational hierarchy of needs that 

must be met to aid student success (Tchitchinadze, 2020). By understanding the importance of 

both Epstein’s theory of parental involvement and Maslow’s theory of human motivation, 

educators can better collaborate with families to address and support student needs and 

motivation.  

A synthesis of literature followed, including the impact of parent, teacher, and 

administration roles in parent-teacher communication and the impact of cultural differences, 

divorce, and type of parent-teacher interaction as well as student effects of parent-teacher 

communication. It is clear that parents and teachers have varied perspectives of what parent-

teacher communication looks like and its frequency. However, it is critical to understand the 

perspectives of both sides to build strong partnerships, mutual trust and respect, and appreciation 

for one another (Ren & Fan, 2021). The research uncovered the challenges many educators 

encounter when trying to communicate with families, noting that families need to cooperate 

when support is needed rather than become defensive (Ang et al., 2019), while some teachers 

refuse to communicate with families altogether due to fear of what families will think of them 

(Aoud & Bento, 2019). Alternatively, parents value communication from teachers, finding it 

critical as it allows parents to partner in the education process, pushing them to play a role in 

their child’s education (Erdreich, 2020; Myende & Nhlumayo, 2020). If communication is not 
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developed, parents feel awkward or uncomfortable when conflict arises (Harpaz & Grinshtain, 

2020), making them reluctant to address problems with the teacher (Bang, 2018). If parents find 

it difficult to communicate with teachers, they may lean on administrators to find a solution, but 

the administration should not replace the parent-teacher partnership and instead should support 

parents and teachers in the collaboration process to find ways to best support the child (Myende 

& Nhlumayo, 2020; Sheridan et al., 2019).  

Current literature on the nature of interactions, specifically positive, negative, and lack of 

communication, was presented, showing that using multiple formats enhances communication 

and improves parents’ willingness and responsiveness when resolving issues at school (Harpaz & 

Grinshtain, 2020). Positive interactions between families and teachers, especially at the initial 

encounter, can help develop trust (Ang et al., 2019). If continued throughout the school year, it 

can inform families of student performance and encourage positive interactions while fostering 

continued growth (Kim & Lee, 2019). Negative encounters, while important to the development 

of student success, should not be the only communication parents receive (Nathans & Revelle, 

2013). Additionally, the absence of communication leaves families in the dark (Aouad & Bento, 

2020), causing them to feel disconnected (Jigyel et al., 2018).  

Finally, literature was collected on how parent-teacher communication affects on student 

wellness, behavior, and academic performance. The research divulged that parent-teacher 

communication could uncover the reason(s) for disruptive behavior in the classroom (Aouad & 

Bento, 2020), allowing for improved understanding of the problem and how to support 

appropriate behavioral development (Sheridan et al., 2019). Furthermore, students’ academic 

success can be directly linked to parent involvement (Castro et al., 2015) and can increase 

student well-being and influence academic success (Gisewhite et al., 2021).   
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A gap in the literature was identified by Goldman et al. (2019), who divulged the need for 

future research to better understand students’ perspectives of school-home notes paired with 

reinforcements. While parent and teacher perceptions are prominent in the literature, the 

triangular relationship between teacher, parent, and student needs to be analyzed to understand 

better how the relationships influence student motivation (Ang et al., 2019). Smith (2020) 

identified the importance of triangulating the perspectives of parents, teachers, and students to 

understand student experiences with parent-teacher communication. This study will provide 

insight into the role parent-teacher communication plays in student motivation by understanding 

students’ perceptions along with the perceptions and comparison of parents and teachers based 

on different types of communication. The lack of literature on students’ perceptions of 

communication supports this study’s vital role in providing insight into student motivation based 

on different types of parent-teacher communication.  
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CHAPTER THREE: METHODS 

Overview 

The purpose of this multiple case study was to understand parent-teacher communication 

and its role in motivating elementary school students. Chapter Three is used to describe the 

qualitative research study design, including the central research question and two sub-questions 

from Chapter One. Next, the study’s site and participants were described, to include a triad 

composed of parents, teachers, and students, as well as the interpretive framework and 

assumptions; ontological, epistemological, and axiological. The procedures section included 

approvals and permissions; recruitment and selection plan; and data collection plans, including 

individual interviews, focus groups, and a word association task, followed by data synthesis. The 

chapter concluded by addressing the central issue of trustworthiness, specifically credibility, 

transferability, dependability, confirmability, and ethical considerations. Each aspect of the study 

provided insight into the researcher’s decision for choosing this study, along with clear 

descriptions and a conclusion summary.  

Research Design 

A qualitative research design was used to gather individual experiences and gain a deep 

understanding of parent-teacher communication and its role in motivating students through the 

perspectives of parents, teachers, and, most importantly, students. A qualitative research design 

was selected to gain a complex, detailed understanding of the specific problem by exploring 

complex interrelationships through different data collection means, such as stories, interviews, 

audiovisual material, documents, and reports (Creswell & Poth, 2018; Stake, 1995). Stake (1995) 

positioned that all research depends on interpretation; thus, qualitative researchers must seek 

both patterns of expected and unanticipated relationships. By searching for patterns, researchers 
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allow for interpretations of multiple realities participants experience while exercising subjective 

judgment, analysis, and synthesis and considering personal biases that may occur. Thus, 

qualitative research allowed the researcher to examine the perceived influence of parent-teacher 

communication through a lens that provided in-depth understanding, which could be translated 

into strategies to improve students’ educational outcomes.   

 Stake (1995) discussed the importance of qualitative research, specifically the case study 

design, as it yields the ability to study a few cases at great length and with much detail. Creswell 

and Poth (2018) articulated the specifics of a case study design as it utilizes the perspectives of 

one or many real-life cases by gathering accurate and detailed information to understand a 

specific problem or concern (Stake, 1995). Stake (1995) further described different case study 

designs and variations, focusing on one participant in one location compared to many 

participants in many locations. Thus, a multiple case study was selected.  

Multiple case studies use many participants to show varying perspectives on the issue 

with in-depth questioning and a robust array of evidence (Stake, 1995; Yin, 2018), allowing for 

generalizable information by selecting representative cases for inclusion (Stake, 1995). Thus, the 

multiple case study was the qualitative research design used to gather in-depth descriptions from 

a collective group of participants to identify themes across participants (Yin, 2018). In a multiple 

case study, participants are pre-selected and representative of other cases, allowing for 

combinations of different backgrounds, experiences, and perspectives (Stake, 1995). By utilizing 

the multiple case study design, the researcher identified themes among participants to understand 

the role of parent-teacher communication on student motivation through a variety of 

perspectives, backgrounds, and experiences. The research not only allowed for an increased 

understanding of parent-teacher communication by triangulating each stakeholder’s perceptions, 
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but the researcher was also able to understand what, if any, the role communication between 

parents and teachers played in motivating elementary school students.   

Research Questions 

The research questions for the current study were created to explore students’ 

perspectives on parent-teacher communication as it relates to the theoretical framework of 

Epstein’s (1995) theory of parental involvement along with Maslow’s (1943) theory of human 

motivation. The format of questions directly influenced the research design strategies of the case 

study and “how” questions were used to document trends within a specific area or organization 

(Yin, 2018). Questions were asked of parents, teachers, and students to derive a complete picture 

of parent-teacher communication within Krab Elementary School.  

Central Research Question 

How do parent-teacher relationships motivate elementary school students? 

Sub-Question One 

How does a met or not met basic need dictate the motivational outcomes of students? 

Sub-Question Two 

How do elementary school students perceive the role of parents and teachers in their 

motivation to learn? 

Setting and Participants 

The setting for this multiple case study was a suburban school district, Keeko County 

Public Schools, located in the mid-Atlantic region of Virginia. Keeko County includes over 90 

schools spanning more than 400 miles across the region. Targeted participants included parent-

teacher-student triads, with students who were enrolled in second through fifth grade.  

Site 
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The site chosen for this study was given the pseudonym, Krab Elementary School, one of 

almost 100 schools in the Keeko County Public School district, housing over 80,000 students in 

the mid-Atlantic region (xxxxxx Elementary School/Overview, 2022). This site was selected after 

Krab Elementary School expressed interest in participating in a study focused on parent-teacher 

motivation and the role it plays in student motivation. Krab Elementary School is led by 

Principal Hamilton and Assistant Principal Wong. Like many of their counterparts, their primary 

responsibilities include performing administrative functions; hiring new teachers; determining 

class schedules and rosters; and providing guidance to parents, teachers, and students, 

particularly when there are concerns impacting learning. The Principal and Vice Principal are 

supported by central office and district leaders, and internal teacher team leaders who manage 

the school’s daily operations.   

Administrators, who select a team leader for each grade level, discuss issues and concerns 

with team leaders and share important information pertinent to each grade level. The team 

leaders serve as the Collaborative Learning Team’s points of contact and greatly influence the 

learning resources provided to the grade-level teams (Van Bussel et al., 2018) while serving as a 

central point of contact when issues, concerns, and important matters need to be addressed.  

Staff members throughout the school participate in various teams or committees, promoting 

participation and inclusion while providing a broad perspective on issues, including the school’s 

overall operation. Examples of volunteer opportunities include Multi-Tiered Systems of Support, 

School Improvement and Innovation Plan, Social Committee, and Cultural Proficiency 

Committee. Not only do administrators stress the importance of attendance and participation, but 

they also model expected behaviors by attending each meeting themselves. Their attendance as 

expert members who hold power and authority helps establish urgency and buy-in among team 
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members (Kang et al., 2020). In addition, team members are expected to attend training, lead 

training forums, or take on other roles to enhance professional development. By encouraging and 

modeling participation in leadership roles, the administration is promoting leadership skills 

among teachers as well as distributing the workload. 

In this type of organizational structure, division of power allows for decisions to be made 

at the lowest level to better support students, and the entire staff has the ability to shape the 

values, norms, beliefs, experiences, and interests of the school staff. Krab Elementary School’s 

mission states their emphasis on embracing the differences of others, ensuring students have 

experiences that are equitable, diverse, and individualized to students’ needs through instruction, 

interactions, and emotional support (xxxxxx Elementary School/Overview, 2022) which generates 

a sense of importance and acceptance among educators and students, resulting in collaborative 

and communicative parent-teacher relationships.  

Participants  

Triads from Krab Elementary School consisted of second through fifth-grade students, 

their parents, and their current grade-level teacher. The decision to target triads with students in 

second grade or above was due to students’ maturity level, their relative inability to fully 

articulate feelings regarding social influence and their sense of competence and pride in their 

abilities. Preschool, kindergarten, and first-grade students were not included as they were 

considered too young to have the mental ability to articulate their thoughts and feelings clearly. 

Every human goes through a series of developmental stages, from birth to old age, and the lack 

of everyday experiences can influence social and cultural exchanges (Erikson, 1964).  

Over 700 students attend Krab Elementary, with 71.4% enrolled students in second 

through fifth grade, generating a total of 508 possible student participants. The demographics of 
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Krab Elementary School students are 34.5% White, 9% Hispanic, 44.9% Asian, <.1% Pacific 

Islander, 5.1% Black/African American, and 6.3% identifying as two or more races (School 

profiles, 2022). Ninety-seven percent of teachers at Krab Elementary School have three or more 

years of experience and interact with students on a 15:1 ratio (Explore xxxxxx Elementary School 

in xxxxxxn, 2022; 2022 Executive Summary, 2022).  

Purposeful sampling, or intentional recruitment allowed the researcher to hand-select 

participants who offered an information-rich understanding of the topic (Patton, 2002). The 

teacher participants were recruited through purposeful sampling with a goal of 12 to 15 student-

parent dyads, as most qualitative studies need 12 to 15 interviews to reach saturation (Hennink & 

Kaiser, 2022). Once grade-level teachers agreed to participate, the parent-student dyads were 

identified and invited by the classroom teacher. Without the participation of the parent, teacher, 

and student, the group was not selected to participate. However, the triad was included if all 

chose to participate (parent, teacher, and student).  

Researcher Positionality 

This section presented an understanding of the researcher’s case study’s influences. First, 

I articulated the interpretive framework, followed by my phonological assumptions (ontological, 

epistemological, axiological) used to guide the study. Finally, I described my role as the 

researcher and educator and my personal connection to the research topic.  

Interpretive Framework 

Growing up, I struggled with academic performance and had difficulty controlling my 

behavior, resulting in conversations between my parents and teachers, which is often the case 

when students exhibit this type of behavior (Jigyel et al., 2018). Today, I am an elementary 

school educator focused on strategies to enhance student behaviors, given students’ diverse 
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backgrounds, learning styles, and challenges. My personal experiences and my teaching 

background fueled my desire to conduct this study due to the difficulties I faced in school and 

the approach educators used to address them. In response to my inability to sit still, pay attention, 

and control my behavior, educators called my parents to report my poor behavior. While my 

parents responded with discipline at home, such as taking my cell phone or limiting time with 

friends, I repeated the behaviors without fail. The approach did not impact my behavior, and it 

was not until I transitioned to college that I realized the cycle needed to be broken and the stigma 

attached to being a “bad” student. I realized that when educators saw me as more than just a bad 

kid, my outlook on myself changed, and my behavior followed suit.  

As I transitioned into a career as a professional educator, I recalled the interactions between 

my parents and teachers and how they impacted my educational experience, and I discussed with 

my first professor how this might be included in my dissertation. As we considered dissertation 

requirements and how the topic should be something I am interested in, I recognized how my 

experience could help others through further exploration related to parent-teacher 

communication. While the philosophical theories in this area of study are sometimes 

controversial, they have also challenged me to understand the world around me in a different 

way (Opfer et al., 2021), particularly by gaining new perspectives that aided in a more objective 

interpretation of the available data and information.  

My personal experience is not unique; others have similar stories and experiences. 

However, many educators do not understand this reality and thus, may not approach teaching in 

the same way I do. Attention must be given in every situation to fully understand, “For we fix 

our attention, not on things that are seen, but on things that are unseen. What can be seen lasts for 

only a time, but what cannot be seen lasts forever,” (Good News Bible with Deuterocanonical/ 
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Apocrypha, 1993, 2 Corinthians 4:18). My personal experiences helped me connect with students 

who had similar experiences in their schooling, in addition to the students who have not 

struggled academically or behaviorally. While some conclude that students who do not struggle 

have a more positive academic experience, this may not necessarily be the case. Thus, as a 

researcher, it is important to understand each theory, not look for information that affirms my 

assumptions and gain an understanding of participants’ perspectives. By expressing and 

addressing my own biases, I was able to understand the outside view on the topic (Adler Berg, 

2022), which helped in my research and ultimately made a more significant impact on the 

educational field.  

Philosophical Assumptions 

By understanding philosophical assumptions and articulating research responses, 

researchers can better understand the world around them. Creswell and Poth (2018) identified the 

importance of understanding philosophical assumptions and listed three unique characteristics 

and implications: ontological, epistemological, and axiological. Described through the social 

constructivism lens, they are often used by researchers who seek to understand the world around 

them through participants’ views of the world around them (Creswell & Poth, 2018).  

Ontological Assumption 

The current research demonstrated multiple perceptions of reality based on individual 

participant perspectives (Creswell & Poth, 2018). An ontological assumption is defined as the 

study of being and discusses the nature of reality and its characteristics with a focus on the world 

being investigated or the reality that people are encountering about the investigated phenomena 

(Lincoln & Guba, 1985). The ontological assumption not only identifies the thoughts, 

interpretations, and meaning of the individuals being examined, but the personal assumptions of 
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the researcher that must be put aside while collecting and analyzing data to reflect on 

participants' reality.  

In preparation for a dissertation, it is suggested that researchers find a topic of personal 

interest (Creswell & Poth, 2018) and use it to build and develop a research question. Due to the 

researcher’s personal experiences with parent-teacher communication, I believe many teachers 

do not take enough time to engage with families. As an educator, I strive to interact with 

students' families when support is needed and to ensure parents know when their child does well. 

I believe creating positive relationships with families can have a positive outcome for students, 

and eliminate destructive cycles, which can lead to failure. As I entered into this study, personal 

experiences needed to be put aside as they may not reflect others’ experiences. Some parents 

may not need or desire to have positive reinforcement or may not appreciate being contacted at 

all. My perception is based on the idea that, “People learn from one another, just as iron sharpens 

iron,” (Good News Bible with Deuterocanonical/ Apocrypha; Proverbs 27:17). Building students 

up can help with both academic performance and motivation; however, everyone is different and 

may not thrive on positive reinforcement and feedback. By understanding how my reality may 

differ from others, helped me avoid bringing personal feelings into a topic that is meaningful to 

them. Understanding one’s own reality, separating personal experiences, listening, and being 

open to others’ realities resulted in deeper understanding into parent-teacher communication’s 

role in student motivation. 

Epistemological Assumption 

Conducting a multiple case study requires the researcher to assess epistemological 

assumptions, specifically by discussing the way in which reality is understood through quotes 

from interviews or by spending time in the field and conducting observations in social contexts 
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(Creswell & Poth, 2018). The epistemological assumption requires the researcher to understand 

and interpret descriptions provided by participants (Stake, 1995) and was used as substantive 

evidence was obtained through interviews and discussions regarding participants' points of view 

and experiences. By listening, observing, and engaging with participants, I understood 

participants' personal narrative, and by ensuring I was unbiased in interviews, focus groups, and 

word associations, I was able to understand better participants' interpretations of the phenomena, 

generating a subjective picture of experiences to enhance understanding.  

 Axiological Assumption 

Axiological is the third philosophical assumption and is how a researcher's values and 

biases shape and interpret the research (Creswell & Poth, 2018). Information was collected and 

analyzed through multiple perspectives of the participants (Yin, 2018). My axiological 

assumptions were buried in my close connection and investment in the progression of parent-

teacher communication. Each participant’s biases could change the study results, which is why 

more than one interpreter or peer reviewer was needed to analyze responses and identify themes, 

improving the accuracy of the findings.  Collecting the information in a transparent manner 

helped the school systems’ support and encouraged teachers to communicate with parents in the 

most meaningful way. By acknowledging bias and utilizing the committee chair, Liberty 

University ensured assumptions are credible and handled with the utmost care. 

Researcher’s Role 

In this study, I played the role of a human instrument. Peredaryenko and Krauss (2013) 

shared the importance of the human instrument as it utilizes the researcher’s interests and beliefs 

to understand what occurred within the study. Qualitative studies require the researcher to be the 

human instrument, thus; I put aside personal bias to ethically conduct the study. Stake (1995) 
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identified the importance of participants as they share their experiences and express personal 

realities. By gathering information from various participants and analyzing different 

interpretations, I was able to use the information to identify consistencies among participants 

(Black et al., 2014; Stake, 1995). As the researcher, I recognized the importance of interpreting 

the collected information and the need to identify assumptions and biases that impacted the way I 

viewed the study.  

As the researcher, it was vital to identify and recognize personal bias to maintain 

trustworthiness. First, I acknowledged that teachers vary the amount of time dedicated to 

interacting or communicating with parents. Second, some parents and students did not 

speak English, and a language barrier existed. The third assumption was that too much 

communication can be perceived negatively and negatively influence student motivation. In 

order to accept all perceptions and experiences and minimize bias, I recognized the assumptions 

I brought to the study as the researcher.  

Platz (2021) identified that when a student-teacher relationship is built, the student will 

be vulnerable to the teacher, and trust between students and teachers sets a basis for cooperation 

and collaboration. Having a comfortable relationship with teachers allows students to be more 

open and responsive to inquiries resulting in more honest responses. As a current elementary 

school teacher, my professional experience taught me that students respond more honestly to 

those with whom they have a connection and relationship. While I could not ensure I did not 

have familiarity with the students or faculty members participating in the study, my professional 

status and presence allowed students and teachers to feel comfortable enough to share their true 

feelings, resulting in more detailed, honest results. 
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Procedures 

The steps the researcher outlined consisted of the necessary Institutional Review Board 

(IRB) approval, site permission, participant recruitment and selection, data collection techniques 

and data analysis plan, and data synthesis on how the study was be conducted. The procedures 

were identified to support future replication of similar studies and/or identify gaps surrounding 

the study. 

Permissions 

 Prior to the start of the study, Liberty University IRB approval was obtained (see 

Appendix A). Approval was requested from Keeko County’s school district IRB as well as from 

the participating school’s principal (see Appendix B). Following approvals, second through fifth-

grade teachers at Krab Elementary School were contacted (see Appendix C), describing the 

purpose, process, risks, benefits, and use of purposeful sampling. Once participation was 

obtained (see Appendix H), parent and student triads were selected by the classroom teacher with 

a formal email letter describing the study’s purpose, process, risks, and benefits, along with the 

researcher’s contact information. If interest was shown, parental consent (see Appendix I), as 

well as student assent (see Appendix K), were obtained.  

Recruitment Plan 

 The study participants included parents, teachers, and students, forming a student-parent 

dyad along with educators to allow for triangulation of data between all participants. Most 

qualitative studies require 12 to 13 interviews to reach thematic saturation (Hennink and Kaiser, 

2022). Thus, the goal was to obtain 12 to 15 student-parent dyad participants and their respective 

teachers. Students in the same classroom were recruited.   
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 Purposeful sampling was used to recruit teacher participants as it is imperative for 

information-rich and in-depth analysis while maximizing the effective use of limited participants 

(Duan et al., 2015; Patton, 2002). Purposeful sampling identifies similarities and differences 

among participants (Palinkas et al., 2015) as it highlights different perspectives that inform the 

researcher about the process or problem (Creswell & Poth, 2018). Once teachers were identified, 

they recommended second to fifth-grade students interested in participating. Teachers contacted 

families via e-mail provided by the researcher containing information regarding this study. Once 

each participant reviewed the information about the intentions of the study and made the decision 

to participate in the study, he/she will made contact with the researcher through Liberty 

University e-mail. Once received, the researcher verbally explained the study and answered any 

questions.  

Following a discussion with each participant, the researcher requested verbal agreement, and a 

mutually convenient time and location to meet was scheduled. At the meeting, informed consent 

(assent for students) was obtained, and the interview was conducted. Participants were informed 

that even after the agreement to participate, they could exit the study at any time.  

Data Collection Plan 

The purpose of this multiple case study is to understand parent-teacher communication 

and its role in motivating students in elementary school. Since the research focuses on gaining 

new insights and attempting to clarify and understand a phenomenon, a qualitative approach was 

used. Specifically, there is little known information on parent-teacher communication styles and 

the role it plays in student motivation from a triangulated perspective (Smith, 2020); thus, this 

was the goal of the study.  
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Purposeful sampling and intentional recruitment were used to recruit the triads of parents, 

teachers, and students as it allowed the researcher to hand-select participants who offered an 

information-rich understanding of the topic (Patton, 2002). In order to select participants, a list of 

potential teachers was created. Once teachers were identified as potential participants, they 

identified possible parent-student dyads who will be contacted via e-mail to participate in the 

study. The number of participants was determined by saturation which considered the range of 

interviews required to build a complete understanding of the issue (Hennink et al., 2016). 

Hennink and Kaiser (2022) posited that, on average, most studies need 12 to 13 interviews to 

reach saturation. Data collection methods should allow for high-quality interactions and sharing 

responses to the research questions, which should match the overall design of the study (Draper 

& Swift, 2010).  Thus, 12 to 15 students were targeted for participation along with their parents 

and teachers. Teacher participation was less as students could share the same teacher.   

For this study, three specific data collection techniques were employed. First, guided 

interviews were conducted with parents, teachers, and students. The use of interviews as a data 

collection tool was utilized for this exploratory qualitative research as it offered the opportunity 

to ask probing questions and gain deeper insight into participants’ views on the phenomenon 

(Jain, 2021). Following the interviews and initial round of data analysis, focus groups for parents 

were conducted to present and verify the general themes developed from the interviews and to 

gather additional information from participants. In the process of verifying themes, the identified 

themes were further developed, and new themes were identified. Focus groups allowed the 

researcher to validate interview findings from the interviews as well as gather information from 

the group of participants in conjunction with other data collection to help researchers better 

understand the topic (Mentch et al., 2008). 
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To further understand the phenomenon, word association play was employed for student 

participants to provide additional data collection. The use of word association tasks reflected the 

participant’s subjective experiences (De Deyne et al., 2019). Using both interviews and word 

association activities allowed the researcher to code words, phrases, and other discourses to 

compare and contrast students’ perceptions (Chu & Ke, 2017). Each data collection method and 

the process for finding key themes were used with fidelity to ensure the credibility of the results, 

and each data collection method was important to understanding the jigsaw puzzle and how the 

individual puzzle pieces provided insight into the larger picture (Mulhall, 2003).  

Individual Interviews 

The research study participants (parents, teachers, and students) participated in one-on-

one, face-to-face interviews held in a convenient location at a mutually agreed upon time and 

location. Each interview was video recorded on a password-protected iPad that only the 

researcher could access, safeguarding the participants’ identities. At the conclusion of each 

interview, it was manually transcribed, and the recording was downloaded to the researchers 

personal google drive and deleted from the device.  

The interviews provided deep understanding of participants’ perceptions, and autonomy 

in verbal expressions such as thoughts, perceptions, and viewpoints. Stake (1995) identified that 

interviewers must first listen during the exchange, allowing participants to share. In fact, the 

purpose of the interview is not to ask the same set of questions to each respondent, but to gather 

each interviewee’s unique experiences and stories and be prepared with a short list of questions 

that can be expanded on during the interview (Stake, 1995). Similarly, Draper and Swift (2010) 

discussed that the interview provides a variety of nonverbal cues that can be used to stimulate the 

discussion.  



77 
 

 
 

A semi-structured interview guide was developed to provide consistency tailored to each 

group being interviewed (parent, teacher, and student). However, the wording of each question 

was adjusted based on the age/academic level of the participant. By interviewing each individual, 

personal experiences could be understood through non-structured interview questions that 

provided additional qualitative data (Christenberry, 2017). By having the flexibility to ask 

interviewees questions to expand on their ideas, the participants’ individual stories could be 

captured, resulting in a more in-depth understanding. Additionally, Rosenthal (2016) stressed 

that in-depth interviews allow the researcher to administer follow-up questions to understand 

better participants’ thoughts, opinions, experiences, and perceptions.  

Individual Interview Questions (Students) 

1. Describe how your teacher communicates with your parents. SQ2 

2. What are the top three reasons why your teacher talks to your parents? SQ2 

3. When communication is made with your parent/caregiver, how does it make you feel? SQ1 

4. When your teacher talks to your parent/caregiver, it makes you feel (answer from #3). How does 

communication influence your feelings toward school? CRQ 

5. In what ways does the communication between your teacher and parent affect your learning in 

school? SQ2 

6. If it were up to you, how often would you suggest your teacher talk to your parent? SQ1 

7. What else would you like to share with me about communication between your parent and 

teacher? 

Student interview questions one, two, and five attempted to answer sub-question two by 

eliciting information about students’ perceptions regarding parent-teacher communication and 

whether or not it played a role in student learning. Interview questions three and six provided 
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insight into sub-question one by exploring students’ feelings and perceptions about parent-

teacher communication and whether students’ needs were being met. Question four focused on 

the central research question and how students’ attitudes toward school were influenced based on 

communication between school and home and the impact on student motivation in the classroom. 

Each question was carefully selected to address the study’s guiding questions.  

Individual Interview Questions (Parents) 

1. How often does your child’s teacher contact you? SQ2 

2. Please describe a conversation you had with your child’s teacher and how the conversation was 

structured. CRQ 

3. Describe the reasons you have initiated communication with your child’s teacher. SQ1 

4. Describe your feelings when you see your child’s teacher is attempting to contact you, or when 

they have tried to contact you. SQ1 

5. Describe up to three reasons that you have contacted your child’s teacher and how you feel that 

communication went.  SQ1 

6. Describe the follow up that takes place in your home to the conversations you have with your 

child’s teacher. SQ2 

7. How has communication between you and your child’s teacher influenced your child’s learning 

or success in school? CRQ 

8. What else would you like to share with me about parent-teacher communication? 

Parent interview questions one and six attempted to retort sub-question two by prompting 

parents in discussions about student perceptions of parent-teacher communication. Questions 

three and give strived to bring forth parents’ needs, which reflected students’ perceptions of 

communication. Finally, Questions two and seven developed an understanding of the central 
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research question as both focused on the motivation and outcomes from the conversations 

between parents and teachers.   

Individual Interview Questions (Teachers) 

1. On average, how often and for what reasons do you contact families? SQ1 

2. Describe the communication tools you have found to be most effective in engaging families in 

their child’s learning. SQ1 

3. What types of communication have you found most effective in encouraging positive student 

behavior outcomes? CRQ 

4. Describe how and why families usually contact you. SQ1 

5. What is your perception of the influence communicating with families has on student learning 

and behavior? CRQ 

6. Describe an example of how student behavior or motivation has changed due to a conversation 

that occurred between home and school. SQ2 

7. In closing, what thoughts would you like to share about parent-teacher communication? 

Questions one, two, and four related to sub-question one and focused on students’ needs. 

Each question delved into the needs and desires of supporting students’ emotional needs. 

Questions three and give addressed the central research question and focused on student 

motivation as a result of the communication between parents and teachers. From the teacher 

research questions, question six attempted to answer sub-question two, bringing to light teachers’ 

observations from communication that was occurring with parents and addressing whether or not 

communication made a difference in student motivation in the classroom. 

Individual Interview Data Analysis Plan 
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 After completing the interviews, each was manually transcribed word for word for 

analysis. Matheson (2015) noted that transcribing interviews gives the researcher multiple 

opportunities to become familiar with interviewees’ words, pauses, silences, and other non-

verbal expressions. Further, transcription is important as it allows the researcher to repeatedly 

listen or watch the interview, becoming more familiar with the data to understand new ideas and 

realizations (Bailey, 2008). Transcripts are partial representations of speech, providing a 

theoretical basis influenced by the researcher’s understanding and perceptions (Skukauskaite, 

2014). By transcribing the interviews, the researcher could identify patterns, insights, or concepts 

seen through interviewees (Yin, 2018).  

While researchers gain tremendous insight from interviews, transcription is essential in 

managing and analyzing recorded data and is crucial to the data analysis process (Longton, 

2015). Once transcribed and reflected on, themes and subthemes observed in the interviews were 

reflected on to uncover trends and patterns. Content analysis was used to interpret data from 

interviews as it allowed the researcher to itemize the content into related categories, including 

similar words and phrases with similar meanings (Elo & Kyngäs, 2008). As the researcher got 

further immersed in the material, whether manually transcribed or transcribed with a program, 

the data began to make sense, and content analysis was used to organize the data. This process 

included open coding, adding notes and headings reviewing the content (Elo & Kyngäs, 2008), 

and grouping and classifying parts of the interview to create themes grounded in the data (Basit, 

2003).  

Content analysis was used to interpret data from interviews as it allowed the researcher to 

itemize the content into related categories, including similar words and phrases that share similar 

meanings (Elo & Kyngäs, 2008). Once the individual interviews were transcribed, the data was 
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used to compare similarities within performance tasks, identifying new or continued norms 

across data (De Deyne et al., 2019). As the researcher got further immersed in the analysis, the 

data began to make sense and could be organized. This process included open coding or adding 

notes and headings (Elo & Kyngäs, 2008). Open coding helped reduce the number of categories 

by collapsing similar and dissimilar sections and identifying formal and content-related 

structures (Binswanger et al., 2021; Elo & Kyngäs, 2008). Next, the material was reviewed again 

to generate categories or groups within the responses, comparing data that may or may not 

belong within a category (Elo & Kyngäs, 2008; Judacewski et al., 2019). Finally, coding was 

conducted, which provided a general description of the research topic through the created 

categories (Binswanger et al., 2021; Elo & Kyngäs, 2008). Following the category system steps, 

analysis was used to summarize the findings (Binswanger et al., 2021) and identify frequently 

mentioned words or expressions (Judacewski et al., 2019).  

Focus Groups  

Following the interviews, the researcher invited the parent participants to be part of a 

focus group to share themes identified from individual interviews and further develop an 

understanding of patterns and themes revealed in the initial data analysis (Kitzinger, 1994; 

Lincoln & Guba, 1985). Additionally, focus groups allowed the researcher to understand how 

ideas evolved within a cultural context while filling gaps in the interviews (Kitzinger, 1994). The 

use of focus groups not only allowed for interaction between participants, but also highlighted 

attitudes, priorities, beliefs, opinions, and perceptions while encouraging open conversation and 

expression of ideas and experiences that were underdeveloped in the interviews (Kitzinger, 1994; 

Lupo et al., 2017). Thus, the focus groups used a similar set of questions asked during the 

interviews. Focus groups allowed for the researcher to surface the views of group members to 
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understand each interviewee’s own sense of reality (Yin, 2018). The focus groups results were 

compared with the results from the first round of interviews to build a stronger understanding of 

participants’ perceptions. Focus groups were recorded on a device that only the researcher had 

access to, and the researcher protected the identities of the focus group members by manually 

transcribing the information and then the recording was downloaded to the researchers personal 

google drive and deleted from the device. 

Semi-Structured Focus Group Questions (Parents) 

1. Describe the partnership you have with your child’s teacher. SQ1 

2. From your point of view, what are at least three reasons your child’s teacher communicates with 

you? CRQ 

3. When do you reach out to your child’s teacher and why? SQ1 

4. What do you share with your child about your communication with your child’s teacher? SQ2 

5. Describe how your child responds when finding out their teacher reached out to you. CRQ 

6. What do you observe about your child’s attitude about school after you have discussed the 

communication you have with your child’s teacher? CRQ 

7. What else would you like to share with me? 

Focus group question four attempted to address sub-question two by exploring what 

information parents shared with their child and how they shared it, understanding that the way 

they approached communication at home dictated communication with teachers and impacted 

their child’s motivation to learn. Questions one and three focused on sub-question one by 

identifying whether or not parents were trying to fulfill a missing need when they reached out to 

a teacher and how the partnership with their child’s teacher influenced the child’s motivational 

outcome in school. Question two, five, and six were designed to convey the central research 
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question by focusing on the child’s response and attitude toward parent-teacher communication 

and if it had any impact on classroom motivation.   

Focus Groups Data Analysis 

 Following the completion of the focus groups, the content was transcribed to provide a 

deeper understanding of the issues and perspectives of the participants (Augustine et al., 2016). 

Transcription is critical to familiarizing oneself with the data and ideas that emerge during 

analysis (Bailey, 2008), while grouping between codes with similar patterns help distinguish 

between categories and sub-categories (Ndile et al., 2020). The researcher reflected on themes 

and subthemes observed to help uncover trends and patterns and used content analysis to 

interpret data from interviews, focus groups, and word association activities, allowing the 

researcher to itemize the content into related categories, to include similar words and phrases that 

share similar meanings (Elo & Kyngäs, 2008). As the researcher got further immersed in the 

material, whether manually transcribed or with a program, the data began to make sense, and 

content analysis was used to organize the data, to include open coding, or adding notes and 

headings (Elo & Kyngäs, 2008). 

Once focus groups were transcribed, the data was used to compare similarities within 

performance tasks, identifying new or continued norms across the data (De Deyne et al., 2019). 

Open coding helped reduce the number of categories by collapsing similar and dissimilar 

sections and identifying formal and content-related structures (Binswanger et al., 2021; Elo & 

Kyngäs, 2008). Next, the material was reviewed again to generate categories or groups within 

the responses, comparing data that may or may not belong within a category (Elo & Kyngäs, 

2008; Judacewski et al., 2019). Finally, coding was conducted, which is a general description of 

the research topic through the created categories (Binswanger et al., 2021; Elo & Kyngäs, 
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2008). By following the category system steps, analysis was used to summarize the findings 

(Binswanger et al., 2021), identifying frequently mentioned words or expressions (Judacewski et 

al., 2019).  

Word Association  

Following the interviews, students participated in word associations by writing or 

verbalizing a word that came to mind based on key phrases or words. The ideas produced in a 

word association task allowed for fewer constraints and elicited spontaneity of responses (de 

Andrade et al., 2016). Ares et al. (2008) described the importance of word associations as they 

allow respondents to freely associate ideas due to the spontaneous production of words with 

fewer constraints than other forms of questioning. Draper and Swift (2010) further suggested that 

different strategies, such as word associations or categorizing, helped children with difficulty 

verbally expressing themselves in formal interviews. In this study, students were video recorded 

on a password-secured iPad that only the researcher could access, keeping identities secure while 

the students responded verbally or in writing associations. Once transcribed, the video was 

downloaded on the researchers personal google drive and erased from the device. 

Word Association Task (Students) 

We are going to play a game where I say a word or phrase, and you respond with the first 

word that comes to mind. Think carefully as I say each word or phrase and tell me the first word 

that you think of. For example, if I say, “drink,” you tell me the first word that comes to mind, 

which might be “juice.” 

1. School CRQ 

2. Favorite subject CRQ 

3. Test SQ1 
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4. What I like most about school SQ1 

5. Note to parent CRQ 

6. Phone call to parent CRQ 

7. What I like most about learning SQ2 

8. What I like most about my teacher SQ2 

9. Parent-teacher meeting CRQ 

10. Report card CRQ 

11. What helps me stay focused in school SQ1 

12. Telephone call to parent CRQ 

13. I am motivated when this happens CRQ 

14. This helps me get good grades SQ1 

15. I do my best in school when this happens SQ2 

16. Grades SQ1 

17. When I see my teacher talking to my parents, I feel… SQ1 

18. My teacher would say that I am… SQ1 

19. Something that makes me dislike school is… CRQ 

20. I make my teacher proud by… SQ1 

Each of the word association phrases elicited an understanding of the research questions. 

Word association tasks 7, 8, and 15 supported the findings in sub-question two by gaining an 

understanding of the importance of parent-teacher communication and how it links to student 

motivation to learn. Tasks 3, 4, 11, 14, 16, 17, 18, and 20 all linked to sub-question one and 

focused on families communicating with teachers and how their interactions played a role in 

fulfilling needs and motivational outcomes. Finally, questions 1, 2, 5, 6, 9, 10, 12, 13, and 19 
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were geared toward the central research question, gaining a deeper understanding of how 

students perceive communication between parent and teacher and the impact it has on their 

motivation in school. Each offered different ways for teachers to communicate, along with 

students’ feelings about school, resulting in the impact on student motivation in the classroom.  

Word Association Data Analysis Plan 

Analysis of word association allowed for the examination of responses, specifically if the 

word association evoked similar and dissimilar responses among participants (Karimkhani, 

2021) or notable differences based on language, background, culture, and/or grade level. The 

word association task allowed the researcher to listen closely to the interaction during the 

exercise and transcribe it into a document for analysis after the exercise, allowing repeated 

exploration of the interaction (Davidson, 2010). Once transcribed, the researcher reflected on 

themes and subthemes, categorizing responses observed to uncover trends and patterns (Hilverda 

et al., 2016).  

Content analysis was used to interpret data from word association activities as it allowed the 

researcher to itemize the content into related categories to include similar words and phrases that 

share similar meanings (Elo & Kyngäs, 2008). The word association task, once transcribed, was 

used to compare similarities within performance tasks, identifying new or continued norms 

across data (De Deyne et al., 2019). As the researcher got further immersed in the analysis, the 

data began to make sense and could be organized. This process included open coding or adding 

notes and headings (Elo & Kyngäs, 2008). Open coding helped reduce the number of categories 

by collapsing similar and dissimilar sections and identifying formal and content-related 

structures (Binswanger et al., 2021; Elo & Kyngäs, 2008). Next, the material was reviewed again 

to generate categories or groups within the responses, comparing data that did or did not belong 
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within a category (Elo & Kyngäs, 2008; Judacewski et al., 2019). Finally, coding was conducted, 

which is a general description of the research topic through the created categories (Binswanger et 

al., 2021; Elo & Kyngäs, 2008). Following the category system steps, analysis was used to 

summarize the findings (Binswanger et al., 2021), identifying frequently mentioned words or 

expressions (Judacewski et al., 2019).  

Data Synthesis  

Analyzing data collected in a multiple case study involved the combination of 

examination, categorization, tabulation, and recombining the collected participant responses 

(Yin, 2018). Following the collection of each data source, the researcher began open coding, 

which reduced the number of categories by collapsing similar and dissimilar sections, adding 

notes and headings (Binswanger et al., 2021; Elo & Kyngäs, 2008). Then, sub-categories were 

generated using the interview guide (Binswanger et al., 2021), allowing the researcher to 

summarize the findings (Binswanger et al., 2021; Elo & Kyngäs, 2008).  

DeFranco and Laplante (2017) noted that content analysis could be used to organize, 

compare, and validate, demonstrating to the reader that research and rigor took place in the data 

collection process. Using manual coding techniques helped organize and map information 

(Gonzalez, 2016), and by using markers or Word software, one color was assigned to each code, 

identifying themes and sub-themes and making comparisons across participant groups (parents, 

teachers, and students) (Skjott Linneberg & Korsgaard, 2019). As the researcher manually coded, 

color coding occurred (Parameswaran et al., 2020), allowing the researcher to revisit data 

collected and begin sorting into segments (Skjott Linneberg & Korsgaard, 2019). Visualization 

color coding also helped the researcher manage documents and content. By transcribing each 

observation line-by-line, all documents could be coded and compared to one another and then 
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sorted and grouped into themes and sub-themes based on the research questions and the 

theoretical framework.  

Stake (1995) posited the importance of triangulation, which allows researchers to 

minimize misrepresentation and misunderstanding by validating data from a variety of related 

sources. Yin (2018) added that data triangulation encourages researchers to uncover similar 

information from multiple sources to corroborate the findings, uncover contradictions among 

participants, and find and identify patterns and themes across all data analysis platforms. Yin 

(2018) also noted that case studies using multiple sources have higher quality evidence than 

when a single source of information is relied on. As the researcher further immersed into the 

transcription process, the data began to make more sense, and a synthesis of data occured, 

causing the researcher to look across data sources to identify patterns and themes by participant 

group.  

Data triangulation helped strengthen the construct validity of the case study (Yin, 2018), 

and by triangulating the data, additional observations and interviews from different perspectives 

were validated and possibly reframed, providing alternative theoretical viewpoints (Stake, 1995). 

The use of data triangulation also corroborated information collected from multiple sources and 

allowed findings to be supported by more than one source of evidence. Finally, triangulation 

allowed for an improved understanding of both single and multiple realities (Yin, 2018), and 

each source of data (parent, teacher, and student) provided unique “color and flavor” to the 

experience as multiple realities occurred among participants’ positions (parent, teacher, and 

student), allowing the researcher to understand underlying experiences from various 

perspectives. 
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Once triangulated, a review and comparison to the current literature occurred against the 

study findings, allowing the researcher to determine if the current study results were consistent 

with the literature. Martinez and Brouwer (2010) shared that validated results are achieved 

through comparisons between similar previous work and the current investigation. Therefore, 

analyzing the results for any inconsistencies between the findings and the literature was essential. 

Additionally, it allowed the researcher to identify findings that contributed to the current 

literature. After finalizing the results, recommendations on improving parent-teacher 

communication made to the stakeholders, maximizing motivation among elementary school 

students. 

Trustworthiness 

In qualitative research, trustworthiness is a key component to establishing the reliability 

and validity of results. Lincoln and Guba (1985) stressed the importance of providing 

trustworthy research using specific criteria for evaluating a research study’s trustworthiness: (1) 

credibility, (2) transferability, (3) dependability, (4) confirmability, and (5) ethical 

considerations. According to Sinkovics and Alfoldi (2012), trustworthiness is critical in any 

qualitative research; thus, each component must be transparent and clearly reflected on to ensure 

the findings can be replicated to support future research.  

Credibility 

Credibility is established through prolonged engagement; with multiple interactions such 

as interviews and focus groups. Prolonged engagement allows trust to be developed between the 

participant and researcher, and credibility refers to the participants’ shared truth and is enhanced 

with detailed descriptions provided by participants (Cope, 2013). Lietz et al. (2006) shared that 

credibility ensures researchers document each statement, identify themes across different data 
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collection variables, and analyze data representative of each participant. By transcribing 

participants’ verbal and physical accounts, the researcher could accurately and truthfully capture 

each participant’s opinions. Likewise, by utilizing the standardized qualitative research, 

including strictly documenting and recording participants’ observations and verbalizations 

(Connelly, 2016), the researcher ensured that only the data was documented, eliminating possible 

personal bias. Using focus groups to review and comment on participants’ data also helped 

enhance credibility.  

Because the data was collected from a variety of sources with differing participants, 

triangulation allowed for a comprehensive understanding of the data. Additionally, triangulation 

helped increase the credibility and validity of the research findings. Stake (1995) discussed the 

importance of triangulation as it allows researchers to minimize misrepresentation and 

misunderstanding by using multiple data sources as part of data collection. Yin (2018) posited 

that data triangulation encourages researchers to uncover similar information from multiple 

sources to corroborate the same finding while most likely uncovering contradictions among 

participants. Triangulating data from different data collection techniques allows for revisions to 

the initial interpretation and can provide alternative theoretical viewpoints (Stake, 1995). Finally, 

triangulation enables understanding of both multiple and single realities (Yin, 2018), which is 

important as multiple realities may occur across participant positions (parent, teacher and 

student) while single realities may occur within a position. 

Lietz et al. (2006) stressed that the triangulation of data points could uncover opposing 

perspectives that can be analyzed, and Finfgeld-Connett (2010) noted that triangulation enhances 

the validity and overall trustworthiness of a qualitative research study. Therefore, each session 

was video recorded to allow the researcher to review expressions or gestures, and observational 
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notes was taken as the interview was re-watched to allow for cross-referencing. The video 

recording also allowed the researcher to record subtle nuances that often have profound effects 

on interpreting the data. What participants verbally communicated sometimes differed greatly 

from the researcher’s observations of the participants’ facial expressions and body language. 

This step also ensured that the researcher’s results reflected the thoughts and perceptions on how 

parent-teacher communication plays a role in student motivation. 

Transferability  

Transferability is the ability for research to be replicated in other settings or groups 

(Connelly, 2016; Cope, 2013). Finfgeld-Connett (2010) described transferability as the 

navigation and interpretation of situations as documented by the researcher to be accurate and 

representative, and Cope (2013) stressed the importance of ensuring researchers depict their 

findings in a way that conveys participants’ personal experiences, ensuring they are transferable. 

To encourage transferability, the researcher focused on the detailed descriptions provided by the 

participants as they described their personal stories as well as location and demographics of each 

participant (Connelly, 2016). In this study, 12 to 15 participants were selected in three 

categories: parent, teacher, and student.  

While each participant in the triad shared demographic data for replication, students 

represented various grade levels from second through fifth grade. Finally, the diverse grade level 

situations and perceptions between families allowed for better representation of the larger 

population. Each participant’s description was transcribed and coded so themes could be 

identified, and by ensuring the findings were comprised in a database, the researcher increased 

transferability (Finfgeld-Connett, 2010).  

Dependability  
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Dependability relies on the stability of data over time, requiring clear procedures and 

decisions throughout the data collection processes (Connelly, 2016). If conducted appropriately, 

dependability allows for the repeatability of procedures in future studies (Sinkovics et al., 2008). 

Cope (2013) noted that dependability could be achieved through a researcher’s descriptors and 

abbreviations, which also supports consistency in future similar studies. The researcher ensured 

dependability through detailed documentation of how to conduct the study (see Appendix H). 

Dependability was ensured as the researcher documented a set of questions for interviews, focus 

groups, and word-association activities along with a guide for conducting each interview. Any 

deviation was noted and transcribed and used to gather additional information. Documenting 

each question and fluctuation resulted in a more complete picture of participant’s perceptions.   

Confirmability  

Researchers should utilize member checking to ensure the data collected is accurate and 

quotes are sharable (Connelly, 2016; Cope 2013). Researchers should also confirm findings with 

the participants and with other researchers who can help generate themes and establish valid 

conclusions from the data (Korstjens & Moser, 2017).  After the study’s interviews were video 

recorded, they were transcribed, noting words, pauses, silences, and other verbal/non-verbal 

expressions. By transcribing each data collection tool (interviews, focus groups, and word 

associations), the researcher searched for patterns, insights, or concepts that develop (Yin, 2018).  

The researcher also reviewed transcripts with the participants through e-mail, where they 

had five days to review for any edits or changes, allowing them to retract any information they 

did not wish to share or add any clarifying thoughts. If there were no changes or a response was 

not given, the researcher began the next step in the process, which was open coding. Open 

coding helped the researcher analyze each line of the interviews to identify common themes. 
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Any category was considered a theme, and similar themes were grouped together. Finally, 

triangulation was used to ensure that findings were supported by more than one source of 

evidence. The research ensured the findings were clearly explained (Korstjens & Moser, 2017), 

along with the dates that each step within the process occurred (see Appendix H).  

Ethical Considerations 

Ethical considerations are a priority when working with human participants, especially 

children who need to be protected, as well as ensuring integrity is respected (Connelly, 2016). It 

is the researcher’s ethical responsibility to ensure participants’ identities are kept private and 

their voices are not hindered or oppressed (Lietz et al., 2006). For this reason, various data 

collection methods were used to ensure participants’ thoughts were adequately captured. When 

working with children, it is important to observe the whole child in different contexts and vary 

communication through differentiated means of data collection to help them express their 

experiences, ideas, and perceptions (Lietz et al., 2006).  

James and Platzer (1999) emphasized that when working with children and other 

susceptible groups, participants must be informed of risks and have parental consent prior to 

beginning the study. Once IRB approval was granted for the study, the participating school 

district’s IRB and the participating school principal also provided approval for the study. 

Following approvals, selected parents, teachers, and students were invited to participate in the 

study. The invitation described the purpose of the study, risks, discomforts, and benefits, along 

with the researcher’s contact information. Once an individual contacted the researcher to express 

interest in the study, the researcher further explained the study and answered any questions. Once 

verbal agreement was received from participants, a mutually convenient time to meet was 

scheduled. Prior to the start of the interviews, informed consent (assent for the students) was 
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collected from participants, who were informed that even after agreeing to participate, they could 

exit the study at any time. Ethical considerations were an important part of the research process 

and influenced how participants were valued while allowing for future replication.  

Summary 

Qualitative research strives to show how individuals perceive and experience situations 

(Creswell & Poth, 2018). The purpose of this multiple case study was to understand parent-

teacher communication and its role in motivating elementary school students. This multiple case 

study included parent, teacher, and student triads, allowing for the triangulation of data between 

all participants. For this study, three specific data collection techniques were employed, 

specifically individual interviews, focus groups, and a word association exercise, to understand 

the relationship and role that parent-teacher communication plays in student motivation. The 

researcher analyzed the interviews, focus groups, and word association results to identify 

patterns and themes through color coding and grouping. All data was collected and analyzed 

using pseudonyms to ensure participants’ privacy.  A detailed understanding of each 

consideration within Chapter 3’s synopsis was included. The research design, including the 

research design, research questions, setting and participants, researcher’s positionality, 

interpretive framework, researcher’s role, procedures, data collection plan, data synthesis, 

trustworthiness, and ethical considerations, provided an extensive overview of this research 

project. 



95 
 

 
 

CHAPTER FOUR: FINDINGS 

Overview 

The purpose of this multiple case study was to understand parent-teacher communication 

and its role in motivating elementary school students. This chapter includes a description of the 

three study participant groups followed by an analysis of the data collected. Finally, the themes 

and outlier information that emerged from the data are presented to address the research question 

and sub-questions. 

Participants 

Initially, the plan was to recruit teacher participants from Krab Elementary School in 

Keeko County, Virginia with the expectation that they would identify students and parent 

participants. However, due to lack of teacher participation, an alternate recruiting mechanism 

was needed. Thus, a modification request was submitted to Liberty University’s Institutional 

Review Board (IRB) to change the recruitment venue to a social media platform. After receiving 

IRB approval, a letter (see Appendix E) was sent to the administrators of three private Facebook 

community groups seeking approval (see Appendix F). After receiving approval, a flyer (see 

Appendix G) was posted to the community groups and to my personal Facebook page to increase 

participation. As a result, an adequate sample size of teachers, parents, and students were 

recruited from a number of schools throughout Virginia. Ultimately, recruiting from a larger 

platform yielded a more generalized population. All study participants were assigned appropriate 

pseudonyms as outlined in Liberty University’s Institutional Review Board (IRB) guidelines. 

Culturally appropriate pseudonyms were assigned alphabetically, starting in the order participant 

consent forms were received.  
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Students in this study were derived from six schools from both rural and urban areas were 

included in this study. Bee Elementary School and Hockey Puck Elementary School are located 

in the suburban part of Virginia. According to the 2022 U.S. Census Bureau (n.d.) about 30% of 

the families in this area speak a language other than English and are diverse: 66% White, 9% 

Black or African American, less than 1% American Indian and Alaska Native, 12% Asian, 0% 

Native Hawaiian and Other Pacific Islander, 13% Hispanic or Latino and 9% identified as two or 

more races. About 6% of the families in this area live in poverty.  

Students from two other schools also participated, Bedlington Elementary and Capital 

Elementary. While located in the same suburban county of Virginia, the schools are less diverse. 

According to the 2022 U.S. Census Bureau (n.d.) only 20% of the families speak a language 

other than English in their home. Families are 75% White, 4% Black or African American, 0% 

American Indian and Alaska Native, 13% Asian, 0% Native Hawaiian and Other Pacific 

Islander, 7% Hispanic or Latino, and 6% identifying as two or more races. Only 2% of the 

families in this area live in poverty.  

Finally, Edward Austin Elementary and Tia-B Elementary School, located in a different 

urban area of Virginia, report that 32% of families speak a language other than English. The 

demographics in this area are 64% White, 8% Black or African American, 1% American Indian 

and Alaska Native, 23% Asian, less than 1% Native Hawaiian and Other Pacific Islander, 14% 

Hispanic or Latino, and 4% identifying as two or more races. Only about 4% of families live in 

poverty (U.S. Census Bureau, n.d.).  

The participants in this study included 14 students (see Table 1) attending six different 

public elementary schools located in Virginia. Of the 14 student participants, 57% identified as 

male and 43% as female with racial demographics of 57% White, 14% Black/African American, 
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and 7% Pacific Islander. The student participants were of various ages and grade levels, with 

57% in grades four through six and 43% in first through third grade. At the time of the study, 

29% received accommodations through an IEP, 7% were on a 504 plan, 14% were enrolled in 

advanced academic services, and the remaining 50% received no additional documented 

accommodations or other enrichment opportunities.   

Table 1 

Student Participants 

Student Participant Grade Level School Special Services Received 

Brianna 6 Bee Elementary School None 

Caleb 6 Bee Elementary School Special Education 

David 1 
Bedlington Elementary 

School 
Special Education 

Emma 6 
Bedlington Elementary 

School 
None 

Grace 5 
Bedlington Elementary 

School 
Advanced Academic (AAP) 

Hope 4 
Capital Elementary 

School 
504 

John 3 
Bedlington Elementary 

School 
Special Education 

Mina 4 
Hockey Puck 

Elementary School 
Advanced Academic (AAP) 

Oliver 1 
Hockey Puck 

Elementary School 
None 

Ryan 1 
Edward Austin 

Elementary School 
None 

Tom 4 
Hockey Puck 

Elementary School 
None 
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Vanessa 1 
Tia-B Elementary 

School 
Special Education 

Walter 2 
Tia-B Elementary 

School 
None 

Zachary 6 
Hockey Puck 

Elementary School 
None 

Each of the 11 parent participants in this study (see Table 2) was white and had at least 

one child participating in this study; 45% had two children, and 55% had one child. Two of the 

parent participants were a married couple with two children participating. All parent participants 

were college graduates, with 29% employed outside of the school system. The majority, 64%, 

reported being employed as educators, with 45% currently working at the same school their child 

attended.  

Table 2 

Parent Participants 

Parent Participant Participating Children Teaching Background 

Alfred Brianna and Caleb Substitute at Bee Elementary School 

Delphine David and Emma Teacher at Bedlington Elementary 

School 

Faith Grace Teacher at Bedlington Elementary 

School 

Hanna Hope No Affiliation 

Iris John Teacher at Bedlington Elementary 

School 

Lillian Mina and Oliver No Affiliation 

Mark Mina and Oliver No Affiliation 

Rhonda Ryan 
Vice Principal at Beach Elementary 

School (non-participating school 

location) 
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Teresa Tom Teacher at Hockey Puck Elementary 

School 

Ulysses Vanessa and Walter 
Vice Principal at Dax Elementary 

School (non-participating school 

location) 

Yasmine Zachary No Affiliation 

 

The teachers in this study included four current general education teachers (see Table 3) 

employed in Virginia, with teaching experience ranging from 1 year to 12 years. Class size 

ranged from 21-28, and two teachers taught fifth, one taught fourth, and one was a first-grade 

teacher. Teacher participants were 50% White, 25% Asian, and 25% Hispanic/Latino.  

Table 3 

Teacher Participants 

Teacher Participant Years Taught Current Grade Level School 

Kira 1 5th 

Beach Elementary 

School (non-

participating school 

location) 

Patricia 4 5th 

Mountain 

Elementary School 

(non-participating 

school location) 

Quinna 2 1st 
Bedlington 

Elementary School 

Shannon 12 4th 
Bedlington 

Elementary School 

Results  

This section presents the declaration and testimonials gathered from each data collection 

tool, including individual interviews, focus groups, and word association tasks. In addition to 14 

elementary school students participating in this study ranging from first to sixth grade, there 

were 11 parent and four teacher participants. The triangulated data from the three participant 
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groups were collected through individual interviews, a word association task, and focus groups. 

Each student, parent, and teacher interview were held in a public location, such as a restaurant, 

park, or public library. The semi-structured interview questions allowed participants to share 

relevant information on the role that parent-teacher communication plays from their viewpoint in 

the motivation of students in elementary school.  

For students, a semi-structured word association task followed each student interview, 

providing the opportunity for participants to expand on thoughts or ideas. Formulated as a game 

to help engage students and encourage participation, the word association task allowed students 

to formulate their statements more quickly by sharing the first phrase, feeling, or emotion that 

came to mind. In addition, the word association task allowed for interview differentiation 

between student participants who had difficulty responding to the interview questions but 

answered more easily when prompted with a short, concise word or phrase. Finally, the word 

association task provided a deeper understanding of participants’ feelings and perceptions 

regarding the role parent-teacher communication plays in elementary school students’ 

motivation.   

Two parent-only focus groups helped parents expand and clarify responses to individual 

interview questions. Four parents (Alfred, Delphine, Faith, and Hanna) attended the first focus 

group, which was held in a spare room in a local gym during the second week of interviews. Due 

to time constraints, the second focus group was held virtually via Microsoft Teams and consisted 

of five participants (Iris, Mark, Rhonda, Teresa, and Ulysses). Two parent participants (Lillian 

and Yasmine) did not participate in either focus group. The focus group format allowed parents 

to repeat, alter, and expand on their thoughts based on the perceptions and observations of other 

participants. Interview and word association task transcripts were sent to participants to review, 
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while participants did not review focus group transcripts. In the absence of any changes, the 

documents were analyzed and coded to identify themes and sub-themes. Three key themes 

emerged and are discussed in detail below, including method of communication, facilitation of 

communication, and parent-teacher miscommunication.   

Method of Communication 

Student, parent, and teacher participants had varying views on what methods of 

communication were used most frequently when bridging the parent-teacher communication gap 

(see Table 4 in Appendix L). Reported communication methods included emails, telephone calls, 

text messages, the use of an app, daily reports or communication charts, parent-teacher 

conferences, handwritten notes, report cards, and informal meetings. To illustrate the observed 

gap between parents and teachers, a fifth-grade teacher, Patricia, stated, “I think communication 

can have a positive impact, especially if you attempt to reach out with a positive phone call first 

so that the first time you talk to [the parent], it isn’t about something negative. When concerning 

behavior does happen, you’ve already built a strong foundation and relationship with the parent 

so they can trust you and support you when you need them.” While Patricia, like the other 

educators, emphasized the importance of an initial personal phone call, all parent participants felt 

personal communication was absent, including Faith, who discussed the importance of personal 

communication stating, “when my child is struggling academically, I want communication to be 

a little more specific so I can better support my child.” Faith shared that, in her view, the 

school’s most frequent form of communication is newsletters, which lacks individualization, 

making it a less helpful form of communication in terms of addressing students’ unique needs.  

While some form of newsletter was sent home weekly or biweekly in all participants’ 

schools, Kira expressed her opinion that newsletters do not “impact student learning and 
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behavior that much.” Parents and students alike expressed a desire for more personalized 

communication. One parent, Rhonda, who was almost in tears due to her frustration regarding 

the lack of personalized communication, shared that she felt like a “crappy mom” because 

outside of newsletters, “[teachers] don’t communicate with me very much other than me 

reaching out and asking questions.” Several parents voiced that they want more “individualized 

communication.” In fact, eight of the 11 parents described the communication they received as 

informal, generalized, and geared toward the entire class.  

Faith, the mother of a fifth-grade student, shared that her child’s teacher sent an email 

with a “schedule of events happening that week, and what they are working on.” Delphine, the 

mother of first and sixth-grade students, added that her son’s teacher sent “updates for the whole 

class, structured around what they’re doing in the classroom.” Teresa, another parent, noted that 

the bulk of school announcements were directed toward the entire class, identifying what the 

class is “working on, what [they’re] doing in social studies, in math, that kind of thing.” Though 

newsletters can provide frequent communication regarding classroom projects, field trips, and 

important dates, alternative forms of communication were mentioned throughout the study as 

being desired. In addition to communication methods, frequency and focus were noted as 

essential to supporting parent-teacher connections, building trust, and supporting students’ 

academic and behavioral success.  

Frequency of Communication 

Ten of the 14 students interviewed shared their desire to have teachers provide better, 

more personalized, and more frequent (daily, weekly, or biweekly) communication with their 

families about their progress and areas of need. When prompted to share why they believe this is 

important, Mina, a fourth-grade student in the Advanced Academic Program (AAP), expressed a 
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desire for her teacher to “share how I’m doing in school.” Hope, another fourth-grade student, 

added that she does not mind if feedback is good or bad; she just wants her parents to know how 

she is doing. A sixth-grade student, Caleb, pleaded for his teacher to communicate with his 

parents, “as regularly as possible,” noting, “any update would be fine.” The eight grades four 

through six students actively identified frequency and personalized information as valuable.   

Conversely, third-grade students or below had a different view on how often parent-

teacher communication should occur. A first-grader named Oliver shared that he would like his 

teacher to communicate with his parents only “two times the whole year.” David, another first-

grade student, stated, “I don’t think about making my teachers say something to my parents.” 

However, parents like Delphine, who has children in both upper and primary levels, shared that 

her first grader’s teacher communicates “once a week,” and she “hardly ever” hears from her 

older child’s teacher but “wishes there was a lot more communication.” Delphine is not alone. 

Lillian, another mother of children in both upper and lower grades, expressed that her younger 

child’s teacher makes contact more frequently than her older child’s teacher, stating, “it would be 

nice to have a little bit more one-on-one time just to update on how my child is doing, rather than 

just getting the report card.” Teresa also emphasized the importance of giving more personal 

academic information and advice, such as the types of books her son should read at home. Along 

these same lines, Delphine wished her older child’s teacher would discuss “what the sixth-grade 

class has been working on, not necessarily each subject but just a rundown of what the students 

are doing every so often to feel more involved.” Another parent, Ulysses, acknowledged this 

disclosing, “it would be great to have some sort of bi-weekly collaboration on how the kids are 

doing, and it wouldn’t even necessarily have to be in-depth, just some sort of scripted sheet that 
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said great week, bad week, etc. along with things that may have flared up.” Like many, Ulysses 

hopes to reinforce or celebrate the child’s work.  

When teachers were questioned about frequency, fifth-grade teachers Kira and Patricia 

described the bulk of communication provided on an “as-needed basis or through the 

newsletter.” Quinna, a first-grade teacher, highlighted the extended amount of communication 

she felt she provides, stating she reached out to parents on “small or big things, it lets [parents] 

know that I am putting enough time into their child.” Many teachers are aware of the desire for 

more communication, such as fourth-grade teacher Shannon who emphasized, “the more insight 

you give to parents about life in the classroom, the less drama or anything you’re going to deal 

with.” Despite this, communication continues to be absent, particularly in the upper grades, even 

though students also identify communication as a need. Shannon, who has been teaching various 

grade levels for 12 years, confirmed, “the amount of communication given throughout the 

[school] year helps to develop a level of trust and confirms we are on the same page in wanting 

to do what is in the best interest of the child.” Alternatively, in the lower grade levels, teachers 

and parents seemed to feel that communication was plentiful, although the students did not seem 

to care, understand, or conceptualize the frequency or desire for consistent parent-teacher 

communication. A father named Mark noted, “I think at my younger child’s age (first grade), the 

level of communication is fine.” He indicated that he believes students in the lower grades 

receive more detailed communication because “[students] need a little more help passing 

information along.” Therefore, he believes there is a discrepancy in the amount of 

communication at the lower grade levels due to the lack of ability for students to communicate 

on their own, whereas the lack of communication in the upper-grade levels is due to the fact that 
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it is assumed students will communicate needed information to their parents. Increasing 

communication at all levels would ultimately help meet the needs of all students. 

Preferred Methods of Communication 

Although increased parent-teacher communication is desired, nine out of fourteen 

students expressed worry, fear, nervousness, or concern when prompted with the phrase “phone 

call” during the word association task. In fact, when fourth-grade student Hope was prompted 

with this phrase, her response was, “in trouble.” Likewise, out of 11 parents who participated in 

the study, six felt worried, nervous, or concerned when they realized they were either being 

contacted or missed a call from the school. Parent Rhonda, who also holds a position of a vice 

principal, divulged, “I get very nervous when I see the school’s name pop up and wonder, ‘What 

are they going to tell me now?’ because the only time the school has ever contacted me was 

when there was an issue.” For both parents and students, phone calls caused the most anxiety. 

All teacher participants in this study expressed some discomfort with phone calls as they were 

perceived as the preferred method for regulating problem behaviors. The importance school 

administration places on positive first phone calls to families at the beginning of the year was 

also emphasized, with teacher Kara proclaiming that she only calls families “because the 

principal told us to” and reiterated, “I don’t like phone calls at all.”  

Most parents preferred an email from the teacher rather than a phone call. Iris proposed 

that a call is more serious, sending an “oh what happened!” reaction and causing “more angst” 

than a text or email. Notes or emails home were preferred by six students in fourth through sixth 

grade. When prompted with “note home” in the word association task, sixth grader Zachary 

immediately responded, “I had a good day at school.” Additionally, Brianna, Caleb, Emma, 

Mina, and Oliver all agreed that notes home usually meant good news. On the other hand, John, 
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Ryan, Tom, and Walter agreed that notes home usually meant bad news. These students 

expressed worry or nervousness when prompted with “note home.”  

Meetings are another method of communication that seems to carry less stress than a 

telephone call. Student Zachary shared that he felt a meeting is “good for communication,” and 

another student, Caleb, agreed, saying, “I think it’s mostly good.” On the other hand, Ryan, a 

first grader, said, “I don’t like that,” while John said, “Yeah, that’s scary.” Overall, students 

indicated that while they preferred more individualized than mass communication, no method is 

a safe method, perhaps due in part to the lack of frequency of communication received outside of 

school newsletters. Parent Mark noted that emails are easier because “they pop up,” and he 

“checks his email all the time,” so it makes getting information more convenient. However, the 

lack of individualized communication makes it difficult to select a preferred method. Parent 

Ulysses said it best, “we’re driving… parents are usually the ones to initiate the email [to the 

teacher] asking about X, Y, and Z.” Without parent initiation, many families feel an absence of 

communication between home and school. 

Facilitation of Communication 

 Communication can be difficult to navigate, particularly when as many as 28 diverse 

students and families are involved. Learning and understanding what type of communication will 

resonate with each family is important. All parents in this study illuminated the importance of 

passing along the information from their child’s teacher to their child (see Table 5 in Appendix 

L). Parents like Yasmine, who has two children, one now in high school, felt that taking a break 

before talking to her child about the conversation with the teacher was necessary. She disclosed 

that she allows time to decompress by “playing video games for a little while,” and after some 

time, she begins the conversation, by saying, “Hey, guess who I got to talk to today?” As 
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facilitators, parents are in charge of when and how to relay information to their children. 

Alternatively, students like Zachary, a sixth grader, shared, “Communication that is kept secret is 

annoying,” as he wants to be a part of the conversation. Likewise, a parent named Mark 

recognized that when he “reaches out to the teacher, usually through an app, [his child] seems 

very concerned.” He added that the child’s concern is not directed toward something that she did, 

but rather a “misinterpretation of communication between his child and himself, as well as 

between him and the teacher.” Nonetheless, Mark reported that his daughter seems “very worried 

that something may get lost or misunderstood along the way.”  

Parent-teacher communication is initiated for a number of reasons, but what parents 

choose to do with that information has various outcomes. Students can feel stressed when 

communication is initiated by either the parent or the school, even if the intent is to offer support. 

In fact, older students expressed a desire to be a part of the conversation. A parent named Iris 

explained that things may need to be kept secret from her children. In speaking about her oldest 

elementary-aged child, she said, “The teacher informally let me know that my son asked to speak 

with a counselor,” this generated a more in-depth conversation than expected with the child’s 

teacher about a difficult situation occurring at home. However, after hearing the information 

from the teacher, she was very cautious about sharing it, deciding to keep it to herself. She 

emphasized that she “did not want to bring it up to her child because [she] didn’t want him to 

lose trust in the teacher.” While parents believe some information is sharable, keeping other 

information to themselves is more beneficial. Another parent, Rhonda, noted that her first-grade 

son has never seen his report card. Ultimately, parents decide what information they feel is 

pertinent to share with their child.  
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Parent Follow-Up 

When teachers communicate with parents, parents determine if they will share the 

information with their child or keep it to themselves. All four teacher participants in this study 

expressed that, some information is shared with the child when they contact parents. All teachers 

also shared instances when parent support and follow-up helped change student misbehavior. 

Quinna, a first-grade teacher, experienced a problematic student who had a pattern of hitting, 

biting, and kicking others, which she described as “really becoming an issue.” She partnered 

with the guidance counselor and the family to devise “other alternatives when he is feeling angry 

or frustrated.” Together, they came up with a plan to create a behavior chart. She was happy to 

report that the parents consistently followed up and said, “parents were implementing a lot of the 

same things at home, giving him rewards for choosing other alternatives rather than using his 

body.” This consistent follow-up at home helped wean the student off a behavior chart and 

eliminated the behaviors after six weeks, which she believes was due to the parent 

“implementing a lot of the same supports at home.”   

Another teacher named Kira had a similar situation with a boy in her fifth-grade class 

who was disruptive. She began by trying to manage the disturbances through redirection or 

prompting him to sit down. After a particularly inappropriate incident, she decided to email his 

parents, who responded with an email saying they would “talk to their kid.” Kira noticed the 

child “flipped a switch,” making improvements, including “being quiet when given directions, 

remaining on task, and becoming more motivated.” She saw an accelerated change in behavior 

after making contact with the child’s parents and attributed it to their follow-up with the child. 

Another fifth-grade teacher named Patricia confessed that if “[the teacher] has a concern about a 
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student’s behavior and [she] reaches out, usually the parent is supportive and follows up at home, 

and as a result, the behavior changes.”  

Shannon, a fourth-grade teacher, attested to changes in behavior due to follow-up from 

the parents. Specifically, she had a “quiet and reserved” student and noted that “while [the 

student] didn’t go out of their way to talk to [the teacher] too much, there were some behavior 

issues.” After calling home, Shannon learned more about the student’s previous relationships 

with his teachers and was able to work with the parents to encourage the student to attend a 

‘lunch bunch’ with Shannon so he could get to know her better. The behavior improved after the 

encouragement from home and the connections at school. Patricia noted the importance of 

sharing “specific behavior” if you want families to address an issue at home rather than saying, 

“[your child] was bad today.” However, Quinna asserted that successful change can only be 

accomplished through parent-teacher communication and parent follow-up with the child, 

emphasizing that “if a student is being taught one thing and at home is permitted to do the bad 

behavior, [teachers are just fighting a double-edged sword.” Thus, parent follow-up and 

consistency at home and school is as critical to changing behavior at school.  

Ten of the 11 parent participants shared that they follow-up at home if a behavioral or 

academic concern arises at school. Rhonda, a parent of a first grader, stressed the importance of 

continuing to emphasize behaviors outside the classroom so the child “understands we’re a 

team” and that school and home are not separate as “[she and the teacher] are there to provide 

support together, which is important for both social-emotional and academic growth.” Faith, a 

parent of a fifth-grade student, identified a behavioral concern regarding her daughter and a few 

other students who were not showing the substitute teacher respect. When Faith heard this, she 

immediately approached the teacher to confirm and followed-up at home to convey to her 
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daughter that “the substitute is a guest teacher in the classroom and should be treated with the 

same respect as the regular teacher.” She shared that there have been no further occurrences 

since the follow-up conversation.  

Alfred divulged a behavioral concern regarding his sixth-grade son, Caleb, who shared 

non-school-related computer documents with other students. While extremely disappointed with 

Caleb’s participation in the activity, Alfred shared that he followed up by talking about what 

happened, “asking Caleb what he was thinking,” and then talking with Caleb about possible 

logical consequences for his behavior. Thus, “[Caleb’s] computer was taken away for a couple of 

days.” While Alfred admitted that Caleb did not do anything inappropriate, he felt Caleb was 

“pushing the limits and wanted to remind him about computer etiquette.” Alfred added that 

Caleb is now aware and understands Alfred is monitoring his computer, and the misbehavior has 

not been repeated. Ulysses, another father of a first and second-grader, discussed the importance 

of “not having a lesson, but sitting down and indirectly reinforcing expected behaviors” to foster 

his daughters’ continued behavioral growth.  

Ulysses, and parents Rhonda, Teresa, and Yasmine, stressed that they begin 

conversations regarding academic or behavioral concerns by asking their child for his or her side 

of what happened. Yasmine, a mother of a sixth-grade student, professed that she wants to 

“figure out what [her] son sees” as well to try to piece together a complete version of what 

happened. Additionally, she tries to make her son a part of the solution by sharing with him 

“what she and the teacher talked about and next steps.” Likewise, Ryan’s mother, Rhonda, 

always makes sure to gather her son’s feelings when she hears of a situation, asking him not only 

what happened but “how he feels about it, what he can learn from it, what he might do 

differently, and he is proud of the way he handled it.” Father Ulysses stressed that while follow-
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up is important, it should occur in a “one-on-one” setting. He also emphasized that when 

addressing a concern, siblings should not become an “audience” as he isn’t out to “embarrass” 

but wants to have a “conversation about what [they] need to work on. By engaging students in 

the solution, parent Faith felt it allowed her daughter to learn to take responsibility while helping 

her change for the better.  

Maladaptive behaviors were not the only suggestions parents shared. Eight of the 11 

parents also identified the importance of follow-up when an academic concern arises. Delphine, 

a mother of first and sixth graders, suggested giving “supplemented homework” or other 

activities to reinforce the needed improvement. Ulysses, a father of a first and second grader, 

verbalized that when he and his children are reading a book, he will “target what they’re working 

on” and “spend time doing math activities aligned with what’s going on in school” to help 

support academic growth and success. Sometimes, academic successes occur, and Iris, a mother 

of a third grader, encourages positive notes to parents, sharing that “we get real excited and 

celebrate!” She also emphasized how “really proud” she is of her son when he receives positive 

feedback. Ulysses also ensures he “celebrates the heck out of a positive phone call” and “reaches 

out to grandparents and others to share in the celebration.” Father Alfred agreed and said he 

prioritizes “reinforcement at home” as a way for his children to continue to feel and demonstrate 

success in school.  

Increased Motivation 

When communication between school and home is followed by home support, students’ 

academic or behavioral growth is more likely to occur. In fact, 11 of the 14 student participants 

confirmed they were more motivated to work harder to improve in the classroom when 

communication occurred. Emma, a sixth-grade student, shared that she feels the most motivated 
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“when [her] teacher tells [her] parents how [she] is doing in school.” Likewise, David, Emma’s 

first-grade brother, and Oliver, another first-grader, reported that when their teacher talks to their 

mothers, it makes them want to learn more. When another student named Ryan was prompted 

with the question of how communication between home and school occurs, he whisper-

screamed, “I want to be better!” Student Mina confirmed this, indicating her motivation 

following parent-teacher communication makes her “work a little harder so [she] can impress 

[her] parents.” While sixth grader, Brianna, shared that communication between teacher and 

parents positively affects her learning and “helps [her] stay motivated and get better,” Grace, a 

fifth-grade student, revealed that she not only wants to “do better” after her teacher 

communicates with her parents, but she also acknowledged knowing she “shouldn’t act like that 

anymore” and seemed committed to “work [her] best to continue to get better.” Caleb, a sixth-

grade student, recognized that receiving feedback and talking about his behavior with his parents 

made him want to do “better in school because [he] does not want his parents to be mad.” 

Similarly, Vanessa, a first-grade student, recalled feedback from her teacher “made [her] learn 

more and helped to keep her focused in school.  

More than 50 percent of parents in this study shared that their children have little to no 

behavior problems. Thus, they receive little to no feedback about how their child is doing in the 

classroom. However, many felt the feedback was important to their child’s learning. Six of the 

11 parents interviewed noted that feedback helped influence their child’s success in school by 

motivating them to do and be better. Of the parents who shared the positive effect feedback had 

on their child’s learning and continued growth, several also worked at their child’s school, which 

they indicated had a positive effect on their relationship with the child’s teacher. Alfred worked 

as a substitute teacher at his child’s school and announced that the feedback he received allowed 
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him to provide “support at home and direct [his child] a little better in terms of what [his child] 

needs to do.” Not only did he specify the vital connection to the child’s development, but he also 

noted it helped “build teamwork and improve the relationship with his child’s teacher.” Faith, a 

mother who also works in the school her child attends, articulated that because she and the 

teacher “talk and communicate,” her child stays focused in school, knowing that “her teacher 

will let [her] know if there are any issues, academically, behaviorally, or socially.” While Mark 

does not work at his child’s school, he also expressed the “positive impact” communication has 

on his child’s success, revealing that the communication with his child’s teacher helps support 

the “learning process.”  

Finally, over half of the teachers participating in the study reported that communication 

with parents influences and motivates the students’ learning progress while helping while 

minimizing behavior issues. Teacher Patricia insisted that “positive behavior shout-outs,” 

especially when it is related to “something the child is trying to improve,” along with “reaching 

out for behavior issues, helps keep the family in the loop” while encouraging positive student 

behavior. Another teacher, Kira, reinforced the parents’ influence on students, noting, “parents 

have a different influence than teachers do on student behavior, and any problem is more likely 

to improve when parents are involved.” However, Kira also vocalized the insignificance of a 

weekly newsletter, muttering that she doesn’t think the weekly newsletter “really impacts the 

students that much.” According to her, individualized “parent involvement” has more “positive 

impact.” Quinna stressed the importance of teachers not only reaching out to share negative 

issues but mixing in positive communication. Overall, the participants shared that consistent 

communication “helped develop a level of trust to let students know parents and teachers are on 
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the same side,” as both focus on “bettering the child.” Teachers and parents can find ways to 

better support student growth and improvement by working together.  

Parent-Teacher Miscommunication 

Ten out of the 14 students reported that the top reason teachers reach out to parents and 

facilitate communication is due to students getting in trouble or displaying “bad behavior.” First 

grader, David, reported using a daily behavior communication chart, sharing that his teacher 

usually talks to his parents about the chart when he “yells at school.” Another student, Emma, 

shared that her teacher contacts her parents when “[she] isn’t paying attention in class or is 

chewing gum.” Both Emma and Zachary, a sixth grader, and Grace and Tom, fifth and fourth 

graders, agreed that most parent-teacher communication occurs as a result of bad behavior, and 

sixth grader, Brianna affirmed that her teacher got so fed up with students talking in class, he 

wrote names on the board, professing, “if your name is still on the board at the end of the day, 

your parents will receive an email.” 

Parents and teachers share the viewpoint that most communication occurs as a result of 

bad behavior. In fact, Patricia, a fifth-grade teacher, declared she “usually contacts families if 

[she] has a problem or concerns with behavior.” Kira, another fifth-grade teacher, identified that 

she makes a lot of positive phone calls in the first quarter of the school year, but as the year 

progresses, her calls to parents mostly occur if “[students] do something negative.” Quinna, a 

first-grade teacher, stressed that communication is made when a negative behavior occurs to 

collaborate with parents to formulate a plan on moving forward. Lillian, a parent, voiced that 

there is “really only communication if there is an issue about something.” Parent Rhonda 

recalled that her son’s teacher was concerned about his academics and suggested he join a “small 

flex group in another classroom for phonics.” Since the conversation and his move, Rhonda 
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reported that she has not received any progress or updates. Now frustrated, Rhonda does not 

know “what the group is, where they are, or what they are doing.” Similarly, another parent, 

Delphine, shared that the only time she “hears from her daughter’s teacher is if her grades are 

slipping,” acknowledging that in that instance, she only receives informal communication to 

“make sure [she] read the note that was sent home because it required [her] signature.” All 

participants agreed that without a string of maladaptive behaviors, communication is haphazard 

or non-existent.  

Parental Initiated Communication  

All 11 parent participants admitted contacting their child’s teacher when they had 

academic concerns or questions. One parent, Delphine, said she “initiated communication” with 

her first-grade son’s teacher due to academic concerns. She shared that she wanted to know “if 

he was behind compared to other students in his class.” Another parent, Lillian, shared that the 

questions she asked her fourth-grade daughter’s teacher were regarding the “little things going 

on in the classroom and homework assignments.” Lillian’s partner, Mark, agreed, sharing that he 

“reached out to [his] daughter’s teacher multiple times about homework assignments or tests.” 

Parent Teresa expressed that she reaches out to the teacher when she is “getting papers back 

showing that [her] son isn’t getting great marks on.” Parent Iris verbalized that she initiated 

communication with her child’s fourth-grade teacher earlier in the school year to “look at his 

scores, to see where he was, determine if he slid back this past summer, and to see if he qualified 

for an IEP.” Likewise, parent Rhonda revealed that she recently reached out to her first-grade 

son’s teacher for information on “when they have their state screening tests.” She confessed that 

she has an advantage because she works in education and has more insight than most about 
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standardized testing, admitting that she “can’t imagine how other parents prepare their kids for 

the tests when they have no information.”  

All four teachers in this study agreed that parents usually contact them with academic 

questions or concerns. Quinna, a first-grade teacher, noted that the beginning of the school year 

is focused “a lot more on academics, and toward the end of the year, there’s more focus on 

behavior. She stressed that parents contact her “all day with little things.” Shannon, a fourth-

grade teacher, shared that parents usually contact her with concerns, “whether it be peer 

relationships or academics” with many families contacting her specifically about math because 

they find it is “too easy” and “want [their child] to be challenged.” Kira, a fifth-grade teacher, 

disclosed that she “hasn’t really had too many parents contact [her] about non-academic stuff.”  

Patricia, another fifth-grade teacher, agreed that parents usually make contact “to follow-up 

about something” but most contact is “usually about grades.” 

The Change of Communication 

Seven of the 11 parents participating in this study acknowledged a change in 

communication as their child advanced to higher grade levels. Rhonda, a first grader’s mother, 

noticed a change from kindergarten to first grade, stating, “Last year, the teacher 

[communicated] all the time.” Delphine, the mother of first and sixth-grade students, shared that 

“the older the child gets, the less communication there is.” Delphine also expressed 

disappointment in declining communications and wished it remained “consistent with all grade 

levels.” She senses that teachers in the upper grades assume students are communicating about 

their day with their parents and adds, “It is not happening.” Another parent named Faith 

described feeling “in the dark” when it comes to her fifth graders’ learning, saying, “Now that 

she is older, there is so much more pressure for testing and things like that, and more 
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communication about academics is necessary.” Parent Iris mentioned that communication 

changes as children advance, and the activities being brought home decrease. Specifically, she 

reported “fewer worksheets and busy work,” making it more difficult for her to see what her 

third grader is learning in school. Parent Ulysses confirmed this, sharing his belief that 

“communication evolves” and should extend beyond primary-aged children. Reflecting on his 

own experience as an educator, he said, “As kids age up, it becomes very academic based,” and 

with information primarily available through school apps, “what a teacher sees from your kid, 

good or bad, day-to-day it fades, even though it is still important.”  

Two teachers with multi-grade experience confirmed that a change occurs as students 

progress through elementary school. Shannon, who has taught kindergarten through sixth grade, 

noted, “the higher [the grade level], the less communication you tend to see.” Although 

communication “drastically changes after kindergarten,” she disclosed that it continues to 

change, even from fourth to sixth grade. Patricia, who has taught from kindergarten to fifth 

grade, said, “parents are definitely more laid back by the time [the child] hits fifth grade in 

kindergarten, [parents] are much more hands on.” 

Outlier Data and Findings 

This section examines specific outliers that were identified during the individual 

interviews, word association tasks, and focus groups. While many of the participants agreed on a 

slew of aspects, generating the themes in this study, outlier data was identified that did not align 

with the specific themes or research questions. These outliers represent specific groups that 

receive extra or different communication than most.  
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Outlier Finding #1 

Most student, parent, and teacher participants shared the belief that teachers typically 

contact families to discuss disciplinary issues or bad behavior. However, parents of students with 

Individualized Education Programs (IEP) or 504s reported receiving more feedback on student 

academics and progress. One parent, Delphine, reported that communication with her son’s 

teacher was great, emphasizing that they have “open communication, pretty much daily.” 

Although not all of this communication between Delphine and her child’s teacher was direct 

communication, Delphine reported the communication she received was plentiful as her son’s 

teacher “formally reaches out to report on behavior issues [her] son is having in class.” Hanna, 

the parent of a daughter with a 504 plan, shared that the majority of one-on-one communication 

with her daughter’s teacher occurred outside of the initial parent-teacher conference, and because 

her daughter had a 504 plan in place, she received a lot of information via 504-related meetings. 

Iris, the mother of a son with an IEP, shared that due to the IEP, “conversations are more 

structured as opposed to causal discussions in passing or conducted in informal messaging.” She 

reported receiving formal updates on “what we need to focus on” as well as requests to schedule 

a time to come into the classroom. A legally binding document, such as an IEP or 504, sets a 

higher expectation for communication between parents and teachers.  

Additionally, because there are clear and documented deficits in the child’s development, 

parents are more likely to prompt the teacher for updates, while teachers are more compelled to 

provide more frequent progress reports. By creating a 504 plan or IEP, there is an expectation 

that parents and teachers will set goals for the child and work together to achieve them. Thus, 

students with special accommodations, such as an IEP or 504, report receiving more detailed and 

structured information from teachers than those in the general education setting. 
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Outlier Finding #2 

 Five of the 11 parent participants worked in the same school attended by their child. 

Parent study participants who worked in the child’s school reported more positive interactions 

with their child’s teacher. Parent Iris, when prompted with a question regarding a conversation 

with her child’s teacher, immediately responded, “in passing? I talk to my child’s teacher often, 

but it’s usually pretty informal.” Parents like Iris who have children attending the same school 

where they work are more likely to meet informally and talk with their child’s teacher in the 

hallway, cafeteria, or break rooms, allowing not only more access to their child’s teacher but also 

report receiving more positive feedback from the informal conversations. Iris recalled being 

stopped in the hallway by her child’s teacher, who showed her her son’s writing. Another day the 

teacher stopped her to report that her son “got a four on his test.” These types of positive 

anecdotes are more accessible to parents working in the school. Delphine had similar 

experiences, reporting she talks to her child’s teacher via email and “sometimes in the hall 

because I work at the school.” Delphine shared that communication with her child’s teacher 

occurs as often as each morning and sometimes several times throughout the day.  

Teresa shared her approval of her child’s teacher as she not only receives monthly 

newsletters with updates from the teacher, but she also reported receiving “probably more 

information” than his peers as she “sees [her child’s] teacher all the time, so communication is at 

least weekly just because [she’s] there.” In fact, in one of Teresa’s recent interactions, her child’s 

teacher shared a story her son had written and shared how impressed she was by his story and 

drawings. Teresa recalled the teacher saying, “[your son] is creative and imaginative” and noted 

that the impromptu conversations with the teacher were usually positive. Impromptu 

communication between parents and teachers due to the fact that they work in the same building 
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is not only more frequent, but they also have easier, more convenient access to feedback. 

Additionally, most of the school-employed parents reported a more positive view of parent-

teacher communication as well as a stronger relationship due to spending more time together. 

Thus, parents’ proximity and accessibility to teachers were seen as an outlier in communication 

due to the increased frequency and quality of communication. 

Research Question Responses  

This section provides responses to the research questions which were designed to explore 

student perspectives on parent-teacher communication. Responses were obtained directly from 

the three data collection methods. The central research questions and the two sub-questions 

responses directly address the purpose of this study, providing better insight into the perceived 

role of parent-teacher communication on student motivation. 

Central Research Question 

How do parent-teacher relationships motivate students? Strong parent-teacher 

relationships help students show more respect, engagement, and motivation in the classroom and 

become more aware of the teacher’s limits and expectations. Many of the student participants in 

this study shared that when communication occurred between parents and teachers, students 

were more motivated to work harder in the classroom and had a stronger desire to learn. Students 

who experienced behavioral concerns shared that they were less likely to repeat the unwanted 

behavior if parents and teachers engaged in conversation about the behavior. Additionally, when 

parent-teacher communication occurred, students reported a better understanding of both parent 

and teacher expectations. When parent-teacher communication occurs, parents and teachers are 

more likely to report positive feelings toward the teacher. Lack of parent-teacher communication 

can adversely affect how students communicate with teachers. Therefore, parents and teachers 
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should commit to frequent communication and student feedback as generally, students want to 

do well in school, and affirmation and understanding expectations can go a long way to 

improving student performance in school.  

Sub-Question One 

How does a met or not met basic need dictate the motivational outcomes of students? The 

goal of this question was to capture whether parent-teacher communication meets the needs of 

students and, ultimately, if it impacts their perceptions of school. Student study participants 

described negative feelings toward parent-teacher communication, specifically, increased levels 

of anxiety and stress when parent-teacher communication occurs, whether via phone call, text 

message, email, or other communication mechanism. Other than addressing behavioral concerns 

or issues, communication is lacking, increasing students’ negative perceptions of school. Some 

student responses regarding phone calls were surprising. For example, John, a third grader, said 

he felt “worried” when his teacher contacted his parents. Hope, a fourth grader, reported that the 

phone signaled she was “in trouble,” and a sixth grader named Emma communicated that phone 

calls were “nerve wracking.” Walter, a second grader, made a scared face when prompted with 

the words “report card,” and students, such as third grader John, became visibly frustrated, 

sharing, “I do not like report cards!” Mina, a fourth grader, expressed nervousness about 

receiving a report card, and Ryan, a first grader, said “mad.”  

While there were some positive responses, the majority of students also expressed a 

desire and need for more parent-teacher communication. Brianna, a sixth grader, requested 

communication as frequently as every “two weeks,” while another sixth grader named Zachary 

suggested communication be “once a week.” A younger first-grade participant, Vanessa, said 

communication between parents and teachers should be “a lot!” Caleb, a sixth grader, suggested 
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it be “as regular as possible,” adding “any update would be good.” Additionally, students 

stressed the positive impact communication has on their motivation in school. Caleb also stated 

that more parent-teacher communication would motivate him “to do better in school.” Emma, 

another sixth grader, and Mina, a fourth grader, also emphasized that communication between 

teachers and parents would make them feel more motivated. Zachary commented that parent-

teacher communication affects his learning because his mother “knows what [he’s] doing in 

school.” Students viewed the current level of communication between parents and teachers as 

insufficient; therefore, their learning needs are not currently being met.    

Although students’ needs are not necessarily being met in terms of the frequency of 

communication between parents and teachers, students did feel teachers were meeting their 

needs in the classroom. Students responded very positively when prompted with a question about 

what they liked most about their teacher. Most responses were similar to first grader Ryan, and 

fourth grader Hope, who shared that their teachers were nice. Other responses included “kind,” 

“funny,” “respectful,” and “forgiving.” Likewise, when prompted with the word “school,” 

students responded positively, both in their tone of voice and their response. Specifically, Mina, 

a fourth grader, and John, a third grader, both excitedly said “teachers” were their favorite part of 

school, while sixth grader, Zachary, said “reading.” Ryan, a first grader, said, “learning.” 

Students have a positive view about their classes, teachers, and school. The adjectives describing 

teachers and the positive views about the school show that teachers meet students’ individual 

needs inside the classroom.   

Sub-Question Two 

How do elementary school students perceive the role of parents and teachers in their 

motivation to learn? Student participants shared their desire to have parents and teachers engage 
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in personal and frequent communication regarding their learning progress. Most students 

interviewed for this study identified consistent teacher and parent communication as a 

motivational factor. Mina confirmed that parent-teacher communication makes her “work a little 

harder so [she] can impress [her] parents.” Likewise, Caleb, a sixth-grade student, acknowledged 

that when his teacher talked to his parents, he was motivated to “do better in school because [he] 

does not want his parents to be mad.” Thus, students internalize how parents engage in the 

learning process and are eager to please them. This demonstrates that when teachers and parents 

work together, student motivation increases.  

While many student study participants desired daily communication updates, others 

indicated weekly or bi-weekly would be preferred. Students in upper-grade levels pleaded to 

have their teachers reach out to their parents more frequently to provide personal updates, noting 

it would be valuable to their learning. Student participants also expressed a desire for parents to 

hear how students are doing from teachers, including their struggles and successes. Most shared 

that any update would help their learning and continued education. While older students felt 

parent-teacher engagement played an active role in their learning, conversely, many of the 

students in lower grades did not share the same conviction. This could be for two reasons: 1) 

they do not yet have a solid understanding of time and were unable to share an accurate 

representation of the frequency of parent-teacher communication, or 2) they lacked experience 

comparing the benefits or results of frequent vs. infrequent parent-teacher communication. Either 

way, both upper and lower-graded students felt parents and teachers played a strong role in their 

learning.    
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Summary 

Chapter Four provided descriptions of each student, parent, and teacher study participant, 

discussed the three data collection methods used, and described the themes identified in the data 

analysis as well as how the themes supported the research question and sub-questions. Using a 

multiple case study approach, data were collected from 14 student interviews and a word 

association task. Eleven parents and four teachers participated in individual interviews, with 

parents also taking part in focus groups. The data was analyzed and triangulated to identify 

relevant and reoccurring themes and sub-themes with three main themes emerging: (a) methods 

of communication, (b) facilitation of communication, and (c) parent-teacher miscommunication. 

Using the three themes as a framework, the experiences of students, parents, and teachers were 

described in detail in narrative form in the results section of this chapter.  

The data collected through this study addressed the central research question and two 

sub-questions. Student participants identified a variety of communication methods; however, 

they perceived communication as primarily following misconduct or unwanted behavior. Due to 

a lack of communication outside of reporting and bad behavior, students’ perceptions regarding 

the ability of teachers to meet their needs outside of the classroom were negative. However, 

students had a positive attitude toward their teachers inside the classroom. Students recognized 

parent-teacher communication as a motivator when it was timely, balanced, and more frequent. 

Student participants shared a stronger desire to learn more, improve their focus, and modify their 

behavior if parent-teacher communication was present, personal, and frequent (weekly or bi-

weekly). Overall, student participants expressed a desire to change the type of frequency of 

parent-teacher communication to more effectively support their learning, progress, and success 

in school.   
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CHAPTER FIVE: CONCLUSION 

Overview 

The purpose of this multiple case study was to understand parent-teacher communication 

and its role in motivating elementary school students. The data analyzed in this study were 

collected from 14 student interviews and word association tasks, eleven parent and four teacher 

interviews, and two parent focus groups. This chapter will discuss the study’s findings and 

themes developed in Chapter Four through the lens of the supporting theoretical frameworks and 

relevant literature reviewed in Chapter Two. This chapter also includes an interpretation of the 

findings, followed by the implications for policy and practice, and the theoretical and empirical 

implications of the study. Finally, this section concludes with the limitations, delimitations, and 

recommendations for future research.   

Discussion  

This study examined the experiences of 14 students enrolled in first through sixth grades 

and 11 of their parents, and four teacher participants who currently teach first through sixth 

grade. Data were gathered using individual student, parent, and teacher interviews, a student 

word association task, and parent focus groups. The research in this study was guided by 

Epstein’s (1995) theory of parental involvement and Maslow’s (1943) theory of human 

motivation. The data collected were manually transcribed by the researcher, allowing for analysis 

and the identification of themes and sub-themes to emerge. The data from each participant group 

and collection method were then triangulated to corroborate information collected from the 

multiple data sources, allowing for findings to be supported or contradicted by the various sub-

groups through multiple sources of evidence. Three key themes emerged that identify the role 
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parent-teacher communication plays in motivating elementary school students: (a) method of 

communication, (b) facilitation of communication, and (c) parent-teacher miscommunication.  

Interpretation of Findings 

 This multiple case study was directed by one research question and two sub-questions. 

The themes discovered during data analysis were used to interpret the study’s findings and 

consider the means, frequency, and purpose of parent-teacher communication. The results of this 

study identified several weaknesses and misunderstandings regarding parent-teacher 

communication across all participant groups. The impact of parent-teacher communication on 

student motivation seen in this study may be generalizable to the larger portion of the United 

States. If left unaddressed, it will continue to affect student learning and motivation as well as 

parent-teacher trust and collaboration. Implementing more frequent teacher-initiated 

individualized, one-on-one communication with families is necessary to combat students’ 

negative perceptions of parent-teacher communication and to build trust, work ethic, and a 

positive mindset among all stakeholders.   

Summary of Thematic Findings 

 This multiple case study included 29 participants: 14 students, 11 parents, and 4 teachers. 

The findings collected from each participant group were analyzed and triangulated to reveal 

three major themes: (a) method of communication, (b) facilitation of communication, and (c) 

miscommunication between parents and teachers. Interpretations of these thematic findings are 

explored below.  

The Current State of Communication. Students, parents, and teachers identified a 

number of strategies for effective parent-teacher communication, including frequent emails, 

telephone calls, text messages, apps, daily reports or communication charts, parent-teacher 
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conferences, handwritten notes, report cards, and informal meetings. Various communication 

methods reinforce the teacher’s desire to help and support students (Nathans & Revelle, 2013). 

However, study participants reported that only a few communication methods were utilized on a 

somewhat consistent and continuous basis. In establishing parent-teacher communication and 

building trust, a positive phone call was reported most frequently as the initial method of 

communication between the teacher and parents, which encourages truthful conversations and 

engagement opportunities regarding children’s performance (Ren & Fan, 2021). Establishing 

communication by identifying positive behavior can result in a desire by parents to support 

teachers. Unfortunately, all study participants reported that after the initial call, phone calls were 

utilized mainly to report negative student behavior. Furthermore, exchanges between parents and 

teachers were reportedly shorter after the first call, often occurring “on the fly” and on the 

teacher’s schedule. “Drop-in” calls, while considered a source of information, often caught 

parents off guard and were viewed as one-way conversations with the educator sharing 

knowledge but offering little to no opportunity for parents to share their thoughts, negating the 

ability for parents and teachers to collaborate (Hadley & Rouse, 2018). Unannounced, quick 

communication was most often associated with reporting behavioral concerns, leading to 

increased negative emotions by parents and students. In fact, student participants reported worry, 

nervousness, and concern when their family received a phone call from a teacher as it was 

frequently the method used to report that a student was “in trouble.” Unfortunately, due to the 

lack of positive teacher-initiated interactions, parents and students did not view any method of 

communication as “safe.” In short, all student participants reported some form of anxiety and 

angst when the teacher initiated any communication.  
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The lack of positive, supportive teacher-initiated communication with parents can foster 

negative student views of parent-teacher communication. In fact, upper-level students, 

specifically in fourth through sixth grade, verbalized a desire and need for more frequent teacher-

provided updates on a daily, weekly, or biweekly basis. Levinthal et al. (2021) noted the 

importance of predictability and consistent flow in parent-teacher communication, and it was 

clear that student study participants desired predictability and consistency. Students shared a 

desire to engage their parents in their learning, wanting them to hear how they were doing. While 

the assumption is that parent-teacher communication decreases when students are in upper 

grades because students have better-developed verbal skills, it should not be assumed that 

students want to be responsible for reporting their progress. In fact, it is common practice for 

kindergarten through second-grade teachers to communicate with parents more often than when 

students are in the upper-grade levels. Holmes et al. (2020) stressed the importance of proactive 

and supportive parent-teacher communication at all levels to help support students’ individual 

needs and better prepare them for the future. The need for upper-grade students to receive 

frequent updates demonstrates that there is room for improvement by educators.  

Although there are various methods for conveying both positive and negative 

communication, study participants noted that the format that carried the least amount of 

discomfort or concern was emails or notes sent home. While phone calls carry a negative 

connotation, often leaving parents questioning what they should do or what happens next, emails 

or notes were viewed more positively as they were often clearer than a phone call and provided 

an easier way to respond. Additionally, students had mostly positive emotions towards emails or 

notes, expressing that they typically provided some good information. Parents had more 

confidence in their ability to understand what was being conveyed via email, finding this method 
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easier to access and containing more useful information. Likewise, teacher participants prefer 

emails as they reported that phone calls made them uncomfortable. Parent participants cited 

newsletters as the most common method of communication. However, they vocalized that this 

format yielded no personalized communication (Olmstead, 2013), and while they appreciate the 

effort and some of the information, this communication method does not carry the same 

positivity as an individualized email (Thompson et al., 2015).  

Overall, frequent and more personalized communication is desired by both parents and 

students. Myende and Nhlumayo (2020) disclosed that a lack of communication harms parent-

teacher trust. One parent participant cried while expressing her frustration with how little she 

knows about what goes on in her child’s school day. The absence of communication not only 

impacts parents but also creates negative emotions for students. By encouraging a variety of 

communication methods, a partnership between home and school can be strengthened (Goldman 

et al., 2019), and with more consistent communication, the facilitation of students’ needs and the 

quality of education can be improved (Chen & Lin, 2022). Increasing parent-teacher 

communication not only leads to enhanced student support, it enables higher levels of 

engagement in the learning process by both parents and students in the learning process which 

supports students’ continuous growth.   

Suggestions for Parent Follow-Up. With up to 28 students in a classroom, a teacher’s 

ability to communicate with families can be challenging. However, when behavioral concerns 

arise and teachers struggle to manage unwanted behavior, they often contact parents to solicit 

home support. In fact, all of the teachers in this study experienced a positive change in student 

behavior after contacting families with a specific request for help. Sylaj and Sylaj (2020) 

emphasized that communication effectiveness is influenced by both how and what is being 



130 
 

 
 

communicated, highlighting that there is a proper way to deliver information to ensure two-way 

communication and ensure families are part of the solution. Most teachers in this study reported 

partnering with parents to create a plan, including at-home reinforcement and support. Parent 

inclusion in behavior modification is useful as students may behave differently depending on 

who is endorsing the behavior (Cheng et al., 2017).  

Parents participating in this study also recognized the importance of knowing about 

behavioral concerns in the classroom. Aouad and Bento (2020) suggest that in the absence of 

communication, parents will not know what is truly happening inside the classroom and are 

unable to support and reinforce changes at home. Parents in this study stressed the need to know 

when a concern occurs so they can help change the undesired behavior. Various types of 

unwanted behaviors were discussed during this study, including misuse of a computer and 

disrespecting a substitute teacher. When the teachers involved approached the parents, they 

reported feeling completely supported as the parents had conversations with the students and 

implemented consequences. Behavioral growth can be promoted by working together toward a 

common goal, setting consistent behavioral expectations, and providing common language 

between home and school (Strickland-Cohen & Kyzar, 2019). On the other hand, parents 

stressed that not only was the follow-up from the teacher important, but providing an opportunity 

for one-on-one discussions with students was also necessary. One parent advised against having 

siblings as an audience for the conversation.  

Many parents not only witnessed a notable positive behavior change at school when 

parent-teacher communication increased, but behavior between home and school was also more 

consistent, even though parents may not have seen the negative behavior at home. One parent 

shared that his child demonstrated behaviors at home that were not seen at school and vice versa. 
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Cheng et al. (2017) acknowledged that conditions between home and school vary, leading 

children to behave differently in each environment. By engaging in open communication, parents 

have the ability to reinforce consistent messages to help change the undesired behavior, even 

when the behavior is not seen at home.  

Parent participants stressed the importance of feedback and follow-up in correcting 

negative behaviors, but they also emphasized the significance of knowing when a positive 

behavior occurs. One parent shared that he celebrates when a positive report is received, calling 

family and friends to share the good news, especially if it is something that the child was 

working to improve. Kim and Lee (2019) divulged that providing positive verbal feedback can 

significantly impact a student’s emotional response and self-efficacy. Parents and students noted 

the pride and excitement students feel when positive communication is made, sharing that it 

increases student motivation and happiness. Parent participants acknowledge their sense of pride 

as well as an appreciation for the teacher for sharing the student’s accomplishments and progress 

on assigned activities (Levinthal et al., 2021). Sharing positive and negative information enables 

parents to support their child, gain greater insight into their child’s school day, and help them 

reinforce expectations with the child.  

How to Bridge the Gap Between Parents and Teachers. Parents-teacher 

miscommunication is prevalent in this study. As previously shared, parents most often receive 

communication if there is an issue or concern with their child. In today’s academic environment, 

families are more likely to be invited to communicate with the school when their support is 

needed or when negative feedback is given (Levinthal et al., 2021) rather than for routine check-

ins, to convey updates, or to provide positive feedback. Many parents interviewed for this study 

stressed their frustration with this issue. One parent pointed out that she received a call when her 
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child struggled and needed to participate in a reading group outside of the classroom. However, 

beyond that, she was never provided with any updates about her child’s progress in the group or 

what the group was doing. The only bit of information received was regarding the issue itself, 

with no follow-up reports. The one-sided communication parents experience, which occurs 

primarily through teacher-initiated phone calls, negates any partnership or collaboration between 

parents and the school (Jigyel et al., 2018). While this type of communication is more convenient 

and less work for teachers, parents in the study expressed a desire for more detailed, personal, 

and positive information.   

All parent participants in this study admitted to contacting their child’s teacher with 

questions due to a lack of specific information and a desire to learn more about their child’s 

progress. Parents expressed that they were less concerned with their child’s behavior and more 

concerned about how their child compared academically and socio-emotionally with peers. 

While both parents and teachers identified weekly or bi-weekly newsletters as the primary 

method of sharing updates and general information, the type of desired interaction would not 

only better support the child, it would provide opportunities to build relationships and 

collaboration in the learning process and create a sense of teamwork to support the child’s 

continued growth (Ang et al., 2019).  

Given the type of parent-teacher communication received, parents in the study felt left 

out of their child’s education and described themselves as reactive rather than proactive. By 

increasing the level of conversation between parents and teachers, both gain valuable 

information and solutions for various issues (Aouad & Bento, 2020). One parent participant 

highlighted that he was driving any conversation with the teacher, and without initiating it, he 

would not know anything going on inside his child’s classroom. Another parent shared the 
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feeling of being “in the dark” with her child’s individual learning and progress. With increased 

dialogue and collaboration, not only could educators enhance their professional authority, but 

parents could also strengthen their sense of parental competence (Harpaz and Grinshtain, 2020).  

Additionally, all four teachers participating in the study cited the frequency with which 

parents check-in regarding students’ grades and academics. One teacher acknowledged that when 

teachers include families in their child’s learning process, it keeps parents at ease. When teachers 

develop a strong communicative relationship with families, everyone involved benefits (Smith et 

al., 2022), and students receive consistent expectations both in and outside school.  

Supporting the Motivation of Students. Parent-teacher communication was identified 

as a motivator to work harder by 11 of the 14 student participants. Any feedback seems to 

motivate students as it provides more focused discussions centered on the child’s holistic 

development (Jigyel et al., 2018). Student participants, specifically in the upper grades, identified 

the desire to do better if or when their teacher talks to their parents. This motivation may stem 

from their previous encounters and the praise they receive at home. Castro et al. (2015) 

emphasized the impact that parental involvement has on student achievement. When feedback 

was given to parents, who relayed the child’s accomplishments to their child, students cited 

feeling proud, acknowledging having a better understanding of what was expected, and reported 

they wanted to work harder the next day. When positive parent-teacher communication occurs, it 

increases student achievement outcomes (Nathans & Revelle, 2013). The desire to work harder 

when communication is relayed is due to parental follow-up at home and the support and 

reinforcement parents provide, which drives a desire for the child to want to do better. Over half 

the teachers in the study emphasized the importance of positive behavior “shout-outs” as they 

help support students’ continuous growth. Although developing and maintaining parent-teacher 
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partnerships may be difficult, deep and personal discussions lead to improved student outcomes 

(Erdreich, 2020). When communication is prevalent, especially with students in the upper 

grades, students see these positive outcomes and feel stronger parent reinforcement, which 

motivates them to work harder, and with the motivation to continue to do well, the cycle can 

continue.  

Even when communication is initiated due to a behavior problem, students in the study 

still expressed their motivation to work harder and be better. Goldman et al. (2019) stressed the 

importance of school-home relationships and the need for information to be passed back and 

forth as it leads to decreased off-task behaviors in the classroom. One student pointed out that 

when his parents received a negative phone call, he was able to understand the unwanted 

behavior and worked to be better so his parents would be proud of him. Another student shared 

that she wanted to do better so her parents would not be upset. Parent-teacher conversations and 

the follow-up communication with the child after a behavioral concern occurs seem to help 

motivate students not to repeat the behavior because they do not want their parents to be upset or 

because they want to make them proud. Woods et al. (2017) opined that if educators view 

parents as child “experts,” not only is parental input better utilized, but teachers will also feel 

more satisfied in terms of their insight into students’ needs. Communication allowing for parents 

to be a part of the solution also provides the teacher with a better understanding of the whole 

child and results in teachers and parents working together to find a solution.  

This study had a large number of student participants who were children of parents who 

worked at the school the students attended. While two of the student participants emphasized 

their ability to stay out of trouble, the students who had a parent at the school seemed very 

motivated to work hard, perhaps due to the frequent updates the parents working at the school 
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received. All of the parents working at the school reported frequent and plentiful updates from 

their child’s teacher, sharing that they had ample opportunity before, during, and after school to 

meet with their child’s teacher. Due to regular access, the parents could ask questions, and some 

parents reported that their child’s teacher stopped them in the hallway to report how the child did 

that day. The children of parents working at the school seemed particularly motivated as they 

were aware that their teacher checked in frequently with their parents. Frequent and consistent 

communication between parents and teachers can increase positive attitudes about school and 

demonstrate to students the support parental involvement provides (Erdreich, 2020). Consistent 

parent-teacher communication makes students more motivated to work hard and earn positive 

feedback. Overall, parent-teacher communication is a powerful tool that can be used to support 

student success and motivation (Erdreich, 2020). 

Implications for Policy or Practice 

 The results of this multiple case study revealed the experiences and perceptions of first 

through sixth-grade students, their parents, and first through sixth-grade teachers throughout 

Virginia. The findings contain implications for future practices and theoretical and 

methodological implications for various stakeholders in education. This section highlights those 

implications in light of the results that emerged from this study.  

Previous research explores the perceptions of parents and teachers concerning parent-

teacher communication; however, students’ perceptions of parent-teacher communication and the 

role it plays in student motivation are absent (Ang et al., 2019; Goldman et al., 2019; Smith, 

2020). The findings of this study confirmed the need for more frequent and consistent parent-

teacher communication, especially in the upper levels of elementary schools. Students, 

specifically in upper grades, view their parents as having an important role in their learning and 
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growth. While parents of students in lower grade levels receive more communication, both 

informal and formal, the upper-grade students report a huge desire for their parents to know more 

about their learning, choices, and behaviors. One way to ensure that teachers regularly 

communicate with parents is to encourage them to make contact once or twice per month and to 

keep a record or log. Not only will regular communication enhance parental involvement, but it 

will also reduce stress and anxiety levels when a call or message is received by the family while 

increasing student motivation.  

When teachers contact parents one or two times a month, multiple methods of 

communication are recommended to help reduce stress, anxiety, and frustration often 

experienced by students and parents. There are many ways for teachers to communicate with 

families conveniently. For example, emails can be used to discuss behavioral concerns to ensure 

the information is relayed clearly and to articulate suggested follow on actions, and a phone call 

can be used to relay positive news as it usually results in fewer questions and requires less 

follow-up. An app or text message can be used to share both positive and negative behavior that 

occurred during a given school day. Additionally, in the first two weeks of each school year, all 

teachers should make it a goal to contact parents with positive news updates as it shows that the 

teacher is dedicated and committed to the child’s individual needs while building trust and 

stronger partnerships between teachers and parents. Initiating a positive communication shout-

out early in the school year shows parents that the teacher sees the good in their child, so if the 

teacher later reaches out for support, the parent is more likely to respond in a helpful manner. 

After the initial call, updates or check-ins can be done in a number of ways, including phone 

calls, emails, pictures with blurbs, or messages through an app. Any update will keep parents 
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involved in their child’s learning while lessening the likelihood of conflicts between parents and 

teachers when an issue does occur.  

 Another finding from the study was related to parent follow-up. Whether the 

communication is positive or negative, follow-up allows parents to be present and feel a part of 

their child’s learning journey. Additionally, parents can implement and reinforce the same 

behavior modifications and expectations at home so students have consistent expectations both in 

and outside school. Follow-ups between parents and their children should be done in a private 

setting rather than with siblings, other family members, or friends as an audience. This leads to 

more honest discussion and reduces the potential embarrassment for the child, and increases the 

likelihood that the behavior will be altered.    

Theoretical and Empirical Implications 

The findings in this multiple case study revealed the experiences of first through sixth-

grade students from seven different elementary schools located in Virginia. The study revealed 

ramifications for policy and practice, along with theoretical and empirical implications for 

educators, school administration, and parents. This section discusses the theoretical and 

empirical implications that emerged from this study.  

Theoretical Implications 

The theoretical frameworks, Epstein’s (1995) theory of parental involvement and 

Maslow’s (1943) theory of human motivation, guided this multiple case study and were critical 

in understanding student, parent, and teacher perceptions regarding the role parent-teacher 

communication plays in motivating elementary school students. While parent and teacher 

perceptions of their communication and its role in student success are present in the literature, 

students’ perceptions of the role parent-teacher communication plays in their motivation is 
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absent. The triangulated perceptions of student, parent, and teacher perceptions were viewed 

through the lens of the theoretical frameworks, highlighting the implications of lack of parental 

involvement and how communication can increase student motivation in school.  

Epstein’s (1995) Theory of Parental Involvement. Epstein’s (1995) theory of parental 

involvement includes six traits to increase partnerships between schools and families while 

fostering higher levels of student success. This study uncovers the importance of four of the six 

traits, which include 1) parenting or helping families develop skills to establish a supportive 

home environment, 2) communicating or establishing two-way communication regarding 

student’s progress in school and home, 3) volunteering or recruiting and organizing parental help 

and support, 4) learning at home or helping students at home with homework and other 

curriculum-related activities, 5) decision-making or including parents in school decisions, and 6) 

collaboration with community or integrating resources and services from the community to 

strengthen school programs (Ihmeideh et al., 2018).  

The first trait, parenting, includes helping families develop skills to establish a supportive 

home environment, and the second trait, communicating, focuses on establishing two-way 

communication regarding students’ progress in school and at home (Ihmeideh et al., 2018). The 

results of this study uncovered the importance of frequent, personal parent-teacher 

communication, follow-up at home, and parent engagement in their child’s learning. Parent 

participants identified the importance of hearing frequent positive, negative, and general 

information from the teacher to help celebrate, reinforce, and support students at home. The 

conversations are not only based on just one communication method but require many modes of 

communication as well as the exchange of information to support student growth, parental 

involvement, and trust, all important elements in developing positive relationships between 
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parents and teachers. Epstein (2001) noted that positive relationships between parents and 

teachers is necessary for student success in school and life (Ihmeideh et al., 2018). According to 

student, parent and teacher participants, routine engagement in back-and-forth communication is 

currently missing. Additionally, all participants viewed communication as mostly negative, 

which spurred negative emotional responses and, over time, can reduce self-efficacy in students 

(Kim & Lee, 2019). By improving parent-teacher communication, the first and second tier of 

Epstein’s (1995) theory of parental involvement, parenting and communication can be supported 

to increase parental involvement and student success.  

The fourth trait, learning at home, was another missing pillar in Epstein’s (1995) theory 

of parental involvement, according to student and parent study participants. Although homework 

was not something that student participants desired, the communication between parents and 

teachers was not viewed by students as sufficient, and they expressed a desire for parents to be 

kept updated and informed, so their parents had enough background information to foster 

increased dialogue with students. Parent participants agreed that an increase in communication 

would be helpful as it would aid them in supporting student progress at home. The absence of 

parental involvement can also have detrimental effects on student progress (Paul et al., 2021). 

While the data gathered indicates this pillar is being supported through newsletters, this was 

considered to be a passive means of communication, and more formal, individualized 

communication was desired. In fact, all participants mentioned weekly, biweekly, or monthly 

newsletters as the main communication method used by schools to communicate concepts 

students currently use in school (in Language Arts, Math, Science, and Social Studies). While 

viewed as necessary, it lacks personalization. One suggestion to reinforce this pillar would be to 

use newsletters to provide “how to’s” to reinforce concepts, such as math, while aiding parents in 
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increased engagement in student learning. This would help parents stimulate conversations with 

their children while reinforcing the parental involvement pillar.   

Finally, the decision-making trait was evident in this study through the high number of 

parents currently teaching at their child’s school. When prompted to make decisions, they can 

consider not only their class of students but also their child, allowing them to play key leadership 

roles within the school community. The study revealed that in addition to serving as teachers, 

some parents served as team leads, mentors, PTA activists, and military coordinators. Epstein 

(1995) stressed that when overlapping spheres of influence and tailored practices to meet specific 

needs are employed, students are more likely to receive consistent messages about the 

importance of school while improving their understanding of the impact of hard work, helping 

others, and continuing education. When students see parents as critical leaders and decision-

makers in the school, they are more likely to be aware of the importance of hard work and desire 

to emulate that work ethic. Implementing the six involvement types can help parents engage in 

their children’s learning while fostering student success (Epstein, 1995).  

Maslow’s (1943) Theory of Human Motivation. Maslow’s (1943) Theory of Human 

Motivation enforces the importance of addressing the whole child, including his/her development 

in and outside the school setting. Maslow presents human needs in a hierarchy with five clusters 

of needs: physiological, safety, love and sense of belonging, esteem, and self-actualization 

(Winston, 2016). Due to the location of the schools in this study and the participants’ current 

economic status, student participants did not experience an absence of the physiological needs 

required for homeostasis and sustainment of daily life such as food, clothing, and shelter 

(Crandall et al., 2020).  
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It was apparent that many students in this study were teetering between the second and 

third tiers of Maslow’s hierarchy: safety and sense of belonging. Safety needs reflect a safe 

environment, personal security, employment, health, and a reliable being in one’s life, while 

belongingness includes the need for attachment and a sense of connection with a person or group 

(Crandell et al., 2020). Although student participants are still in elementary school and do not 

have jobs, their safety needs were based on having someone reliable in their life. While they 

have their parents and teachers, they must work together to create consistency across their home 

and school settings. Consistent parent-teacher communication can help address each student’s 

needs (Griffith and Slade, 2018) in and outside school. Student study participants aspired for 

parents and teachers to communicate and connect with one another, allowing both reliability and 

consistency. Teachers must consider students’ desires when mapping success (Tchitchinadze, 

2020), recognizing missing needs to support students’ continued growth.  

On the other hand, student participants shared that communication between parents and 

teachers was sufficient, and thus they were building a sense of belonging. Not only did students 

want to increase parent-teacher communication, but they also wanted both parents and teachers 

to be proud of them. They desired to show their parents and teachers that they were working 

hard. Tchitchinadze (2020) stressed the importance of understanding how students are inspired 

and how Maslow’s hierarchy motivates them, thus generating the need for more frequent parent-

teacher communication while helping students achieve the next two tiers, esteem, which cannot 

be achieved unless the lower tier needs are minimally met (Crandall et al., 2020), and self-

actualization which allows students to evolve and grow (Taormina and Gao, 2013). The absence 

of lower-level needs may hinder motivation in other areas as the energy and focus are on meeting 

ungratified needs (Crandell et al., 2020). With 8 of the 14 student study participants in the upper-
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grade levels, it is imperative that changes are made to foster continued growth in students, 

allowing them to prosper and advance in Maslow’s hierarchy.  

Empirical Implications 

This research provides information useful to educators, parents, administrators, and key 

stakeholders who work with elementary school students. Empirically, this research expands on 

the currently limited data regarding students’ perceptions of parent-teacher communication while 

allowing for the triangulated perspectives of parents, teachers, and students regarding the 

perceived role of parent-teacher communication on student motivation. Triangulation allows for 

various aspects of parent-teacher communication to be compiled and compared, supporting a 

deeper understanding of students’ academic success and motivation (Ang et al., 2019).  

Previous research has focused on identifying the importance of differences and 

similarities in parent and teacher expectations to facilitate an effective partnership (Rattenborg et 

al., 2019), uncovering the mutual trust that occurs when parents and teachers engage in truthful 

evaluations of a child’s performance (Ren & Fan, 2021). This study reveals the need for more in-

depth and personalized communication, specifically to students in the upper levels of elementary 

school, as communication typically decreases as the workload increases. The study also unveils 

the criticality of increased frequency of parent-teacher communication in supporting student 

motivation. A consistent co-caring relationship provides frequent positive messages about the 

child’s behavioral expectations and capabilities (Lang et al., 2020). The increase in 

communication yields the integration of a multitude of methods to facilitate parent-teacher 

communication, as no one communication method works best in all circumstances. Finally, the 

study unveils the importance of communicating not only for negative behavior, but also for 

positive. Increased and more frequent communication places parents at ease and involved in their 
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child’s education and increases student motivation and efforts to work harder. Increased diversity 

of communication, specifically with a mix of positive and constructive communication, leads to 

an increase in student achievement (Nathans & Revelle, 2013), caused by an increase in 

motivation.  

Limitations  

While both student and parent participants were plentiful, teacher participants proved 

difficult to recruit. Therefore, this study’s first limitation is the limited viewpoint of only four 

teachers whose experience was limited to three grade levels up to fourth grade. With the lack of 

teacher participants, this study provides no data regarding teachers’ perceptions of the frequency 

of parent-teacher communication in grades two, three, and six. Additionally, teacher participants 

were limited to general educators, excluding teachers in special education as well as resource 

teachers, counselors, and other positions. While this helped keep the data focused on classroom 

teachers’ perceptions of parent-teacher communication, the findings may not apply to the larger 

education occupation.  

Another limitation of this study was the fact that five of the parent participants also held a 

position at the school their child attends. With almost half of the parent participants doubling as a 

coworker of their child’s teacher, this increased opportunities for both formal and informal 

communication compared to parent participants not employed at their child’s school. Parents not 

serving as teachers reported less parent-teacher communication, skewing the study findings as 

data from parents employed at their child’s school received more information due to their 

proximity and access to teachers.  

The final limitation of the study was parent participation in focus groups. Due to time 

constraints, not all parent participants could attend a focus group. While four parents attended the 
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first in-person focus group session, and five participated in the second virtual focus group, some 

parents were unavailable even though three alternate in-person focus group dates were offered. 

Additionally, the online forum of the second focus group limited the fluidity of the focus group 

session, requiring parent participants to raise their hand in Teams, and some comments may not 

have been shared as the format was not conducive to expanding or clarifying one another’s 

comments.  This limitation resulted in less discussion by the second focus group and may not 

have yielded all of the participants’ true feelings, especially if they were unwilling or reluctant to 

speak up or raise their hands.   

Delimitations 

Delimitations helped refine the study and expand on the understanding perspectives 

regarding the role that parent-teacher communication plays in motivating elementary school 

students. In preparing for this multiple case study, the plan was to identify student-parent-teacher 

groups and triangulate the differing perspectives from each participant group. Specifically, how 

parent-teacher communication given and received was interpreted by students in second through 

sixth grade, their parents, and their teacher. However, due to a lack of participation from Keeko 

County, Virginia’s Krab Elementary School staff members, it was not possible to compare how 

the three groups interpreted parent-teacher communication. As a result, the recruitment method 

changed to social media, specifically Facebook, resulting in more generalized responses due to 

an expanded pool of participants from multiple schools, counties, and grade levels. Because the 

teachers interviewed were from a broader set of schools in Virginia and did not have the student 

participants in their specific class, the findings are more generalizable to the larger population.  

Offering participation to first through sixth-grade students from several different 

elementary schools resulted in a more diverse population of participants. For instance, of the 14 
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student participants, four received Special Education services, two were enrolled in the 

Advanced Academic Program (AAP), and one had a 504 plan in place. Additionally, having 

student participants from different schools and settings presented an opportunity for a number of 

different grade levels to participate, including four sixth-grade students, one fifth-grader, three 

fourth-graders, one third-grader, one second-grader, and four first-grade students. Not only did 

this offer grader insight into how communication is perceived at different grade levels, but the 

diversity of the student participants also allowed the study to be more representative of a general 

student population.  

Recommendations for Future Research 

While this multiple case study provided meaningful insight into the perceptions of first 

through sixth-grade students, their parents, and teachers, additional research is needed to 

improve the educational practices regarding parent-teacher communication. With extensive 

research centered around parent and teacher perceptions of parent-teacher communication, there 

was a need to better understand students’ perspectives. This study shows educators how 

conducting frequent, personalized communication not only increases motivation but also 

enhances parent follow-up at home. However, there are still gaps in the literature regarding 

teacher perceptions and widening the pool to include teachers of the student participants would 

help triangulate the experiences of the three participant groups based on shared experiences.  

Purposely selecting participants with varied ethnicities and homogeneous demographic 

backgrounds, such as students of families of divorce, would offer valuable insight into how home 

life and diverse backgrounds influence the perceptions of parent-teacher communication’s role in 

student motivation. Educational stakeholders at all levels and from a variety of locations would 
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benefit from understanding their students’ viewpoints as it would prepare them for enhancing 

communication with a more diverse group of families.   

Conclusion  

This multiple case study enhanced the research focused on parent-teacher communication 

and the role it plays in motivating students in elementary school. The research for this study was 

gathered by interviewing 14 students in grades one through six, 11 of their parents, and 4 first 

through sixth-grade teachers. Students also completed a word association task while parent 

participants engaged in focus groups. Using Epstein’s (1995) theory of parental involvement, 

along with Maslow’s (1943) theory of human motivation, I examined student, parent, and teacher 

perspectives on the role parent-teacher communication plays in motivating students in 

elementary school. The findings suggest that parent-teacher communication plays a significant 

role in motivating students. By increasing the frequency of parent-teacher communication, 

sharing both positive and negative communication, using varying methods of communication, 

and ensuring parents follow up at home, students will feel more motivated in school and receive 

increased support for continuous growth.  
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March 24, 2023  

 

Brittany Powers  

Sharon Farrell  

 

Re: IRB Approval - IRB-FY22-23-928 Understanding the Role of Parent-Teacher 

Communication in Motivating Elementary School Students: A Case Study  

 

Dear Brittany Powers, Sharon Farrell,  

 

We are pleased to inform you that your study has been approved by the Liberty University 

Institutional Review Board (IRB). This approval is extended to you for one year from the 

following date: March 24, 2023. If you need to make changes to the methodology as it pertains 

to human subjects, you must submit a modification to the IRB. Modifications can be completed 

through your Cayuse IRB account.  

 

Your study falls under the expedited review category (45 CFR 46.110), which is applicable to 

specific, minimal risk studies and minor changes to approved studies for the following reason(s):  

 

7. Research on individual or group characteristics or behavior (including, but not limited to, 

research on perception, cognition, motivation, identity, language, communication, cultural 

beliefs or practices, and social behavior) or research employing survey, interview, oral history, 

focus group, program evaluation, human factors evaluation, or quality assurance methodologies.  

 

Your stamped consent form(s) and final versions of your study documents can be found under 

the Attachments tab within the Submission Details section of your study on Cayuse IRB. Your 

stamped consent form(s) should be copied and used to gain the consent of your research 

participants. If you plan to provide your consent information electronically, the contents of the 

attached consent document(s) should be made available without alteration.  

 

Thank you for your cooperation with the IRB, and we wish you well with your research project.  

 

Sincerely,  

 

G. Michele Baker, MA, CIP  

Administrative Chair of Institutional Research  

Research Ethics Office 
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Appendix B:Xxxx County IRB Letter of Acceptance 

Brittany, 

 

Your request to conduct the study “Understanding the Role of Parent-Teacher Communication in 

Motivating Elementary School Students: A Case Study” has been approved by the Xxxx County 

Public Schools (XXXX) Administrative Office.  Please note that approval by the central office 

does not guarantee participation by XXXX staff or families.  In addition, keep in mind the 

following guidelines: 

• The principal has approved the research, but you must contact her to arrange a schedule 

for recruiting the teachers. 

• Teacher interviews should not be held during contract hours. 

 

As a courtesy to XXXX and the participants in your research, we ask that you provide a copy of 

your study and subsequent findings to the Research Office. 

 

Let me know if you have any questions about the approval. 

 

Good luck with your project. 

 

Regards, 

Chad 

 

Chad T. Green, MPA, PMP 

Research Office 

Xxxx County Public Schools 
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Appendix C: Letter to Teachers 

Dear Prospective Participant, 

As a graduate student in the School of the School of Education at Liberty University, I am 

conducting research as part of the requirements for a Doctor of Education degree. The purpose 

this multiple case study is to understand parent-teacher communication and its role in motivating 

elementary school students, and I am writing to invite eligible participants to join my study.  

 

Teacher participants must be currently teaching 2nd grade to 5th grade at Xxxx Elementary 

School. Following your acceptance, I will need your support in recruiting a student-parent dyad. 

I will supply you with a drafted flyer that you will send to parents in your weekly 

communication folder requesting their participation. Following the consent of yourself, as well 

as the student-parent dyad, you will be asked to participate in an individual interview. The 

interview will be audio- and video-recorded, lasting up to 20 minutes. Names and other 

identifying information will be requested as part of this study, but the information will remain 

confidential. 

             

To participate, please reach out to me via email at XXXX@liberty.edu for more information or 

to schedule an interview.  

 

A consent document is attached to this email. The consent document contains additional 

information about my research. If you choose to participate, you will need to sign the consent 

document and return it to me at the time of the interview.   

 

Sincerely, 

 

Brittany Powers 

XXXX@liberty.edu  

Kindergarten Teacher 

Xxxxxxxx Elementary School 
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Appendix D: IRB Modification 

 
April 20, 2023  

 

Brittany Powers  

Sharon Farrell  

 

Re: Modification - IRB-FY22-23-928 Understanding the Role of Parent-Teacher 

Communication in Motivating Elementary School Students: A Case Study  

 

Dear Brittany Powers, Sharon Farrell,  

 

The Liberty University Institutional Review Board (IRB) has rendered the decision below for 

IRB-FY22-23-928 Understanding the Role of Parent-Teacher Communication in Motivating 

Elementary School Students: A Case Study.  

 

Decision: Approved  

 

Your request to make the following changes to your study has been approved:  

1. Use social media instead of email and a flyer to recruit participants. 

2. Change your participants from second to fifth-grade teachers, students, and students’ 

parents to first to sixth-grade teachers, students, and students’ parents. 

3. No longer have a designated official from your study site identify individuals who meet 

your study criteria and contact them by email. Instead, list your participant criteria in 

your recruitment and consent documents and not utilize additional screening procedures. 

4. Increase the expected time for your study procedures from 20 to 30 minutes for the parent 

and teacher interviews and 30 to 45 minutes for the parents' focus group.  

5. Conduct your study procedures in participants’ homes and public locations. 

Thank you for submitting your revised study documents for our review and documentation. Your 

revised, stamped consent form and final versions of your study documents can be found under 

the Attachments tab within the Submission Details section of your study in Cayuse IRB. Your 

stamped consent form should be copied and used to gain the consent of your research 

participants. If you plan to provide your consent information electronically, the contents of the 

attached consent document should be made available without alteration.  

 

Thank you for complying with the IRB’s requirements for making changes to your approved 

study. Please do not hesitate to contact us with any questions. We wish you well as you continue 

with your research.  

 

Sincerely,  
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G. Michele Baker, PhD, CIP  

Administrative Chair  
Research Ethics Office 
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Appendix E: Facebook Request Letter/Approval Suggestion Letter 

XXXXXXXXXX 

Xxxxxxx//Xxxxxxxx/Xxxxxxxx Community Group Administrator 

  

Dear Xxxxxx Xxxxx, 

  

As a graduate student in the School of Education at Liberty University, I am conducting research 

as part of the requirements for a Doctor of Education degree. The title of my research project is 

“Understanding the Role of Parent-Teacher Communication in Motivating Elementary School 

Students: A Case Study” and the purpose this multiple case study is to understand parent-teacher 

communication and its role in motivating elementary school students.  

  

I am writing to you to request your permission to utilize the membership of 

Xxxxxxx/Xxxxxx/Xxxxxxxx Community group to recruit participants for research. Participants 

will be presented with informed consent information prior to participating. Taking part in this 

study in completely voluntary, participants are welcome to discontinue participation at any time, 

and participants’ identities will be protected using pseudonyms. Teacher participants will be 

asked to participate in individual interviews, lasting no longer than 30 minutes. Parent 

participants will be asked to participate in individual interviews, lasting no longer than 30 

minutes, as well as a focus group, lasting up to 45 minutes. It is anticipated that between one and 

three focus groups will be required, based on the number of parents and teachers participating. 

Student participants will be interviewed and will complete a word association task, which will 

take a total of 30 minutes. All sessions will be audio-and video- recorded. The collected data will 

be analyzed and used to answer the following research questions: 

  

• How do parent-teacher relationships motivate elementary students? 

• How does a met or not met basic need dictate the motivational outcomes of students? 

• How do elementary school students perceive the role of parents and teachers in their motivation 

to learn? 

  

Thank you for considering my request. If you choose to grant permission, please respond with a 

signed statement by email to XXXX@liberty.edu or respond to this personal message. An 

example of permission is below. 

  

Sincerely, 

Brittany Powers 

Primary Researcher 

  

 

 

Dear Ms. Powers, 

  

After careful review of your research proposal entitled Understanding the Role of Parent-Teacher 

Communication in Motivating Elementary School Students: A Case Study, I have decided to 
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grant you permission to contact members of the Xxxxxxx/Xxxxxx/Xxxxxxxx Community group 

and invite them to participate in your study. 

  

Please check the box below. 

  

X  I grant permission for Brittany Powers to contact members of the Herndon/Reston/Sterling 

Community group, inviting them to participate in her research study. 

  

  

Sincerely, 

  

_________________________________________                           ________ 

Official’s NameDate 

  

 

Administrator 

Official’s Title 

  

_________________________________________ 

Official’s Organization 
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Appendix G: Recruitment Flyer for Facebook 

Teacher, Parent, and Student Participants Needed: I am conducting research as part of the 

requirements for a Doctor of Education degree at Liberty University. The purpose of my study is 

to understand parent-teacher communication and its role in motivating elementary 

school students. 

 

To participate, you must meet one of the following criteria. Participants must: 

• Be a licensed elementary school teacher in grades 1-6 

• Have a child currently enrolled in elementary school, specifically in grades 1-6  

 

Eligible teacher participants will be asked to participate in a one-time in-person, audio-and 

video-recorded interview that will take no longer than 30 minutes. 

 

Eligible parent participants will be asked to do the following: 

1. Allow the researcher to conduct an audio- and video-recorded, in-person interview with 

your student and ask them to complete an audio- and video-recorded word association 

task right after the interview. This will take approximately 30 minutes.  

2. Participate in a one-time in-person, audio- and video-recorded interview that will take no 

more than 30 minutes. 

3. Participate in a one-time in-person, audio- and video-recorded focus group that will take 

no more than 45 minutes.  

 

Eligible student participants will be asked to participate in a one time in-person, audio-and video 

recorded interview that will take no longer than 30 minutes. 

 

Participation is voluntary, and participants can withdraw at any time. Pseudonyms will be used to 

protect all identities.  

 

If you would like to participate and believe you meet the criteria listed above, please reach out to 

the researcher via personal message or e-mail at XXXX@liberty.edu. 
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Appendix H: Teacher Consent 

Title of the Project: Understanding the Role of Parent-Teacher Communication in Motivating 

Elementary School Students: A Case Study 

Principal Investigator: Brittany Powers, Doctoral Candidate, School of Education, Liberty 

University 

 

Invitation to be Part of a Research Study 

 

You are invited to participate in a research study. To participate, you must be a current 

elementary school teacher teaching first through sixth grade. Taking part in this research project 

is voluntary. 

 

Please take time to read this entire form and ask questions before deciding whether to take part in 

this research. 

 

What is the study about and why is it being done? 

 

The purpose of this study is to understand parent-teacher communication and its role in 

motivating elementary school students. 

 

What will happen if you take part in this study? 

 

If you agree to be in this study, I will ask you to do the following: 

 

4. Participate in a one-time in-person, audio- and video-recorded interview that will take no 

more than 30 minutes.   

 

How could you or others benefit from this study? 

 

Participants should not expect to receive a direct benefit from taking part in this study.  

 

Benefits to society include a better understanding of educational and emotional influences on 

student success and the role that parent-teacher communication plays in student motivation. 

  

What risks might you experience from being in this study? 

 

The expected risks from participating in this study are minimal, which means they are equal to 

the risks you would encounter in everyday life. 

 

I am a mandatory reporter. During this study, if I receive information about child abuse, child 

neglect, elder abuse, or intent to harm self or others, I will be required to report it to the 

appropriate authorities. 

How will personal information be protected? 
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The records of this study will be kept private. Published reports will not include any information 

that will make it possible to identify a subject. Research records will be stored securely, and only 

the researcher and faculty sponsor will have access to the records.  

 

• Participant responses will be kept confidential by replacing names with pseudonyms. 

• Interviews will be conducted in a location where others will not easily overhear the 

conversation. 

• Data will be stored in a locked drawer that only the researcher has access to when the 

researcher is not using or analyzing the information. All hard copies will be stored 

securely for three years. After three years, all hard copies will be destroyed.  

• Recordings will be stored on the researcher’s personal password-protected device that 

only the researcher has access to. Once the video has been transcribed, the video will be 

secured on the researcher’s personal Google drive and deleted from the iPad 

immediately. After three years, all electronic records will be destroyed.  

 

Is study participation voluntary? 

 

Participation in this study is voluntary. Your decision whether to participate will not affect your 

current or future relations with Liberty University. If you decide to participate, you are free to 

not answer any question or withdraw at any time without affecting those relationships.  

 

What should you do if you decide to withdraw from the study? 

 

If you choose to withdraw from the study, please contact the researcher at the email 

address/phone number included in the next paragraph. You will be withdrawn from the study if 

you do not have at least one participating parent-student dyad or if the parent-student dyad 

chooses to withdraw. Should you choose to withdraw, data collected from you will be destroyed 

immediately and will not be included in this study.  

 

Whom do you contact if you have questions or concerns about the study? 

 

The researcher conducting this study is Brittany Powers. You may ask any questions you have 

now. If you have questions later, you are encouraged to contact her at XXX-XXX-XXXX or at 

XXXX@liberty.edu. You may also contact the researcher’s faculty sponsor, Sharon Farrell, at 

XXXX@liberty.edu. 

 

Whom do you contact if you have questions about your rights as a research participant? 

 

If you have any questions or concerns regarding this study and would like to talk to someone 

other than the researcher, you are encouraged to contact the IRB. Our physical address is 

Institutional Review Board, 1971 University Blvd., Green Hall Ste. 2845, Lynchburg, VA, 

24515; our phone number is 434-592-5530, and our email address is irb@liberty.edu. 

 

Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects 

research will be conducted in an ethical manner as defined and required by federal regulations. 

mailto:irb@liberty.edu
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The topics covered and viewpoints expressed or alluded to by student and faculty researchers 

are those of the researchers and do not necessarily reflect the official policies or positions of 

Liberty University.  

 

Your Consent 

 

By signing this document, you are agreeing to be in this study. Make sure you understand what 

the study is about before you sign. You will be given a copy of this document for your records. 

The researcher will keep a copy with the study records. If you have any questions about the study 

after you sign this document, you can contact the study team using the information provided 

above. 

 

I have read and understood the above information. I have asked questions and have received 

answers. I consent to participate in the study. 

 

 The researcher has my permission to audio- and video-record me as part of my participation 

in this study.  

 

 

____________________________________ 

Printed Subject Name  

 

 

____________________________________ 

Signature & Date 
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Appendix I: Parent Consent 

 

Title of the Project: Understanding the Role of Parent-Teacher Communication in Motivating 

Elementary School Students: A Case Study 

Principal Investigator: Brittany Powers, Doctoral Candidate, School of Education, Liberty 

University 

 

Invitation to be Part of a Research Study 

 

You are invited to participate in a research study. To participate, you must have a child currently 

enrolled in elementary school, specifically first through sixth grade. Taking part in this research 

project is voluntary. 

 

Please take time to read this entire form and ask questions before deciding whether to take part in 

this research. 

 

What is the study about and why is it being done? 

 

The purpose of this study is to understand parent-teacher communication and its role in 

motivating elementary school students. 

 

What will happen if you take part in this study? 

 

If you agree to be in this study, I will ask you to do the following: 

 

5. Allow the researcher to conduct an audio- and video-recorded, in-person interview with 

your student and ask them to complete an audio- and video-recorded word association 

task right after the interview. This will take approximately 30 minutes to complete.  

6. Participate in a one-time in-person, audio- and video-recorded interview that will take no 

more than 30 minutes. 

7. Participate in a one-time in-person, audio- and video-recorded focus group that will take 

no more than 45 minutes.  

 

How could you or others benefit from this study? 

 

Participants should not expect to receive a direct benefit from taking part in this study.  

 

Benefits to society include a better understanding of educational and emotional influences on 

student success and the role that parent-teacher communication plays in student motivation. 

  

What risks might you experience from being in this study? 

 

The expected risks from participating in this study are minimal, which means they are equal to 

the risks you would encounter in everyday life. 
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I am a mandatory reporter. During this study, if I receive information about child abuse, child 

neglect, elder abuse, or intent to harm self or others, I will be required to report it to the 

appropriate authorities. 

How will personal information be protected? 

 

The records of this study will be kept private. Published reports will not include any information 

that will make it possible to identify a subject. Research records will be stored securely, and only 

the researcher and faculty sponsor will have access to the records.  

 

• Participant responses will be kept confidential by replacing names with pseudonyms.  

• Interviews will be conducted in a location where others will not easily overhear the 

conversation. 

• Data will be stored in a locked drawer that only the researcher has access to when the 

researcher is not using or analyzing the information. All hard copies will be stored 

securely for three years. After three years, all hard copies will be destroyed.  

• Recordings will be stored on the researcher’s personal password-protected device that 

only the researcher has access to. Once the video has been transcribed, the video will be 

secured on the researcher’s personal Google drive and deleted from the iPad 

immediately. After three years, all electronic records will be destroyed.  

 

Is study participation voluntary? 

 

Participation in this study is voluntary. Your decision whether to participate will not affect your 

current or future relations with Liberty University. If you decide to participate, you are free to 

not answer any question or withdraw at any time without affecting those relationships.   

 

What should you do if you decide to withdraw from the study? 

 

If you choose to withdraw from the study, please contact the researcher at the email 

address/phone number included in the next paragraph. If you choose to withdraw from the study, 

your child will be withdrawn as well. Should you choose to withdraw, data collected from you, 

apart from focus group data, will be destroyed immediately and will not be included in this 

study. Focus group data will not be destroyed, but your contributions to the focus group will not 

be included in the study if you choose to withdraw.  

 

Whom do you contact if you have questions or concerns about the study? 

 

The researcher conducting this study is Brittany Powers. You may ask any questions you have 

now. If you have questions later, you are encouraged to contact her at XXX-XXX-XXXX or at 

XXXX@liberty.edu. You may also contact the researcher’s faculty sponsor, Dr. Sharon Farrell, 

at XXXX@liberty.edu. 

 

Whom do you contact if you have questions about your rights as a research participant? 
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If you have any questions or concerns regarding this study and would like to talk to someone 

other than the researcher, you are encouraged to contact the IRB. Our physical address is 

Institutional Review Board, 1971 University Blvd., Green Hall Ste. 2845, Lynchburg, VA, 

24515; our phone number is 434-592-5530, and our email address is irb@liberty.edu. 

 

Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects 

research will be conducted in an ethical manner as defined and required by federal regulations. 

The topics covered and viewpoints expressed or alluded to by student and faculty researchers 

are those of the researchers and do not necessarily reflect the official policies or positions of 

Liberty University.  

 

Your Consent 

 

By signing this document, you are agreeing to be in this study. Make sure you understand what 

the study is about before you sign. You will be given a copy of this document for your records. 

The researcher will keep a copy with the study records. If you have any questions about the study 

after you sign this document, you can contact the study team using the information provided 

above. 

 

I have read and understood the above information. I have asked questions and have received 

answers. I consent to participate in the study. 

 

 The researcher has my permission to audio- and video-record me as part of my participation 

in this study.  

 

 

____________________________________ 

Printed Subject Name  

 

 

____________________________________ 

Signature & Date 

 

 

  

mailto:irb@liberty.edu
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Appendix J: Parental Consent of Students 

Title of the Project: Understanding the Role of Parent-Teacher Communication in Motivating 

Elementary School Students: A Case Study 

Principal Investigator: Brittany Powers, Doctoral Candidate, School of Education, Liberty 

University 

 

Invitation to be Part of a Research Study 

 

Your child is invited to participate in a research study. To participate, your child must be 

currently enrolled in first through sixth grade. Taking part in this research project is voluntary. 

 

Please take time to read this entire form and ask questions before deciding whether to allow your 

child to take part in this research project. 

 

What is the study about and why are we doing it? 

 

The purpose of this study is to understand parent-teacher communication and its role in 

motivating elementary school students. 

 

What will participants be asked to do in this study? 

 

If you agree to let your child participate in this study, I will ask them to do the following: 

 

8. Participate in a one-time, in-person, audio- and video-recorded interview that will last 

approximately 15 minutes.  

9. Participate in an audio- and video-recorded word association session after the interview 

that will take no longer than 15 minutes. 

 

How could participants or others benefit from this study? 

 

Participants should not expect to receive a direct benefit from taking part in this study.  

 

Benefits to society include a better understanding of educational and emotional influences on 

student success and the role that parent-teacher communication plays in student motivation. 

 

What risks might participants experience from being in this study? 

 

The expected risks from participating in this study are minimal, which means they are equal to 

the risks your child would encounter in everyday life. 

 

I am a mandatory reporter. During this study, if I receive information about child abuse, child 

neglect, elder abuse, or intent to harm self or others, I will be required to report it to the 

appropriate authorities. 
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How will personal information be protected? 

The records of this study will be kept private. Published reports will not include any information 

that will make it possible to identify a subject. Research records will be stored securely, and only 

the researcher and faculty sponsor will have access to the records.  

 

• Participant responses will be kept confidential by replacing names with pseudonyms. 

• Interviews will be conducted in a location where others will not easily overhear the 

conversation. 

• Data will be stored in a locked drawer that only the researcher has access to when the 

researcher is not using or analyzing the information. All hard copies will be stored 

securely for three years. After three years, all hard copies will be destroyed.  

• Recordings will be stored on the researcher’s personal password-protected device that 

only the researcher has access to. Once the video has been transcribed, the video will be 

secured on the researcher’s personal Google drive and deleted from the iPad 

immediately. After three years, all electronic records will be destroyed.  

 

Is study participation voluntary? 

 

Participation in this study is voluntary. Your decision whether to allow your child to participate 

will not affect your or their current or future relations with Liberty University. If you decide to 

allow your child to participate, they are free to not answer any question or withdraw at any time 

without affecting those relationships.  

 

What should be done if a participant wishes to withdraw from the study? 

 

If you choose to withdraw your child from the study or your child chooses to withdraw, please 

contact the researcher at the email address/phone number included in the next paragraph. If your 

child is withdrawn from the study, you will be withdrawn as well. Should you choose to 

withdraw your child, or should your child choose to withdraw, data collected from your child 

will be destroyed immediately and will not be included in this study.  

 

Whom do you contact if you have questions or concerns about the study? 

 

The researcher conducting this study is Brittany Powers. You may ask any questions you have 

now. If you have questions later, you are encouraged to contact her at XXX-XXX-XXXX or at 

XXXX@liberty.edu. You may also contact the researcher’s faculty sponsor, Dr. Sharon Farrell, 

at XXXX@liberty.edu. 

 

Whom do you contact if you have questions about rights as a research participant? 

 

If you have any questions or concerns regarding this study and would like to talk to someone 

other than the researcher, you are encouraged to contact the IRB. Our physical address is 

Institutional Review Board, 1971 University Blvd., Green Hall Ste. 2845, Lynchburg, VA, 

24515; our phone number is 434-592-5530, and our email address is irb@liberty.edu. 

 

mailto:irb@liberty.edu
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Disclaimer: The Institutional Review Board (IRB) is tasked with ensuring that human subjects 

research will be conducted in an ethical manner as defined and required by federal regulations. 

The topics covered and viewpoints expressed or alluded to by student and faculty researchers 

are those of the researchers and do not necessarily reflect the official policies or positions of 

Liberty University. 

 

Your Consent 

 

By signing this document, you are agreeing to allow your child to be in this study. Make sure 

you understand what the study is about before you sign. You will be given a copy of this 

document for your records. The researcher will keep a copy with the study records.  If you have 

any questions about the study after you sign this document, you can contact the study team using 

the information provided above. 

 

I have read and understood the above information. I have asked questions and have received 

answers. I consent to allow my child to participate in the study. 

 

 The researcher has my permission to audio- and video-record my child as part of his/her 

participation in this study. 

  

 

 

_________________________________________________ 

Printed Child’s/Student’s Name  

 

 

_________________________________________________ 

Parent/Guardian’s Signature            Date 
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Appendix K: Child Assent 

What is the name of the study and who is doing the study?  

The name of the study is Understanding the Role of Parent-Teacher Communication in 

Motivating Elementary School Students: A Case Study, and the person doing the study is 

Brittany Powers.  

 

Why is Ms. Powers doing this study? 

Ms. Powers wants to know if/how communication between your parent and teacher motivates 

you. 

 

Why am I being asked to be in this study? 

You are being asked to be in this study because you are enrolled in first through sixth grade. 

 

If I decide to be in the study, what will happen and how long will it take? 

If you decide to be in this study, you will talk with Ms. Powers for about 25-30 minutes. She will 

ask you questions during one part of the discussion and will play a word association game for the 

second part. During both parts you will share your thoughts and feelings with her. 

 

Do I have to be in this study? 

No, you do not have to be in this study. If you want to be in this study, then tell the researcher. If 

you don’t want to, it’s OK to say no. The researcher will not be angry. You can say yes now and 

change your mind later. It’s up to you.  

 

What if I have a question? 

You can ask questions any time. You can ask now. You can ask later. You can talk to the 

researcher. If you do not understand something, please ask the researcher to explain it to you 

again. 

 

Signing your name below means that you want to be in the study. 

 

 

___________________________________________________ 

Signature of Child/Witness        Date 

 

 

Brittany Powers 

XXXX@liberty.edu 

XXX-XXX-XXXX 

 

Sharon Farrell 

XXXX@liberty.edu  

 

Liberty University Institutional Review Board  

1971 University Blvd, Green Hall 2845, Lynchburg, VA 24515  

irb@liberty.edu 

mailto:irb@liberty.edu
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Appendix L: Theme Development 

Table 4 

                 Key Words/Phrases                                                                   Sub-Themes 

 

Major Theme 1: Method of Communication 

Regularly as possible, daily, weekly, biweekly, as needed, 

more insight, share, any update, individualized 

communication 

Frequency of 

Communication 

  
 

Phone Call: worried, scared, nervous, concerned, in trouble, 

issue, anxiety, serious, angst 

Email: good day, good news, popup, convenient, worry, 

nervousness 

  

Preferred Method of 

Communication 

Table 5 

                 Key Words/Phrases                                                                   Sub-Themes 

 

Major Theme 2: Facilitation of Communication 

Together, partnered, parents implementing same things, 

parents giving rewards, consistent follow-up, flipped a 

switch, change in behavior, consistency, team, support 

together, consequence, reinforcing expected behaviors, 

conversation, supplemented homework, align with school, 

celebrate positive communication  

Parent Follow-Up 

  

 

Teacher tells her parent how she is doing, want to do better, 

work harder, stay motivated, get better, do better, get better, 

focused, support at home, positive impact, parents have a 

different influence, bettering the child  

Increased Motivation 

 

Table 7 

                 Key Words/Phrases                                                                   Sub-Themes 
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Major Theme 3: Parent-Teacher Miscommunication 

Comparable to other students in class, homework 

assignments, reached out to the teacher multiple times, tests, 

see scores, qualified for an IEP, academics, behavior, peer 

relationships, follow-up, grades 

Parents Ask 

  

 

Less communication, it is not happening, in the dark, fewer 

worksheets and busy work, communication evolves, 

academic based, day-to-day fades, less communication in 

higher grades, drastically changes after kindergarten  

The Change of 

Communication 
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Appendix M: Audit Trail 

 

Task Date Completed 

Request to Conduct Study (with other 

required county documents) 

October 27, 2022 

XXXX IRB Approval March 24, 2023 

IRB Approval March 24, 2023 

Teacher Recruitment Email March 29, 2023 

IRB Modification Approval April 20, 2023 

Facebook Request Letters Sent April 20, 2023 

Facebook Approvals Given April 20, 2023 

Facebook Posts Posted April 20, 2023 

Student and Parent Interview Dates April 21, 2023 

April 21, 2023 

April 25, 2023 

April 25, 2023 

April 26, 2023 

April 28, 2023 

May 7, 2023 

May 8, 2023 

May 12, 2023 

May 22, 2023 

Parent Focus Group Dates May 2, 2023 

May 19, 2023 

Teacher Interview Dates April 26, 2023 

April 29, 2023 

May 5, 2023 

May 8, 2023 

 

 


