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Degree: Doctor of Philosophy

Year: 2013

This mixed methods study investigated teacher, parent, and school leader 

perceptions of the impact of parent communications and expectation on teacher practices,

focusing specifically on four categories: grading, communication, instructional, and 

curriculum practices.  Quantitative data were collected through online surveys from 25 

teachers in second through fifth grades, as well as 96 parents of second through fifth-

graders, in five private Jewish day schools located in the Southeastern United States.  

Qualitative data were collected from ten teachers, ten parents, and three school leaders 

who provided interviews, where they elaborated on the nature of parental 

communications and expectations at their own schools and their perceptions of their 

impact on teacher practices.  

The findings indicated that parent communications take place with high 

frequency, and are initiated fairly evenly between parents and teachers.  Parents and
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 teachers differ on their perceptions of negativity of communications, with teachers 

reporting more negative communications than parents.  A t-test was conducted on the 

survey items that corresponded with the four categories to compare parent and teacher 

responses.  There were some statistically significant differences in the perceptions of 

parents and teachers of the impact of particular types of parent communications on 

teacher practices in private Jewish day schools. These included requests for reviews of a 

child's grade or a grade change, as well as requests for changes in the content of 

homework.  However, the qualitative data overwhelmingly indicated that parents and 

teachers have similar perceptions of the impact of parents communications and 

expectations.  They felt that parents occasionally request certain changes, but that these 

changes have minimal impact in the classroom, outside of isolated, individual events.  

The school leaders who participated in the study agreed that, for the most part, the day-

to-day practices of teachers were not greatly impacted by parent communications. 
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Chapter 1

Introduction 

Public schools face many kinds of challenges, including funding issues, finding 

competent staff, and addressing the needs of students.  Compounding this situation are 

accountability issues, where schools are beholden to federal mandates under the No Child

Left Behind Act (NCLB) of 2001.  Large-scale high stakes testing, such as the Florida 

Comprehensive Assessment Test (FCAT), has become the focus of many public school 

teachers' pedagogies, with the goal of increasing students' standardized test scores, thus 

improving their schools' overall rating.  

Teacher accountability in private schools, however, has a completely different 

focus for two main reasons.  First, private schools do not have the same obligations as 

public schools with regard to NCLB and standardized testing.  Many students at private 

schools take some form of norm-referenced standardized exam (Alt & Peter, 2002), such 

as the Stanford Achievement Test or National Assessment of Educational Progress, but 

the tests primarily serve the purpose of informing parents and teachers of a student's 

progress.  Therefore, private schools generally are not held accountable to the public 

based upon the results of high-stakes testing.

Second, private schools often operate on a business model (Ballou, 2001).  There 

is often a pervasive view among private schools that they provide a service (an education)

to clients (the parents who pay tuition).  It is the parents to whom teachers and schools
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are held accountable, but in a more loosely structured manner than with FCAT.  Like any 

business model, in order to attract and retain clients, customer satisfaction must be a 

priority.  

Private school parents are both emotionally and financially invested in their 

children's education.  In the school year 2003-2004, the median highest tuition prices 

ranged from $2,600 to $14,400 (National Center for Education Statistics, n.d.) per year, a 

significant financial investment, particularly if a family sends more than one child.  

Emotional investment takes the form of the process of selecting a school that parents feel 

will meet their needs and their child's needs.  Academic, moral, and religious values often

play a role in the decisions private school parents make when choosing a school 

(Maddaus, 1990).  For parents who select a private Jewish day school, most likely the 

religious philosophy of the school is one that they value and wish to impart to their 

children.  It is important for teachers and administrators to recognize the emotional aspect

of a parent's involvement in the school because it will surely influence how a parent 

interacts with the school and the expectations parents have of teachers and administrators.

 Many studies exist which have attempted to define “parental involvement.”  It 

has been defined in varying terms, from behaviors that parents do at home (Keith et al., 

1993) to the aspirations parents hold for their children (Bloom, 1980).  Epstein and 

Dauber (1991),  Feuerstein (2000) and Hoover-Dempsey and Sandler (1997) defined 

parental involvement to include a variety of activities, including those that were home-

based and those that were school-based.  However, many studies on the subject of 

parental involvement focus on only one or two of the many types of parent involvement 
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practices, making for inconsistent reports on the effects of parental involvement as a 

whole (Fan, 2001).  It is a broad, complex idea that can be approached from many 

different angles. 

Feuerstein (2000), in an empirical study designed to clarify the meaning of 

parental involvement, found nine categories of parental involvement.  These include 

students talk with parents about school, parent contact with school, parent volunteerism, 

parent expectations, parent participation in PTO, parents talk with student about school, 

parents visit school, structure of home learning environment, and parents involved in 

grade placement decisions.  For the purposes of this study, the researcher utilized two of 

Feuerstein's (2000) categories of parental involvement: parent contact with school and 

parent expectations. Parent contact with school includes all types of parent contact with 

schools, and particularly with teachers, including phone calls, emails, texts, personal 

visits to schools, and conferences.  This specific definition was used because this type of 

personal contact directly involves the teacher or classroom and can have more of an 

influence on teachers than parental involvement types that do not directly involve the 

teacher or classroom.  Parent expectations for both students and teachers is a key 

component of understanding the phenomenon of parental involvement in private Jewish 

day schools.

The parental communication actions as discussed in this paper are defined as 

those undertaken by mothers, fathers, or both.  It has frequently been reported that 

mothers tend to be most closely involved in their children's education (Hoover-Dempsey 

& Sandler, 1995).  However, the benefits or detriments that may result from parental 
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involvement will occur regardless of which parent engages in those practices.

Teacher practices are defined as actions taken by a teacher in the context of his or 

her classroom to promote student learning (Darling-Hammond & Bransford, 2005).  This 

broad definition includes classroom management efforts, planning and presentation of 

lessons, conducting assessments, and assigning grades.  Teacher communication with 

parents and administrators regarding student achievement is also included in the 

definition of classroom practices.

Jewish Day Schools

A private Jewish day school is a private school that provides an all-day education 

centered around a dual curriculum of Jewish and secular studies (Schick, 2005).  Some of

these schools divide the academic program into two halves, with one half of the day spent

in secular studies and the other half in religious studies.  This is typical for schools that 

have an Orthodox philosophy, in which over 80% of Jewish day school students were 

enrolled in the 2003-2004 school year (Schick, 2005).  Other schools might offer some 

religious courses within the school day, or integrate religious studies into the secular 

curriculum.  These approaches to Judaic education are more commonly found among the 

other types of day schools, which are distributed among Conservative, Reform, and 

Community schools (Schick, 2005).

 The Jewish day school movement in America was established in the 1700s, and 

has been expanded upon for the purpose of perpetuating Judaism, which requires long-

term study to accomplish (Raab, 2006).  During the heavy immigration periods of the late

1800s and early 1900s, Jewish children of immigrants heavily attended the American 
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public schools, both as a means of acquiring an education and of gaining acceptance into 

American Society (Gartner, 2009).  The day school movement remained small and 

individualized until the late 1920s and 1930s, when several prominent educators opened 

Jewish day schools in an effort to provide a bicultural education to Jewish children 

(American Jewish Historical Society, 1999; Gartner, 2009).  The day school movement 

broadened further after World War II, when families gravitated towards the suburbs and 

were prosperous enough to build and maintain private schools (American Jewish 

Historical Society, 1999; Gartner, 2009).  By that point in time, the desire to integrate into

American society had weakened, allowing Jewish families not to feel that they would be 

socially marginalized if their children did not attend public schools (Burstein, 2007).

During the 2011-2012 school year, there were approximately 83,500 students 

attending a private Jewish day school (Wiener, 2011).  Most schools are based upon one 

of three central movements within Judaism: Orthodox, Conservative, and Reform.  

Families who identify themselves as Orthodox adhere more stringently to the 

commandments brought forth in the Torah, including dietary laws, modest dress, and 

observing the Sabbath.  Reform Jews cling primarily to the culture and ethics of Judaism,

without strong recognition or adherence to Torah laws (Union for Reform Judaism, 

2008).   Conservative Judaism was born of the tension between the Orthodox and Reform

movements (Neusner, 2005).  A Jew who identifies himself as Conservative could 

practice in a manner close to Orthodoxy, close to Reform, or anywhere in between.

Most Jewish day schools are affiliated with a synagogue, a Jewish federation, a 

particular religious movement, or a combination of these (Raab, 2006).  Decision-making
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on policies and educational programs are generally the role of the school leaders and its 

board of directors, and alignment with the affiliated institutions is kept in mind.  The 

board of directors is made up of select parents and community members, who, according 

to Schiff (1992) “are desirous of controlling the affairs of the school and of insuring the 

continuation of its ideological/philosophical foundation” (p. 151).

The 2000 National Jewish Population Survey found that 10% of American Jews 

identify themselves as Orthodox (United Jewish Communities, 2003).  However, more 

than 80% of Jewish day school students attend Orthodox schools (Schick, 2005), which 

are frequently characterized by a dual curriculum, where half of the day is spent learning 

Judaic studies and the other half is spent learning general studies.  This high enrollment 

rate is likely the result of the strong push for dual education in Orthodox communities, as 

well as a higher fertility rate than other Jewish sects (Schick, 2005).  Schick reported a 

birth rate ranging from 3.39 to 6.72 per Orthodox Jewish woman (depending on the level 

of Orthodox observance, with more Orthodox women bearing more children) while 

Conservative and Reform women had a birth rate of less than 2.  Orthodox Judaism also 

has a lower exit and intermarriage rate than other branches of Judaism, which is probably 

a direct result of the virtually mandatory requirement for private Jewish education.  

Judaism is centered around the text of the Torah, so “schools with their planned, 

ordered, and sequential programs are the agencies considered best-equipped to develop 

capabilities for an understanding of the canon” (Ackerman, 1989).  Private Jewish day 

schools offer a Torah education, which is a compelling reason for parents to choose to 

send their children there.  The Jewish academic component of each school can vary, from 
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one Judaic-oriented class per day in less-orthodox schools to a dual curriculum in more 

orthodox schools, where students spend half of the school day in religious studies and 

half in secular studies.  

The Jewish tradition is heavily concentrated on learning sacred and scholarly texts

(Fejgin, 1995).  Youngsters are taught to read these scripts while praying and while 

celebrating holidays (Fejgin, 1995).  This is part of the reason that Jewish students tend to

have high educational and occupational attainment (Burstein, 2007; Chiswick, 1992).  In 

an analysis of Jewish educational attainment for the four postwar time periods through 

1980, Chiswick (1992) noted that American Jews have a substantially higher level of 

schooling than non-Jewish Americans, and that the gap appears to have increased over 

time.  While some of this higher level of schooling can be attributed to geographical 

factors, such as Jews living predominantly in areas with higher schooling levels in 

general, some is also due to their higher levels of parental education.  However, “even 

after adjusting for these factors, the patterns remain (although the differences are reduced 

in magnitude).  Indeed, even where other variables are the same, there has been an 

increase in the Jewish educational advantage from the fathers' to the sons' generation” 

(Chiswick, 1992, p. 90). 

As a means of trying to explain Jewish academic success in America, researchers 

have looked to compare their experiences with those of other immigrant groups.  For 

example, the academic achievements of children of Jewish immigrants to the United 

States were much higher than those of their Italian counterparts in the early twentieth 

century (Zhou & Kim, 2006).  Scholars have several explanations, including the value 
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placed on education by Jews, higher literacy rates, valued industrial skills, more 

familiarity with urban living, and an intention of permanent settlement (Perlmann, 1988; 

Steinberg, 1981).  Jews also brought with them experience with networks, synagogues 

and other institutions, recreating those in the United States, which enabled them to cope 

with adversity and settlement problems (Goldscheider & Zuckerman, 1984).  The value 

that Jews already placed on education was given new direction when Jewish immigrants 

realized that there were significant social and economic rewards directly related to 

academic achievement (Steinberg, 1981).

  As an indicator of the cultural tradition of academic success, the number of 

Jewish Nobel Prize winners is disproportionate to the size of the world's Jewish 

population (Jinfo.org, 2011; The Jewish Magazine, 2006; Berry, 1981).  Between 1901 

and 2010, 181 people of Jewish descent were awarded a Nobel Prize, accounting for 22%

of all recipients, while comprising less than 1% of the world's population (Jinfo.org, 

2011).  Berry (1981), in his analysis of the origins of scientific achievement, found that 

Jewish cultural traditions were strong contributors to the success of Nobel Prize winners, 

much more so than winners with other religious backgrounds.

Lehrer (1999) discussed the importance of human capital to Jewish individuals as 

it pertained to demand for higher overall levels of education.  She conducted an empirical

analysis of data from the 1987-1988 National Survey of Families and Households 

(NSFH) to determine the role religion played in educational attainment. In reviewing the 

literature, she found that Jews tend to have a stronger preference for investments in 

human capital, since it is more portable and transferable than investments in physical 
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capital.  This is a byproduct of historic fears of being forced to emigrate.  Lehrer also 

found that a combination of lower fertility rates among less-observant Jews and a lower 

rate of mothers' employment while children are young indicated that there is a high 

investment in child quality.  This increases the demand for higher levels of formal 

schooling.  All of these factors contributed to the high educational attainment of Jews in 

the NSFH, as compared to members of other major religions in the United States.

Today, with about 83,500 students attending about 297 schools, many schools 

tend to be small.  Almost 40% of Jewish day schools have fewer than 100 students (Raab,

2006).  With a small student body, and a limited society from which to draw more 

students, each student's tuition dollars are essential to maintain the school, which means 

that a few parents can have a large impact.  Day school enrollment has seen modest 

declines over the past four years (Wiener, 2011), due in part to both the economic 

recession and the rise of Hebrew language charter schools, which draw Jewish families 

away from the day schools.  In an effort to maintain or grow enrollment levels and tuition

payments, an atmosphere can exist where school leaders are inclined to accommodate 

parent requests and demands, even those that go against the school's better judgment, and 

mandate that teachers do so as well (Raab, 2006).  This study included private Jewish day

school leaders, teachers, and parents to learn about the nature of parental communication 

in these schools and how they are impacting teacher practices.

A concern about private Jewish day schools is that their teachers and 

administrators are being held accountable by parents.  Many of those parents have no 

professional background in education to form a basis for their judgments. This is the 

9



dominant belief reported by Chavkin and Williams (1987) in their study of school 

administrator and parent perceptions of parent involvement.  They found that a large 

majority of school administrators contended that parents did not have enough training to 

make school decisions, while only a small minority of parents agreed.

This is a situation which manifests itself in numerous ways, touching every aspect

of schooling.  A parent might insist that teachers offer advanced material if they feel that 

their child is gifted.  A teacher may be challenged by a parent over a grade given to a 

student.  A dissatisfied parent may threaten to remove the child from the school if their 

demands are not met.  In today's difficult economic climate, this is no small threat, so 

school leaders might work to accommodate the demands of parents, possibly overriding a

teacher's professional judgment.  

Private school teachers often feel the influence of parents in the classroom on a 

regular basis.  While most school administrations value parental involvement to a degree, 

a school that relies on parents' tuition dollars might allow types of involvement that might

otherwise be considered inappropriate.  This can include school support of parent 

suggestions, even if they are contrary to the teacher's professional judgment, or changing 

grades that have been given by the teacher.  The more invested a parent is, the more 

involved they might become, and teachers may change their practices in either a positive 

or negative way to accommodate this involvement. 

Parent involvement is a complex interaction, with multiple dimensions.  This 

study examined positive and negative aspects of parental communications as seen by the 

participants.  In particular, the relationship between parent communications and 
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expectations in education and teacher practices was explored.

Problem Statement 

It is not uncommon for families of private school children to be affluent and to be 

knowledgeable about the schooling process, making them more comfortable with their 

own involvement (Rich & Rosenak, 1999; Useem, 1992).  Parents with a high 

socioeconomic status tend to be more involved in their children's education than their less

affluent counterparts (Cucchiara & Horvat, 2009; Epstein, 1995; Hoover-Dempsey & 

Sandler, 1995).  These factors allow private Jewish day school parents to be able to be 

involved in the classroom in many ways, including assisting their child's teacher in the 

classroom or volunteering to organize class trips.  However, this use of parents' social, 

cultural, and financial resources can also be used to challenge any teacher practices with 

which a parent disagrees.  When private school teachers regularly operate under a system 

where their judgment can be challenged for any reason, by someone whom the school 

administration feels obligated to please, their classroom practices could be affected.  

Therefore, there may be a relationship between classroom practices and parental 

involvement in private schools.  

Owing to the factors of the client-customer relationship maintained in private 

Jewish day schools, as well as the entitlement many parents feel as a result of their 

financial and emotional investment, parents can become over-involved to the point that 

they negatively affect teacher classroom practices.  Effective teacher practices have a 

direct positive impact on student achievement (Darling-Hammond & Bransford, 2005).  

If teachers are being driven to engage in certain practices for motives other than student 
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achievement, then student learning may suffer as a consequence.

In addition, school reforms are currently driven by calls for accountability 

(Vescio, Ross, & Adams, 2008).  However, when teachers find themselves accountable to

parents, there will naturally be differing standards to which their practices are held.  One 

parent may be satisfied with a teacher's approach towards teaching vocabulary, for 

example, while another parent may take steps to influence the instructor to teach it 

differently.  A teacher needs to be able to exercise his or her pedagogical expertise when 

planning for lessons and activities. 

Parents' motives for involvement in their children's education vary, but they 

generally focus on helping students improve their school performance (Chin, 2000; 

Hoover-Dempsey & Sandler, 1997).  Parents may not be aware, however, of the 

possibility of a negative effect.  Parental involvement can negatively impact student 

achievement or students' sense of self-efficacy (Desimone, 1999; Domina, 2005), and it 

can cause teachers to overlook their professional judgment in terms of classroom 

practices and rely instead on self-preservation practices.   If Jewish day school parents 

perceive, correctly or incorrectly, that there is an element of their child's education that is 

preventing them from accomplishing these goals of improved school performance, it is 

natural that they would feel compelled to act to make changes.  With their singular focus, 

they may not realize how their behaviors may negatively impact teachers. Problems for 

teachers can occur when there is too much parent involvement, which might include 

interference in the daily curriculum and inappropriate challenges to school goals (Lareau,

1987; Rothstein, Carnoy, & Benveniste, 1999).
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In some high-income private schools, teachers feel that their greatest challenge is 

defending their pedagogical decisions against parental demands (Rothstein et al., 1999).  

This is significant for understanding the relationship between parental involvement and 

teacher practices in private schools.  As they plan lessons and assessments, private school

teachers have to consider, along with student-related factors, whether or not the parents 

will take issue with their choices.  Their teaching practices and pedagogical choices will 

reflect the level of parental involvement that exists in their classroom and schools.  

When private Jewish day school teachers are held accountable to parents, who can

influence the school by virtue of their economic power, teachers may come to select 

practices that are not necessarily in the best interests of the student.  In tough economic 

times, the tuition dollar might have more influence than pedagogical content knowledge.  

This can have a profound impact on overall student achievement (Darling-Hammond & 

Bransford, 2005).  

Purpose of Study and Research Questions

The purpose of this study was to examine the relationships between parental 

communications and expectations and teacher practices in private Jewish day schools.  

Therefore, three research questions were addressed:

1.  What is the nature of parent communications currently taking place in private 

Jewish day schools, from the perspectives of teachers, parents, and school 

leaders? 

2.  What are private Jewish day school teachers' perceptions of the impact of 

parent communications on their practices, including curriculum planning, grading 
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practices, instructional practices, and communication practices?

3.  What are private Jewish day school parents' perceptions of the impact of parent

communications on teacher practices, including curriculum planning, grading 

practices, instructional practices, and communication practices, and how do they 

differ from teachers' perceptions?

Significance of Study 

This study is significant because effective teacher practices have a direct positive 

impact on student achievement (Darling-Hammond & Bransford, 2005).  Also, the 

current educational climate is increasingly directed by calls for accountability (Vescio et 

al., 2008).  Teachers in private schools need to be able to engage in the practices 

characteristic of expert teachers, regardless of the bodies to whom they are held 

accountable.  The relationship between classroom practices and parental communication 

needed to be examined in order to determine whether or not teachers in private schools 

are able to fully utilize their expertise for the benefit of student learning.

Role of the Researcher 

My role as the researcher in this study was to collect and interpret data with “an 

emphasis on trustworthiness and authenticity by being balanced, fair, and conscientious 

in taking account of multiple perspectives, multiple interests, and multiple realities” 

(Patton, 2002, p. 575). The qualitative research process included a semistructured 

interview protocol for teachers that would encourage a mutual dialogue between 

researcher and interviewee.  I made an effort to restate the participants' statements and 

positions in order to verify responses with the interviewees.  
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While conducting the interviews, I conscientiously withheld my prior experience 

as a teacher in private Jewish day schools.  During my tenure as teacher, I would often 

take levels of parent involvement into consideration when planning lessons and engaging 

in other teacher practices.  I realized that many other teachers in the schools would do the

same, often to avoid negative confrontations with parents.  These experiences served to 

motivate me to conduct this study.

In my role as a school principal in an independent private school, I regularly used 

my experiential background in private Jewish day schools in order to ensure that the 

teachers in my school could rely on their pedagogical knowledge and content knowledge 

as a foundation for classroom practice choices.  Student needs were also taken into 

consideration.  I took steps to help parents find constructive and meaningful ways to 

become involved in their children's education without interfering with teachers' repertoire

of effective teaching practices.

Theoretical Framework 

The theoretical framework on which this study is built comes from the works of 

Kathleen V. Hoover-Dempsey and Howard M. Sandler (1997), and Annette Lareau (2000,

1987).   Hoover-Dempsey and Sandler conducted a thorough review of literature on 

parent involvement and determined that there are three primary motivations for parents to

become involved in their children's education: parent role construction, parent self-

efficacy, and perceived invitations for involvement. Role construction includes parents' 

beliefs about what they are supposed to do in relation to their children's education and 

educational progress.  Hoover-Dempsey and Sandler indicated that role construction is 
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influenced by principles that guide parents' definition of their parental role, their beliefs 

about child development and raising children, as well as their beliefs about the home-

support roles that parents are supposed to play in their children's education.  When 

considering the parent population of private Jewish day schools, it is likely that these 

beliefs are religiously and culturally influenced as well.

The second motivational factor of parent involvement as noted by Hoover-

Dempsey and Sandler include parents' own self-efficacy as parents and assistants.  

Parents' self-efficacy beliefs support the challenges they decide to undertake, how much 

effort they are willing to put into an educational situation, and the extent of their 

perseverance and persistence in working towards overcoming challenges that arise in a 

situation (Bandura, 1989, as cited in Hoover-Dempsey & Sandler, 1997).  If parents have 

high levels of self-efficacy, they are likely to set higher goals for themselves as parents 

and they will tend to put forth greater effort in the face of perceived challenges related to 

their children's education.  Parents' efficacy beliefs tend to be higher in parents with 

higher educational attainment, which describes much of the parent population of private 

Jewish day schools (Fejgin, 1995).

The third motivational factor is perceived invitations for involvement.  This refers

to perceptions the parents have that they are being invited to participate in their child's 

education in some capacity.  This can manifest itself as a formal requests from the school,

such as a teacher request for parents to assist their child with spelling homework or a 

school-wide invitation for parent volunteers.  Invitations for involvement can also come 

from the students themselves.  Students might request that parents volunteer at school or 
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assist them with a project.  A perceived invitation, according to Hoover-Dempsey and 

Sandler (1997), can motivate a parent to become involved in their child's education.

Social and cultural capital can also provide motivation for parents to become 

involved in their child's education, according to Lareau (2000, 1987).  Lareau conducted 

an ethnographic study of two schools, one of which served a low-income population 

while the other served a more affluent population.  She found that social class position 

and class culture both develop into cultural capital and that parents use this cultural 

capital to help them define their roles in their child's education.  Parents can also use their

capital to influence school decision makers for the benefit of their own child's education, 

with the ultimate goal of transferring their own social and cultural capital to their children

(Cucchiara & Horvat, 2009; Lareau, 2000).  Cultural capital is influenced by social and 

family networks that are available to promote a student's ability to benefit from various 

educational opportunities, which in turn can be influenced by socioeconomic status and 

religion (Lareau 2000, 1987).  

Cultural capital is closely related to Hoover-Dempsey and Sandler's (1997) 

themes of role construction and parent efficacy.  The social and family networks that 

define cultural capital also contribute to a parent's idea of what they are expected to do to 

facilitate their child's education.  In an affluent society, high parent involvement is the 

norm (Cucchiara & Horvat, 2009; Epstein, 1995; Hoover-Dempsey & Sandler, 1995), so 

a parent living in that society would integrate that expectation into their role construction.

A parent's cultural capital can also contribute to parent efficacy, particularly if the parent 

has been academically successful themselves.  Lareau (2000) found that affluent families 
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were visibly more comfortable in the school environment and in their participation than 

their lower socioeconomic counterparts, which was indicative of their higher self-efficacy

as parents.

These established reasons for motivation of parental involvement play an integral 

role in the daily interactions between schools and families.  They provide a foundation for

empirical exploration because they emphasize several reasons that may help explain the 

motivations for parental involvement as seen in private Jewish day schools.  Hoover-

Dempsey and Sandler (1997) identified role construction, perceptions of invitations, and 

parent efficacy as three motivators for parent involvement in their children's education.  

Lareau (2000, 1987) identified cultural capital as an additional motivation that can play a 

role in both role construction and parent efficacy.  

Limitations 

A limitation of this study was that there is a limited number of private Jewish day 

schools in the Southeastern United States, so there was a relatively small sample size.  In 

the 2011-2012 school year, there were 37 schools, ranging from pre-school to high 

school, but only 23 had elementary grades and thus were eligible for this study.  In 

addition, there may have been some reluctance, particularly on the part of school leaders, 

to share information which might put Jews and Jewish education in a negative light.  An 

unwillingness to present Jewish day schools as institutions with problems might have 

caused participants to be reticent when responding to certain questions, or to deliberately 

omit negative information.  

Another limitation of the study was that teachers who completed the surveys 
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might not have been completely truthful.  If a teacher had negative experiences with 

parents, the teacher might have feared that reporting these experiences on a research 

survey will be a threat to their jobs.  The same is the case for school leaders, who may 

have been unlikely to report negatively about the parents who pay tuition at their schools.

The best way to minimize these limitations was to ensure all participants of the 

confidentiality of their responses.

Upon comparison of parent and teacher responses, a limitation to the 

interpretation of the results was that parents are generally reporting from their own, 

singular perspectives while teachers reported with a larger view.  Teacher responses 

incorporated how they view the actions of an entire group of parents from their 

classroom, while an individual parent's response reflects only one person's view.  While 

some responses were statistically different, this limitation can create a challenge while 

interpreting the results.
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Chapter 2

Literature Review 

Family involvement in schools has been touted as an essential component of 

many school improvement plans (Desimone, 1999; Domina, 2005; Epstein, 2005).  

Schools are even required to formulate a parent involvement plan in order to comply with

the No Child Left Behind standards (Epstein, 2005).  However, like any facet of school 

improvement, parent and family involvement is not a one-dimensional concept.  There 

are benefits and drawbacks, as well as varying definitions of what constitutes parental 

involvement.  

The purpose of this study is to examine the relationships between parent 

communications and expectations and teacher practices in private Jewish day schools.  

The research questions served to identify the nature of parent communications that are 

currently taking place, to describe whether and how teachers modify their teaching 

practices in response to this parental involvement, and to compare teachers' and parents' 

perceptions of the impact of parental communications.  

Research on the subject of parent involvement confirms the notion that parental 

involvement in schools is multi-faceted.  This is a dimension of parental involvement that

will be addressed in the literature review, as well as parental involvements' benefits and 

drawbacks for students.  This literature review will discuss the unique phenomena of 

private school education as well as which practices will yield positive results from parent 
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involvement.  The effect of socioeconomics on parental involvement will also be 

examined. 

Types of Parent Involvement

There are numerous different types of behaviors that are classified in the literature

as parental involvement (PI).  Epstein's (1995) typology of six types of parental 

involvement refers to the many directions it can take and is widely cited (Kessler-Sklar, 

& Baker, 2000; Levine-Rasky, 2009; Nzinga-Johnson, Baker, & Aupperlee, 2009; 

Sheldon, 2002).  These forms include parenting, communicating, volunteering, learning 

at home, decision-making, and collaborating with the community.  Within these six types,

a multitude of parent behaviors can be included, and some can fit into more than one 

category.  These include behaviors that are done at home, such as talking with children 

about school and helping children with homework, as well as behaviors that are done at 

school, including meeting with teachers and volunteering in the classroom. 

In a literature review of definitions and dimensions of parental involvement Fan 

(2001) also explored the numerous dimensions of parent involvement.  He found that PI 

was defined throughout the research literature in differing ways, including parental 

aspirations for their children's school success, participation in school activities, 

communication between parents and teachers, and communication between parents and 

children.  Chavkin and Williams (1987) identified seven parent involvement roles and 14 

types of parent involvement activities.  In another study, parental involvement only 

referred to the frequency of parents' participation in 12 types of learning activities done at

home as requested by the teacher (Epstein, 1986).  Clearly, it is being interpreted in many
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different manners, and each way has its supporters and detractors (Chavkin & Williams, 

1987).  

Fan (2001) and Grolnick and Slowiaczek (1994) concluded that the lack of a 

commonly accepted definition of parental involvement hindered the ability of researchers

to effectively synthesize the data collected.  Fan also felt that the data sources of PI were 

inconsistent as well.  Some studies relied on teacher reports, others relied on parent or 

student reports, and the data from the three sources may not be highly related.  For the 

purposes of this study, Hoover-Dempsey and Sandler's (1997) categories of PI were be 

utilized, as they describe broad categories of parent involvement into which a wide 

variety of behaviors will fit.  Home-based activities related to children's learning in 

school, such as helping with homework, discussing the day's events, and contacting the 

teacher, are in one category.  School-based activities are in another category, including 

chaperoning field trips and attending parent-teacher conferences (Hoover-Dempsey & 

Sandler, 1997).

Motivations for Parental Involvement

In examining the roles of mothers and teachers, Katz (1984) noted an important 

aspect of roles that contribute to differing behaviors on the part of parents and teachers.  

She discussed how a teacher is responsible for all the children in his or her class for a 

specified time period, and is generally confined to the school setting.  This enables the 

teacher to have a more objective and rational role, and to use various insights and 

strategies to support each child's learning, driven by professional knowledge.  Mothers, 

on the other hand, are responsible for their own child 24 hours a day, and are thus likely 
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to feel distinct partiality for their own children, and may even demonstrate what can be 

perceived as irrationality in their interactions about their own child.  As Katz pointed out, 

“parents don't want their children to be normal; they want them to be excellent!” (p. 26).  

This can account for parental involvement behaviors in education that might not be in the

best interest of student learning.  

The desire for excellent children can be a byproduct of parents' own success.  

Parents who have experienced economic and educational success often expect to be able 

to pass on this social and cultural capital to their children (Lareau, 1987).  This strong 

desire to see their children attain the same level of success as themselves can drive 

parents to become involved in their children's education. The rich store of social, cultural,

and financial capital also becomes a source from which parents can draw in order to 

influence schools and teachers (Cucchiara & Horvat, 2009, Lareau, 2000).  

Chiswick's (1992) findings can be related to Lareau's (2000; 1987) and 

Cucchiara's and Horvat's (2009) findings on the importance of cultural capital as a 

motivating factor of parent involvement in education.  Parents of students in private 

Jewish day schools have attained high levels of education, which is a type of cultural 

capital.  Educational and occupational attainment are increasing from one generation to 

the next, which indicates that Jewish parents have been successful in transferring their 

capital.  Today's Jewish parents have been the beneficiaries of such actions, and Lareau 

and Cucchiara and Horvat have found that there is still high interest in using and 

transferring cultural capital for the benefit of their children's education. 

Another motivation for parent involvement might be the more affective 
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relationship that parents have with their children.  According to Katz (1984), a teacher 

might use data to drive their decision-making related to teacher practices, while parents 

will rely on more emotional influences.  With an eye on what works best in the group 

setting, a teacher has a lower intensity of affect and a higher level of detachment than a 

parent would (Katz, 1984).  “The mother's emotional investment may enhance the 

likelihood of high-intensity affective responses”  (Katz, 1984, p. 8).  This means that 

when a mother responds to her child's educational progress by becoming more involved 

in their schooling, the mother may take a more individualized focus than the teacher 

would.  Their emotional investment will preclude them from being impartial and focused 

on what's best for the group as a whole.  This study focused on the nature and frequency 

of parental communication behaviors, as well as teacher and parent perceptions of the 

impact of parent involvement.  Motivations for parent involvement play a large role in 

parent behaviors and were included in this study.  

Benefits and Drawbacks of Parental Involvement

The potential benefits of parental involvement in education are well-documented. 

In a review of literature on effects of parent involvement, Flynn and Nolan (2008) found 

that many researchers report that parental involvement results in higher academic 

achievement, better student attendance, better attitudes towards homework and school, 

and higher graduation rates.  Students’ sense of self-efficacy, along with better self-

regulation skills and beliefs about the value of education, can also be byproducts of 

parental involvement in education (Flynn & Nolan, 2008).  Domina (2005) found that 

high levels of parental involvement had a significant effect on reducing the frequency of 
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behavioral problems for certain students.  

Math achievement in particular has been found to be affected by parental 

involvement.  Sheldon and Epstein (2005) surveyed school representatives about family 

involvement attitudes and practices and compared those results to student math scores. In 

their literature review, they reported that many studies had found that parents’ beliefs and 

expectations for their children’s mathematics performance can predict student 

achievement at the elementary and middle school levels.  To support these reports, 

Sheldon and Epstein (2005) found that elementary students showed greater math learning

gains than middle and high school students did, correlating with the level of parental 

involvement at each grade level.  The more parental involvement that occurred, the 

greater the mathematics achievement.  As parental involvement levels dropped as 

students got older, so did the volume of learning gains.

St. George (2010) reported finding several studies that underscored the value of 

parental involvement in literacy performance as well.  St. George’s own study examined 

the impact of parent-teacher partnerships on student literacy achievement.  Through the 

use of increased communication and collaboration between parents and teachers, student 

literacy education was improved.  Epstein and Dauber (1991), in their study of 171 

teachers in elementary and middle schools, found that teachers of English and language 

arts were able to reach greater numbers of parents than teachers of other subject areas.  

The researchers speculated that this might have occurred because many of the language 

arts teachers surveyed managed to develop homework assignments that required student-

parent interaction.  This is a practice that can be adopted by teachers of other subjects as 
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well.

Grolnick and Slowiaczek (1994) examined the relationships between parent 

involvement and positive student outcomes.  They conducted a quantitative study of 302 

middle school students and their teachers to develop an understanding of the processes 

through which parental involvement affects children's development.  Surveys and 

questionnaires were given to students and teachers to report on parent involvement and 

student motivation.  The researchers reported two findings that may serve to explain the 

relationship of parent involvement to positive school outcomes.  One is that children who

are doing well and are confident in school may actually push their parents to become 

involved.   The second is that, when a parent meets with teachers, the parent increases the

likelihood that the school will take an interest in promoting the child's progress.  In 

neither of these findings can it be concluded that parent involvement has a direct 

relationship with positive student outcomes.  In the Grolnick and Slowiaczek study, the 

researchers examined parent involvement at the middle school level.  This study focused 

on PI at the elementary level, in the form of parent communications.

Although there have been numerous benefits of parent involvement cited in the 

research literature, there have been drawbacks found as well.  Desimone (1999) found 

several negative relationships between parental involvement in schools and student 

achievement.  This study examined the effects of multiple types of parental involvement 

across racial, ethnic, and income groups through an analysis of data from the National 

Educational Longitudinal Study of 1988 (NELS:88).  NELS:88 included surveys and 

achievement scores for nearly 25,000 8th grade students, including 12 measures of parent 
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involvement.  Desimone analyzed these parent practices as they affected student grade 

point average and standardized cognitive math and reading scores.

While the results of Desimone's 1999 study were mixed, there were significant 

negative relationships found.  For example, students whose parents checked their 

homework had lower achievement for all three measures.  This was the case across races, 

ethnicities, and income levels.   Desimone also found that grades were more affected by 

parental involvement than were cognitive scores.  This is likely because grading is a 

relatively subjective measure and can be influenced by teacher and student attitudes.  A 

teacher who is in frequent contact with a parent, whether in a positive or negative 

manner, will have their perceptions of the student influenced in some way.  If the parent 

is particularly hostile or otherwise difficult, a teacher might give a higher grade than the 

student deserves in order to placate the parent, according to Desimone, while a cognitive 

test score will be objective and uninfluenced by parent attitudes.

Fan (2001) examined data from the NELS:88 as well, assessing the impact of 

parent involvement practices on students' academic success.  His findings indicated that 

parental involvement has many independent dimensions.  One dimension, parents’ 

educational aspirations for their children, had a consistent positive effect on student 

academic growth.  This was true across all ethnic groups and it had a greater effect than 

socioeconomic status did.  Other dimensions, such as communication and parent 

volunteering, had inconsistent effects, while parent contact with school resulted in 

negative effects on academic growth.  Fan did not specify how the contact was made, but 

he did identify the issues schools were contacted about by parents as academic 
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performance, academic programs, and behavior.

While it was unclear why there were some inconsistent effects, the reasons for the

positive effect of parents' educational aspirations and the negative effect of parent contact

with school were speculated by Fan (2001).  Parents who have high educational 

aspirations for their children would engage them in a multitude of educational and 

enriching activities, beyond the scope of traditional schooling, resulting in higher levels 

of academic achievement.  Lower academic achievement could be related to reports of 

frequent contact with schools when parental involvement is imagined as a two-way 

phenomenon, according to Fan.  Teachers might contact parents to report poor academic 

performance, or parents might initiate communication with the teacher to discuss their 

students' lower levels of achievement.  These dimensions of parental involvement were 

examined in this study.

The frequency of contacts between parents and teachers was the focus of a study 

by Izzo, Weissberg, Kasprow, and Fendrich (1999).  They conducted a longitudinal study 

of 1,205 urban elementary students and used teacher reports of parental involvement to 

determine the relationship of parental involvement to school performance.  They found 

that frequency of contact between parents and teachers has been found to predict negative

classroom behavior outcomes that worsen with greater frequency.  The researchers 

speculated that this negative association was a result of the nature of the teacher-parent 

contacts, which were primarily associated with a student's existing behavior problems.  

They also reported that children's behavior problems are among the most frequent 

reasons for parent-teacher contacts.
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Domina (2005) also found potential drawbacks to parental involvement.  In his 

study, he analyzed longitudinal data from the mother-child sample of the National 

Longitudinal Survey of Youth 1979 in an effort to determine whether stronger 

educational outcomes are being achieved through parental involvement programs.  Many 

inconclusive links between parental involvement and school success were reported.  

However, Domina found that the effectiveness of parental involvement is conditional on 

parental socioeconomic status.  In particular, his findings suggested that the involvement 

activities of socioeconomically lower parents have a “more favorable influence on their 

children's outcomes than do the activities of high-SES parents” (p. 244).  Domina also 

reported a significant negative association between parents’ educational contacts with 

schools and children’s educational outcomes.  Socioeconomic status of parents is one 

factor that was considered in the study of parent involvement and its impact on teacher 

practices in private Jewish day schools.  The nature and frequency of parent-teacher 

contacts were also be included in this study.

Epstein and Dauber (1991) found that elementary teachers reported significantly 

stronger programs of parental support in place than did teachers of upper grades.  Flynn 

and Nolan (2008) surveyed principals of elementary, middle, and high schools and found 

similar results.  The levels of parental involvement declined as students got older.  The 

principals cited teachers’ lack of skill and confidence as primary reasons for this decline.  

Sheldon and Epstein (2005) cited additional reasons that parental involvement in math 

declines in the older grades.  These included increasing complexity of mathematics 

concepts and parents’ lack of training in how to help their children with math.  This  
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study examined parent involvement, in the form of parent communications, in the 

elementary grades, which is earlier than the point where the levels of parental 

involvement have been found to decrease.

Interestingly, the specific parent behavior that has been shown to be related to 

significant negative student outcomes across several studies is parent contact with 

schools (Catsambis, 1998; Desimone, 1999; Domina, 2005; Fan, 2001; Ho & Willms, 

1996; Muller, 1993).  Researchers have offered two possible explanations for this.  One is

that parents might get over-involved to the point that they remove the burden of 

responsibility for learning from the students' shoulders to their own, and thwart students' 

development of independence (Desimone, 1999; Ginsburg & Bronstein, 1993).  A second

possible explanation is that parents tend to become involved when they are contacted by 

the teacher that a student has been performing poorly in school (Desimone, 1999; 

Grolnick & Slowiaczek, 1994).  The student has already demonstrated a negative 

outcome, and the parents become involved as a result. 

   Parent involvement has been associated with both positive and negative 

outcomes, with little consensus among researchers.  While a relationship between 

negative student outcomes and parent contact with schools can be demonstrated, it is not 

always clear in the research literature which one begat the other.  This study examined the

frequency and nature of parent contact with schools. 

Parent Involvement and Teachers

Many teachers welcome parent involvement when a student or class can benefit 

(Anderson & Minke, 2007; Deplanty, Coulter-Kern, & Duchane, 2007).  Many schools 
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are required by educational policies to develop and implement parent involvement 

programs  (Desimone, 1999; Domina, 2005; Epstein, 2005).  Epstein (1995) discussed the

positive effects of schools and families working together.  With frequent interactions, 

students are “more likely to receive common messages from various people about the 

importance of school, of working hard, of thinking creatively, of helping one another, and

of staying in school” (p. 701).  Epstein also points out a widespread misperception that all

parental involvement will result in increased student achievement.  Instead, she stated, 

different practices will have an effect on student test scores while other practices will 

impact student behavior and attitudes.  Epstein also noted that school-family partnerships 

can influence parents' confidence and promote positive school-related interactions with 

their children.  

Anderson and Minke (2007) supported this concept in their study of the 

relationships among parent involvement practices with parents’ role construction, sense 

of efficacy, time and energy demands, and perceptions of specific invitations and 

demands from teachers.  In their study of three elementary schools that served low-

income populations, they found that certain parent involvement practices have an impact 

on parent self-efficacy, particularly those initiated by teachers.  Pryor (1995) also found 

that teacher and school practices can determine the types of parental involvement that 

parents choose.  This study included teachers' roles in parental involvement in private 

Jewish day schools in terms of parent-teacher communications and teacher responses to 

such communication.

In more than one study, the issue of perception has arisen in relation to parental 
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involvement.  Anderson and Minke (2007) conducted a study to examine the 

relationships among four parent variables with parent involvement activities at home and 

at school. The four variables were parents’ role construction, sense of efficacy, time and 

energy demands, and perceptions of specific invitations and demands from teachers.   

Surveys were sent home to the parents at three elementary schools in a large, urban 

school district in the Southwest.  The sample was ethnically diverse and the schools had a

low socioeconomic population.  Survey respondents reported engaging in more 

involvement at home than at school.  The authors reported that parents’ school 

involvement was “at or below the midpoint, whereas parents’ involvement at home was 

well above the midpoint” (p. 318).  For these parents, the ways in which their role 

construction influenced their involvement at home and at school varied according to their

perceptions of being invited to participate.  However, the authors pointed out that a 

disparity existed between teachers' perceptions of parent involvement and parents' 

perceptions of their own involvement, most likely as a result of the parent involvement 

occurring mostly at home.  This study focused on low-income families but this study 

includes mostly high-income families, and parental involvement in the form of 

communication was reported.

Deplanty, Coulter-Kern, and Duchane (2007) found a significant difference 

between teacher perceptions of parent involvement and parent perceptions of their own 

involvement.  The researchers conducted interviews and surveys of teachers, parents, and 

students in a middle school in a midwestern state.  The surveys had two parts, one 

focusing on attitudes about parent involvement and the other on behaviors that 
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exemplified parental involvement.  The researchers found significant differences in the 

perceptions of teachers and students and the perceptions of parents in how frequently 

parents engage in certain positive behaviors.  There seems to be a higher expectation of 

parent involvement on the part of students and teachers, while parents seemed to 

overestimate their own involvement. 

In Table 1, three particular studies are compared.  These studies all serve to 

highlight some frequently overlooked elements of parental involvement, such as 

socioeconomics, role construction, and perceptions of school invitations.  The studies all 

found that there is no single type of parental involvement that can be identified as 

consistently successful for every student.  All three were quantitative studies that relied 

heavily on parent reporting.  The studies clearly pointed out that there are other factors 

that can contribute to the positive or negative outcomes of parental involvement, such as 

parent efficacy, teacher behaviors, and socioeconomics.  These three studies also illustrate

the general research in parental involvement in that there is no agreement among scholars

as to what constitutes parental involvement.

Table 1

Matrix for Analysis of Three Articles on Parental Involvement Motivations and Outcomes

  

Category Article 1 Article 2 Article 3

Citation Domina, T.  (2005).  
Leveling the home 
advantage: Assessing
the effectiveness of 
parental involvement
in elementary 
school. Sociology of 

Education, 78, 233-
249.

Green, C. L., Walker,
J. M. T., Hoover-
Dempsey, K. V., & 
Sandler, H. M. 
(2007).  Parents' 
motivations for 
involvement in 
children's education: 
An empirical test of 

Anderson, K. J., & 
Minke K. M. (2007).
Parent involvement 
in education: Toward
an understanding of 
parents’ decision 
making.  The 

Journal of 

Educational 
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a theoretical model 
of parental 
involvement.  
Journal of 

Educational 

Psychology, 99, 532-
544.

Research, 100, 311-
323.

Research 
questions/hypotheses

The purpose was to 
investigate the 
relationship between
six forms of parental
involvement (PI) and
two outcomes: 
cognitive 
achievement and 
behavioral problems.

The purpose of the 
study was to test the 
ability of a 
theoretical model to 
predict types and 
levels of parental 
involvement in the 
elementary and 
middle school 
grades.  

The authors 
hypothesized that the
relationship between
parents’ role 
construction and 
sense of efficacy and
their levels of 
involvement would 
be mediated by their 
perceptions of time 
and energy demands 
as well as specific 
teacher invitations.

Methodology Quantitative study 
using data from the 
National 
Longitudinal Survey 
of Youth (1979) on 
1,445 children.  

Quantitative study of
856 parents of 
students in grades 
one through six in a 
diverse metropolitan 
public school 
system.  Parents 
filled out 
questionnaires.  

Quantitative study of
357 parents surveyed
at three elementary 
schools in a large, 
urban school district 
with a low 
socioeconomic 
population.

Results 1)  Effectiveness of 
parent involvement 
is conditional on 
parental SES.  2)  No
significant effect of 
parent involvement 
on academic 
achievement.  3) 
High levels of parent
involvement had a 
significant effect on 
reducing behavioral 
problems, mostly 
with low SES 

1)  Invitations to 
involvement from 
the school and the 
teacher, as well as 
self-perceived skills 
and knowledge were 
significantly 
correlated with both 
school- and home-
based involvement.  
2)  SES did not serve
as a significant 
predictor variable in 
home-based parental

1)  More parent 
involvement 
behaviors took place 
at home than at 
school.  2)  Effect of 
role construction not 
as strong as 
expected.  3)  
Specific teacher 
invitations and 
requests had the 
strongest 
relationship with 
parents’ involvement
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parents.  involvement, but 
spouse/partner's 
education level was 
a significant 
predictor of school-
based parental 
involvement.

behaviors.  4)  The 
ways in which role 
construction 
influenced parent 
involvement at home
and at school varied 
according to parents'
perceptions of being 
invited to participate.

Private Schools

Parent involvement research in private schools can have many similarities to the 

larger body of parent involvement research.  However, parent involvement in private 

schools constitutes some particular contextual parameters that require more specific 

research.  Income level of private school families, religious orientation, and the nature of 

accountability for teachers in private schools are all examples of such parameters.

Private schools differ from public schools in that parents demonstrate a level of 

involvement in their children’s education simply by enrolling them.  Selecting a suitable 

private school and paying tuition is a demonstration of commitment and involvement in 

the school and in their children's education.  Cucchiara and Horvat (2009) conducted a 

comparative analysis of two data sets that emerged from two separately conducted case 

studies of middle-class families in urban public schools.  Both studies included research 

into the reasons that parents chose to send their children to these schools as well as how 

the parents utilized their class-related resources in their children's education.  One study 

was an ethnography, and both studies together included 59 interviews and over 220 hours

of participant observation.  The schools studied were in racially and economic diverse 

communities in a large northeastern city.  Interviewees included parents, teachers, and 
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school administrators. They concluded that higher-income private schools report greater 

levels of parental involvement than did public schools.  

Problems for teachers can occur when there is too much parent involvement, 

which might include interference in the daily curriculum and inappropriate challenges to 

school goals (Rothstein et al., 1999).  Private schools, more so than public schools, 

generally serve more advantaged students, whose parents have higher levels of education 

(Lubienski, Crane, & Lubienski, 2008).  Epstein (1986) reported that these types of 

parents are more likely to pressure teachers to use more parent involvement.  Lareau 

(1987) found that parents of socioeconomically advantaged students “scrutinized, 

monitored, and supplemented” (p. 81) their children's schooling.  In some high-income 

private schools, teachers feel that their greatest challenge is defending their pedagogical 

decisions against parental demands (Rothstein et al., 1999).  This study examined 

parental involvement, in the form of parent communications, in high-income private 

Jewish day schools, so there may be parallels between the parents in the study and the 

families in Lareau's and Rothstein et al.'s studies.

In a multi-site case study, Rothstein et al. (1999) reported some of the types of 

parental over-involvement practices in high-income schools studied.  One teacher 

received a letter from each parent of her students at least once per week with questions or

suggestions about how she should organize and conduct lessons.  The affluent parents in 

the study would usually demand retests if their child did not qualify for a gifted 

enrichment program.  At one school, an algebra course was added because of parental 

demands, a curricular decision that overrode the teachers' wishes.  At another school, 
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parents complained that the 1st grade curriculum was not rigorous enough, so the teacher 

was moved to kindergarten and a new teacher was brought in with “specific instructions 

to increase academic content” (p. 16).  Some teachers reported engaging in certain 

teaching practices for the sole purpose of “pacifying the parents” (p. 10).  As a result, 

many teachers interviewed for the study reported feeling resentment for what they 

regarded as “excessive and inappropriate parental interference” (p. 9).  Even though these

behaviors were not characteristic of all parents, there was a significant vocal minority at 

each school in the study that managed to set the tone for the rest of the school.  According

to Rothstein et al., Such an atmosphere put many teachers in a regular defensive mode, 

which added more weight to the burden that teachers already carry of trying to educate 

students. 

Lareau (2000) brought forth the negative effects on teachers of parenting that 

hyper-focuses on a child's schooling, particularly in cases where parents are eager to 

transfer their social and cultural capital.  In her ethnographic study of social class 

differences in contemporary American families and how these impacted children's 

educational experiences, her research was conducted in two schools:  a low 

socioeconomic school and an upper-middle class school.  In her analysis of the two 

elementary schools, she reported that if a child performs poorly, “many parents' first 

instinct is to blame the teacher.... Teachers can feel hectored and put down by parents 

with higher social standing, more education, and greater wealth than they have.  Far from 

respecting teachers' professional standing, powerful parents sometimes view teachers as 

employees, workers to be supervised and directed” (p. ix). She found that many upper-
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middle class parents attempt to customize their child's education by requesting specific 

teachers and school programs for their children, and by complaining to the principal 

about teachers.  In addition, upper-middle class parents were found to take a leadership 

role in their children's schooling, generally not depending on the school for authorization 

or deferring to a teacher's expertise.  This type of parent involvement behavior, 

manifested through parent-teacher communications, and its impact on teachers' ability to 

utilize their expertise, was examined in this study.  

Cucchiara and Horvat (2009), whose study included an analysis of data sets that 

emerged from case studies of middle-class families, reported findings indicating that 

higher-income parents tend to intervene more effectively than their lower-income 

counterparts.  However, the researchers did not clearly define what they meant by 

effective.  It is unclear whether is meant that parents were more able to have their 

demands met, or possibly that the students achieved more.

Lareau (2000) reported similar findings regarding the levels of PI of high- and 

low-income parents in her study.  The working-class parents in the study looked up to 

teachers, regarding them as experts and deferring to their “professional expertise” (p. 59).

The parents essentially turned the responsibility for educating their children over to the 

teachers, whom they felt were better qualified than themselves.  Higher-income parents, 

however, viewed the school and family as being more “interconnected” (p. 61).  They 

tended to feel more comfortable in the school environment.  The higher-income parents 

also felt that they were responsible for monitoring their children's progress and 

intervening in school decisions as necessary.
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Their findings are consistent with other studies which have indicated that the 

higher the level of parents’ incomes and education, the more likely they are to be 

involved in school  (Sheldon, 2002).  However, even though the willingness exists to 

become involved in education, there is not necessarily an agreement among researchers 

on which practices will yield positive outcomes.  In this study, parents' perceptions of the 

impact of their communication was examined and compared to the perceptions of 

teachers.

In Gross' 2002 article in the New York Times, James H. Carney, who is employed 

by a search firm which fills private school positions, noted that the current trend in 

private schools is that where parents “are paying a bundle, they expect a bundle” (Gross, 

2002, p. 3).  These parents may have difficulty separating institutional and personal 

needs.  According to Carney, they may obtain a position on the Board of Directors of a 

certain school so that they have a “pulpit to get attention for their child” (Gross, 2002, p. 

3).  The actions that parents take, in the form of parent communication, to become 

involved in their children's education in private schools was a focus of the study.

Cultural Capital

Social and cultural capital are the key mechanisms through which parents transmit

their class advantage to their offspring (Cucchiara & Horvat, 2009).   Families whose 

children attend private Jewish day schools tend to have higher than average incomes 

(Burstein, 2007; Fejgin, 1995).  It has already been pointed out that parents with a high 

socioeconomic status tend to be more involved in their children's education than their less

affluent counterparts (Cucchiara & Horvat, 2009; Epstein, 1995; Hoover-Dempsey & 
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Sandler, 1995).  The parents in these families also tend to be well-educated (Fejgin, 

1995).  Many Jewish day school parents wish to transfer this cultural and financial capital

to their children, which is a strong motivator for parental involvement in education 

(Cucciara & Horvat, 2009).  Also, their own experiences as students might have a strong 

influence on parents' decisions for their own children.  Fejgin reported that, of the parents

who send their children to private Jewish day schools, only 48% attended public school 

themselves.

Fejgin (1995) examined data from 463 10th grade Jewish students from the 

National Educational Longitudinal Study (NELS:88) First Follow-Up in an effort to 

understand what affects the academic achievement of Jewish students relative to other 

groups.  Among the cultural capital that was found to positively impact student 

achievement was parents' educational expectations as perceived by the students.  Strong 

effects were also found in other parental involvement measures, such as rewarding 

students with privileges for earning good grades and limiting privileges for poor 

academic performance, along with discussing school matters with their children.  Parental

involvement behaviors that took place at school were not found to be related to academic 

achievement.  If parents are motivated to engage in parental involvement behaviors at 

school, for any of the reasons mentioned earlier in this literature review, they may find 

the same results.

Cucchiara and Horvat (2009), whose study was described earlier in this literature 

review, reported that the higher-income parents in the study had a rich store of social and 

cultural capital and used them to influence district and local decision makers.  The 
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researchers found that many parents from high-socioeconomic families who became 

involved in their children's schools freely pointed out that they initiated or supported 

particular school changes because they felt that their own children's interests and needs 

would be addressed, while lower-income families focused their efforts on more collective

benefits.  As discussed earlier, the socioeconomic situation of many private Jewish day 

school families is similar to those parents in Cucchiara and Horvat's study who expressed

an interest in becoming involved for the sake of their own child's interests.  Parents might

put forth an effort to make classroom changes for their own personal needs, but 

difficulties can arise for a teacher who has several students whose parents want to make 

various changes for their own reasons.

Conclusion

Parental involvement has been shown in the literature to be a multidimensional 

concept.  It has been defined in numerous ways, including behaviors that take place both 

at school and at home.  There is no cohesive definition of parent involvement so it is 

difficult to compare studies.  Adding to the confusion, parental involvement behaviors 

have been shown to be both positively and negatively related to academic achievement, 

self-efficacy, and classroom behavior, with variance depending on the age of the student, 

the parents' socioeconomic level, and the type of involvement.  As a result of the broad 

definitions of parental involvement in the literature, a multitude of studies have been 

conducted, each of which focuses on a different dimension of parent involvement.  

One conclusion which has been unilaterally reached is that parental involvement 

declines as students get older.  This occurs both because students are expected to become 
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more independent as they get older and because the material becomes more challenging.  

When parental involvement has been found at the middle school level, it has often been 

associated with negative outcomes, which may have occurred either before or after the 

involvement.  

Parents can be motivated to become involved in their children's education for 

several reasons.  There could be a desire for parents to transfer social and cultural capital 

to their children, or parents may be responding to an emotional reaction to their child's 

school experience.  They may also choose to become involved because of perceived 

invitations or negative reports from teachers.  In general, parents have been motivated to 

become involved in order to improve their children's educational experiences.

While benefits of parent involvement have been found in the research literature, 

there have also been drawbacks reported.  This contradiction is the result of inconsistency

in the type of reporting, the grade levels studied, and the parent involvement behaviors 

studied, which make it difficult to generalize the results.  Some studies have found 

positive academic outcomes, while others have found negative outcomes.  Academic 

achievement, self-efficacy, and student behavior and attitudes towards school all can be 

affected by parental involvement. 

Several studies reported a difference in perceptions of teachers of parent 

involvement and perceptions of parents and their own parent involvement.  This study 

compared teacher and parent perceptions of parent involvement, in the form of parent 

communications, in private Jewish day schools.  Private schools have been found to have 

a different parent involvement experience than public schools, with parents who can be 

42



very involved in their children's education, causing difficulties for the teachers.  Problems

for teachers can include parent interference in the curriculum and challenges to school 

goals.  Whether or not these problems are occurring in private Jewish day schools and 

whether they are impacting teacher practices are two areas that were explored in this 

study.

While private schools can experience different levels of parental involvement than

public schools, Jewish day schools in particular experience parent involvement from 

parents who are more highly educated than the general public and who have high 

expectations for their children.  Judaism as a culture places high value on education, and 

the Jewish people have made significant contributions to society that far exceed their 

exceedingly small percentage of the world's population.  Parents who send their children 

to private Jewish day schools expect to be able to transfer their social and cultural capital 

to their children and may see their tuition dollars and involvement in their children's 

education as their means of achieving this goal.  This study explored the relationship 

between parent communications, possibly as a result of these expectations, and teacher 

practices in private Jewish day schools. 

The research presented in this review relied primarily on quantitative methods, 

with some researchers utilizing a combination of quantitative and qualitative methods.  

While most studies used surveys or questionnaires, there was variance in terms of the 

participants.  Some studies used parent reports, while others used student or teacher 

reports, or reports from school leaders.  There were a few studies which used a 

combination of participants.  For this study, a mixed methods approach was used, with 
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parents, teachers, and school leaders as participants.  This approach enabled a more 

complete picture to be drawn of the nature of parental involvement, in the form of parent 

communications, in private Jewish day schools.  The inclusion of school leaders helped to

provide context for the study.

A large number of studies in this literature review focused on middle school 

students.  This could be the result of efforts on the part of researchers to address the 

decline of parent involvement in the older grades.  This study focused only on the 

elementary level, second through fifth grades in particular, so it is difficult to relate many 

of the studies in the literature review to this study's population.  

A search of the literature found numerous studies on parent involvement, but very 

few included teacher practices as an element of the study.  There were also few research 

studies that focused on parent involvement in private Jewish day schools, and none could 

be found that related all three elements.  This study serves to fill that research gap and 

provide insight into how parental involvement, in the form of parent communication, 

impacts teacher practices in private Jewish day schools.
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Chapter 3

Methodology

Research Design and Methods

The study utilized both quantitative and qualitative methods.  Quantitative data 

were collected from teachers and parents through online surveys.  The survey questions 

were intended to reveal the nature and frequency of parent-teacher communications in 

private Jewish day schools.  Qualitative data was then gathered from targeted semi-

structured interviews with survey participants as well as school leaders.

A phenomenological approach for the qualitative data was selected because it is 

best suited to understanding the meaning of events and interactions of ordinary people in 

particular situations (Bogdan & Biklen, 2007).  Phenomenological research aims to 

understand the essence of an issue or process as it is experienced by large groups of 

people (Cresswell, 2006).  This design was chosen because the methods associated with a

phenomenological design best address the purpose of the study and the data collected 

allowed the researcher to respond to each of the research questions posed in the study.  

The researcher sought to understand the essence of parent involvement, in the form of 

parent communications, as it is experienced by teachers in private Jewish day schools.  

Each of the following sections will discuss an element of the research design.    

Site Selection 

There are nearly 40 schools in the Southeastern United States that are
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characterized as private Jewish day schools.  The head of each school that has elementary

grades was contacted via email to request participation of the principal, parents, and 

teachers of grades 2, 3, 4, and 5 (Appendix A).  The school heads were also asked to 

provide contact information for these participants, or to disseminate information 

regarding the study to the participants.

Participant Selection 

Subjects were selected based upon purposive sampling.   The targeted population 

for the quantitative component of the study includes all teachers and parents of students 

in grades 2, 3, 4, and 5 in private Jewish day schools in the Southeastern United States. 

This population was chosen because these are the grade levels where parents generally do

not need to be involved in order to help students learn to read, and the content being 

learned is not yet too complicated for most parents.  Parental involvement in education 

tends to drop in middle school, diminishing further as students get older (Epstein & 

Dauber, 1991; Flynn & Nolan, 2008; Sheldon & Epstein, 2005).  The second, third, 

fourth, and fifth grades are where parental involvement behaviors that are not essential to 

student learning are most likely to occur.

The surveys were administered online.  Heads of school were requested to supply 

email contact information for parents and teachers of students in second, third, fourth, 

and fifth grades, or to forward the survey information to participants.  Each potential 

participant was sent an introductory email that included a direct link to the survey.  This 

made participation easier for the research subjects, since they only had to read the email 

and click on the link to be sent directly to the survey.  The first page of the survey 
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discussed confidentiality and consent.  Social desirability is part of the study's limitations,

as indicated earlier.  All communications with potential participants stressed the level of 

confidentiality that will be afforded them in the hopes of gaining high levels of 

participation.  

Approximately 20 school leaders were contacted, with a final sample of 5 

elementary schools (Appendix B).  The researcher determined that the inclusion of school

leaders as participants in the study would be essential to understanding the phenomenon 

of parental involvement in private Jewish day schools.  This is because the attitudes of 

school leaders can significantly shape a school's culture of parental involvement in 

education (Leithwood, Louis, Anderson, & Wahlstrom, 2004).

As seen in Table 2 below, response rates by teachers were 40% or higher for four 

out of the five schools.  This relatively high response rate could be due to teachers being 

eager to share their experiences.  It could also be due to the fact that information about 

the study was disseminated by the heads of the schools, so teachers may have felt 

somewhat compelled to participate.  The response rate of parents cannot be determined, 

since many parents declined to identify which school their children attended.  

The types of schools that responded represented a cross-section of Jewish day 

schools, so there was no bias that may have occurred had all the schools represented a 

single branch of Judaism.  Two of the schools associated themselves with Orthodox 

Judaism, and one was associated with Reform Judaism. Two schools were identified as 

Community Schools, meaning that they did not subscribe to one particular branch of 

Judaism.  
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From the researcher's professional experience in private Jewish day schools it is 

clear that many teachers would appreciate the opportunity to express how they are 

affected by parental involvement.  However, many teachers might not want negative 

reports attributed to them, lest their jobs be imperiled by either the school administration, 

the parent body, or both.  Therefore, an assurance of confidentiality was essential in order

to encourage all teachers to participate.  When a school agreed to participate, they 

allowed the researcher to email a description of the study to teachers of students in the 

second, third, fourth, and fifth grades, along with confidentiality information and the 

rights of subjects not to participate (Appendix C).  Twenty-five teachers, out of 56 in 

grades two through five completed the teacher survey, a response rate of 44.64%.

A higher number of subjects were available in the parent population. When a 

school agreed to participate, they allowed the researcher to email a description of the 

study to parents of students in the third, fourth, and fifth grades, along with 

confidentiality information and the rights of subjects not to participate (Appendix D).  

The email included a link to the survey.  There were 96 parent survey respondents.  Many

parents did not identify their child's school in the survey, so the response rates cannot be 

determined.
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Table 2

Teacher Response Rates

Name of
School

Jewish Affiliation Number of
Teachers in
Grades 2-5

Number of
Teacher

Responses

Teacher
Response

Rate

Ezra Academy Community 12 7 58.33%

Orot Academy Orthodox 5 2 40%

Ramot Day School Reform 11 9 81.82%

Southeastern Jewish Day
School

Orthodox 8 4 50%

Stone Jewish Academy Community 20 3 15%

Data Collection

Surveys

Teachers of grades 2, 3, 4, and 5 in private Jewish day schools were surveyed 

regarding their perceptions of the nature of parental communication and how it affects 

their classroom practices.   The surveys included a closed set of responses with several 

open-ended questions as well.  The surveys would take approximately 15 minutes to 

complete.  Through their responses, and targeted follow-up interviews, the dimensions of 

parental communication that exist in private Jewish day schools emerged.  Teachers' 

email addresses were acquired from participating schools.  They were sent an email 

informing them about the study, its procedures, and its confidentiality and requesting 

their participation.  A link to the survey website was included in the email, making it easy

for those who chose to participate to begin immediately.  

The teachers were asked about the nature and climate of parental communication 

in their schools.  Teachers were asked about their communication, planning, and grading 
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practices as well as their instructional delivery methods in terms of how they are 

impacted by parental communication.  They were also asked about how parental 

communication in their classroom is initiated and the media that parents use to 

communicate.  The teacher surveys included a closed set of responses, with some open-

ended response opportunities.

Parents of students at Jewish day schools were also asked to take a survey 

regarding their own communication practices.  They were asked about their motivations, 

their methods, and the impact that they see on the teachers.  They were also asked about 

who initiates parent-teacher communications.  The parent survey also included a closed 

set of responses, with some open-ended questions.  

In order to facilitate a quantitative data analysis, teachers and parents were given 

many of the same questions.  This facilitated a comparison of means.  It also enabled the 

researcher to determine how each party views the same phenomenon of parental 

involvement.

Interviews

After the survey data were collected and analyzed, targeted interviews were 

conducted with selected respondents.  This group of interviewees included 10 parents, 10 

teachers, and three school leaders.  Teachers were selected from survey respondents who 

met the criteria of indicating that parent communications have had an impact on their 

practices.  Parents were selected from survey respondents who indicated that they 

frequently engage in communications with teachers in an effort to make changes in their 

practices.  The questions for these interviews were based upon the survey responses, 
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particularly the ones on which open-ended responses were provided.  

The purpose of using an interview to gather data is to help develop an 

understanding of the experiences that people have and the meaning they make of those 

experiences (Seidman, 2006).  Through the semi-structured interview protocol, the 

teachers had the opportunity to discuss and identify the role that parental communication 

plays in their teaching experiences.  Parents and school leaders identified their beliefs 

about how parental communication impacts the classroom.  Each interview lasted from 

15 to 30 minutes.  During the recruiting process, as well as at the beginning of the 

interview, participants were asked for their consent to participate and to have the 

interview recorded.  Participants were reminded that their confidentiality was assured, 

through the use of pseudonyms and the removal of any identifying information from the 

transcription. 

In particular, teachers were asked about the types of parental communication that 

they have experienced.  They were asked about their communication, planning, and 

grading practices as well as their instructional delivery methods in terms of how they are 

impacted by parental communications.  They were also asked about how parental 

communication in their classroom is initiated.  Parents and school leaders were asked 

about their perceptions of the impact of parental involvement on teacher practices.  

Parents, teachers, and school leaders were given the opportunity to describe the 

phenomenon of parent communications in private Jewish day schools as they experience 

it.  This research design allowed for the inclusion of multiple perspectives on the same 

phenomenon.  The authenticity of qualitative research findings was described as the 

51



inclusion of multiple voices and as a primary criterion for validation of qualitative 

research (Whittemore, Chase, & Mandle, 2001).

Table 3 below outlines how the research questions were addressed throughout the 

research study.  The surveys allowed for the collection of quantitative data from parents 

and teachers.  The interviews included parents, teachers, and school leaders.

Table 3

Data Analysis Matrix

Research Question Teacher
Survey

Parent
Survey

Teacher
Interview

Parent
Interview

Leader
Interview

Question 1.  What is the 

nature of parent 

communications 

currently taking place in 

private Jewish day 

schools, from the 

perspectives of teachers, 

parents, and school 

leaders? 

X X X X X

Question 2.  What are 

private Jewish day school

teachers' perceptions of 

the impact of parent 

communications on their 

practices, including 

curriculum planning, 

grading practices, 

instructional practices, 

and communication 

practices?

X X

Question 3.  What are 

private Jewish day school

parents' perceptions of 

the impact of parent 

communications on 

teacher practices, 

including curriculum 

X X X X
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planning, grading 

practices, instructional 

practices, and 

communication practices,

and how do they differ 

from teachers' 

perceptions?

Instrumentation

Surveys

All of the surveys utilized a Likert-type scale for most questions for scoring 

purposes.  The questions were divided into categories, including communication, grading,

curriculum planning, and instructional practices.  There were also opportunities for 

respondents to elaborate upon their selection.  These open-ended sections helped to 

generate the list of potential targeted interview subjects, based upon the nature and 

thoroughness of their responses.  An online survey service, SurveyMonkey.com, was 

utilized.  See Appendix E for the teacher survey and Appendix F for the parent survey.  

Table 4 indicates which survey questions address which research category.
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Table 4

Correlation of Survey Items to Research Categories.

Survey
Item

Nature of
Parental

Communication

Impact of Parent
Communication

on Teacher
Practices

Curriculum
Planning

Grading
Practices

Instructional
Practices

Communication
Practices

2 X

3 X

4 X

5 X

6 X

7 X

8 X X

9 X X

10 X X

11 X X

12 X X

13 X X

14 X X

15 X X

16 X X

17 X X

18 X X

19 X X

20 X X

21 X X

22 X X

23 X X

Interview Protocols

The interview protocol questions were composed with the intention of allowing 
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for a wide variety of responses, without leading the participant toward any specific 

response.  Each question corresponds with a research question, with the intent of 

providing a detailed picture of the impact that parental involvement was having on 

teacher practices in private Jewish day schools.

Several interview questions served a critical role of helping to establish the nature 

of parental communication that is currently taking place, which is the central research 

question.  The interview questions were designed to establish whether the nature of 

parental communication is positive or negative, as well as how and by whom it was being

initiated.  The teachers' responses to parental communication were also explored.  

The research questions were also addressed in a more targeted manner, with 

interview questions asking about specifics.  The interviews included a focus on the 

impact of parental communications, while allowing for open responses that would 

practically serve to answer the other research questions as well.  See Appendices G, H, 

and I for the teacher, parent, and school leader interview protocols.

Data Analysis

Quantitative Data Analysis

The quantitative data were exported to SPSS statistical software.  The fourth 

through ninth survey items, which served to establish the nature of parent 

communications in private Jewish day schools, were processed for descriptive statistics.  

The remaining survey questions, other than those which asked for identifying information

of the respondents, addressed one of the four categories of teacher practices: curriculum 

planning, grading practices, instructional practices, and communication practices. These 
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were processed for descriptive statistics as well, and the means of each survey item was 

examined to determine if there were differences between the responses of parents and the 

responses of teachers.   A t-test was conducted to determine whether the two means were 

significantly different from one another.  The null hypotheses stated that there is no 

significant difference between the two means.  If the p-value was less than .05, then it 

was determined that a significant difference existed between the means of teacher and 

parent reports on any category of behavior, and the null hypothesis for that category was 

rejected. The responses of parents and the responses of teachers were compared in order 

to answer research question 3.   

Qualitative Data Analysis

The qualitative data collected from the interviews were digitally recorded and 

then transcribed into Word documents.  Interview transcripts from throughout the study 

were organized.  Each transcription was carefully read while looking for important 

reoccurring themes.  The data were then analyzed for themes and patterns and coded.  

Data coding assists the researcher in establishing identifiable patterns (Miles & 

Huberman, 1994).  A priori thematic coding was used in a first-level analysis to verify 

that the interview responses addressed the research questions.  These themes were (a) 

nature of parental communications, (b) the impact of parent communications on teacher 

practices, and (c) the specific teacher practices of communication, grading, curriculum, 

and instructional practices.

In a second-level analysis, categories that directly corresponded to the themes 

were generated as the qualitative survey and interview data were analyzed.  The data 
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were then sorted into these categories through descriptive codes, where a class of 

phenomena is attributed to a segment of text (Miles & Huberman, 1994).  "Coding is a 

progressive process of sorting and defining . . . collected data . . . that are applicable to 

our research purpose" (Glesne & Peshkin, 1992, p. 133).  When any significant data 

emerged that did not fit into the initially determined themes or categories, new ones were 

added to accommodate the relevant data.  Themes that were added included more 

challenge for students and student accommodations.  A category that was added to the 

theme of nature of parental communications was school policies for frequency of 

communication.  

Upon a third-level analysis, it was found that some data from the a priori 

categories did not address the research questions, so these data were discarded.   These 

included the methods by which parents request changes in curriculum, as well as 

questions about requests for school administrators to review teachers' grading practices, 

instructional practices, and communication practices.  The data related to methods did not

promote the understanding of the phenomenon of parent communications and 

expectations beyond what was already brought forth in other categories.   The data related

to parent requests of administrative reviews was mostly discarded, primarily because 

teachers may have had limited awareness of such types of requests.

Further, the data sources were triangulated to promote validity.  Data triangulation

is the process of “using multiple sources of data...to confirm the emerging findings 

(Merriam, 1998, p. 204).  Member checking was used to maintain internal validity.  

Member checking is the process of presenting research and data interpretation to the 
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participants, allowing them to confirm the accuracy of the data (Cresswell, 2006).  

Interview responses were reviewed with participants throughout the interview.

Conclusion

This study helped to illuminate the nature of parental communication in private 

Jewish day schools and its impact on teacher practices.  School leader, teacher, and parent

perceptions of this impact were examined and compared through a combination of 

quantitative and qualitative methods, with the intention of illuminating the nature of 

parent involvement in private Jewish day schools.  The methods in this study also 

revealed how the phenomenon of parent involvement in private Jewish day schools may 

affect teacher practices in the classroom.
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Chapter 4

Results

The current study was conducted to gain a better understanding of the impact of 

parent communications and expectations on teacher practices in private Jewish day 

schools.  The study examined the perceptions of teachers, parents, and school leaders of 

second- through fifth-graders of the impact of parent communication on teacher practices.

The specific research questions were:

1. What is the nature of parent communications currently taking place in private 

Jewish day schools, from the perspectives of teachers, parents, and school 

leaders? 

2. What are private Jewish day school teachers' perceptions of the impact of parent 

communications on their practices, including curriculum planning, grading 

practices, instructional practices, and communication practices?

3. What are private Jewish day school parents' perceptions of the impact of parent 

communications on teacher practices, including curriculum planning, grading 

practices, instructional practices, and communication practices, and how do they 

differ from teachers' perceptions?

The methodology of the study will be briefly reviewed. The results of the surveys 

and interviews will be presented in the context of how they served to respond to each 

research question.  All names of participants and schools are pseudonyms.
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Methodology

The current study used a mixed-methods approach to investigate the relationships 

between parent communications and expectations and teacher practices in second through

fifth grades in private Jewish day schools.  The heads of five private Jewish day schools 

in the Southeastern United States agreed to allow their teachers and parents to participate 

in this study.  Twenty-five teachers participated in an online survey, and 10 of those 

participants provided details through interviews about their perceptions of the impact of 

parent communications on teacher practices.  Ten of the 96 parent survey participants 

provided interviews.  The Heads of School of three participating schools provided 

interviews as well.

Through the online survey, study participants reported how frequently they 

engaged in parent communications, the means they use for communications, and the 

general tone of the communications (Appendix E and F).  Survey participants also 

reported their perceptions of the impact of these communications on curriculum, grading, 

instructional practices, and communication practices.  Results were reported in terms of 

frequency using a Likert-type scale.  

Results

Descriptive statistics were generated for each survey question except items 1, 24, 

and 25.  For the survey questions which had ordinal responses, in a Likert-style format, a 

t-test was conducted to determine whether the means for parents and teachers were 

significantly different from one another.  This applied to all survey items except for items

3, 4, 6, 11, which were related to the research questions, item1, which secured consent to 
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participate, and items 24 and 25, which asked respondents about contact information. If 

the p-value was less than .05, then it was determined that a significant difference existed 

between the means of teacher and parent reports on any category of behavior, and the null

hypothesis for that category was rejected.

Question 1.  What is the nature of parent communications currently taking place in 

private Jewish day schools, from the perspectives of teachers, parents, and school 

leaders? 

To address this question, teachers and parents reported in an online survey how 

frequently they engaged in parent-teacher communications (item 2), who most often 

initiates parent-teacher communications (item 3), the means of communication (item 4), 

and the tone of these communications (item 5).  In survey item 6, they identified the areas

of concern about which teachers and parents engage in communication with each other.  

The results are shown in Table 5.  In addition, school leaders discussed the nature of 

parent communications at their schools during interviews.

Table 5

Responses to Survey Question 2:  How often do you engage in parent-teacher 

communications?

Respondent

At least
once a

day

At least
once a
week

Once
every few

weeks Rarely n M SD

Parents 13.5% 42.7% 37.5% 6.3% 96 2.3646 .79630

Teachers 52.0% 32% 16% 0% 25 1.6400 .75719

Survey item 2 asked about how often respondents engaged in parent-teacher 

communications.  The response at least once a day was assigned the number 1, at least 
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once a week was number 2, once every few weeks was number 3, and rarely was assigned

the number 4.  The mean teacher response was 1.64 and the mean parent response was 

2.3646, indicating that, on average, teachers reported engaging in parent-teacher 

communications more frequently than parents.  

A t-test was conducted for survey item 2 to determine if the means of the parent

results and the teacher results were significantly different.  The Levene test of 

homogeneity of variance was not significant (p > .05), so equal variances were assumed. 

The null hypotheses of equal teacher and parent means was rejected t(119)=-4.092, 

p<.05.  Teachers reported engaging in parent-teacher communications significantly more 

frequently than parents did.

In the qualitative components of the study, including interviews and open-ended 

responses in the surveys, teachers, parents, and school leaders generally agreed that there 

is a great deal of school communication going back and forth between families and their 

schools and teachers on a regular basis.  All of the participating schools send out weekly 

school newsletters, either in print or by email, in order to keep parents abreast of school 

news.  Many teachers and parents also reported that class newsletters are sent out on a 

weekly basis, or more frequently as needed.  Teachers and parents who had previous 

experiences in public schools all reported that there is a noticeable difference between 

levels of parent communication in private and public schools.  They noted that parent-

teacher communication is far more frequent in their private Jewish day schools.  The 

difference is like “night and day,” according to one fourth grade teacher.

One participant, who is both a teacher and a parent at her child's school, described
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the parents there as “a higher maintenance group.”  She went on to say that “they just like

a lot of feedback, a lot of information, [there are] a lot of very involved parents, which is 

great.”  Both teachers and parents reported the frequent use of email due to its ease and 

convenience, although one teacher noted that he only hears from parents when they are 

complaining.  As he stated, “When everything is going great, I almost never hear from 

parents.”

Survey item 3 asked parents and teachers who initiated parent-teacher 

communications most often.  The response mostly parents was assigned the number 1, 

mostly teachers was assigned the number 2, and both equally was assigned the number 3. 

The results are shown in Table 6.  Parents' mean response to this survey item was 2.1667, 

while teachers' mean response was 2.6000, indicating that more teachers, on average, felt 

that parent-teacher communications were initiated equally by both parents and teachers.

Table 6

Responses to Survey Question 3:  Who initiates parent-teacher communications most 

often?

       

Respondent
Mostly
parents

Mostly
teachers

Both
equally n M SD

Parents 29.2% 25.0% 45.8% 96 2.1667 .85430

Teachers 4% 32% 64% 25 2.6000 .57735

  Several parents indicated that they felt comfortable initiating communications 

with teachers.  One parent wrote, “As concerned, involved parents, we like to update the 

teachers on the child's background.” Another parent concurred, writing, “If a 

topic/concern arises, both feel equally free and comfortable communicating.”  During her

63



interview, Sophia felt that her child's fourth grade teacher at Stone Jewish Academy was 

“very good” about communicating about homework and school events, but she said that 

whenever she has a doubt or a question about something, then she usually initiates the 

conversation by sending an email.  

Regarding who initiates parent-teacher communications most often, Jerry, a 

teacher at Southeastern Jewish Day School, wrote in the open-ended response section, 

“Parents seem to initiate communication only when there is a problem.”  Isaac, a parent 

at Stone Jewish Academy, felt the same way about teachers, saying that “they're not really

reaching out unless there's a problem.”  More parents, however, felt that whether parents 

or teachers most frequently initiate communication was dependent upon the teacher's 

nature.  Stacy, a parent of children at Ramot Day School, described her experiences:

It really depends.  I've had teachers who have initiated the conversation and I've 

had teachers that probably will never initiate a conversation unless you ask them a

certain question, or need additional feedback other than what's available during 

the parent-teacher conference.  It really depends on the teacher.  It's not consistent.

Survey item 4 asked how parents prefer to communicate with teachers.  The 

response options were in person, by telephone, by email, through another person, and 

other.  Results are shown in Table 7.  Only 4.0% of teachers selected in person, while 

35.4% of parents did.  No teachers selected by telephone while 9.4% of parents did.  By 

email was selected by 96% of teachers, while only 51% of parents selected it.  Neither 

teachers nor parents selected through another person, and no teachers selected other.  

Only 4.2% of parents selected other.  
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In the open-ended response section, some parents and teachers elaborated on their

selections.  Texting the teacher was mentioned by a few parents as another means of 

communication that they employ.  Several parents also indicated that, while other forms 

of communication tend to be easier, speaking to a teacher in person was preferred, and 

considered most effective.  Jerry indicated that parents prefer contacting him via email, 

but wrote that the emails often contain a request for the teacher to contact the parent via 

telephone.

Table 7

Responses to Survey Question 4:  How do parents prefer to communicate with teachers?

Respondent
In

person
By

telephone
By

email

Through
another
person Other n M SD

Parents 35.4% 9.4% 51.0% 0.0% 4.2% 96 2.2813 .40000

Teachers 4.0% 0% 96.0% 0% 0% 25 2.9200 .11052

Survey item 5 asked parents and teachers to describe the tone of most parent-

teacher communications.  The response very positive was assigned the number 1, 

somewhat positive was number 2, neither positive nor negative was number 3, somewhat 

negative was number 4, and very negative was number 5.  Results are shown in Table 8.  

The mean response for parents was 1.3854, where the mean response for teachers was 

2.0435, indicating that, on average, parents felt that parent-teacher communications had a

more positive tone than did teachers.  
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Table 8

Responses to Survey Question 5:  How would you describe the tone of most parent 

communications with teachers?

Respondent
Very

positive
Somewhat

positive

Neither
positive

nor
negative

Somewhat
negative

Very
negative n M SD

Parents 67.7% 27.1% 4.2% 1.0% 0% 96 1.3854 .62188

Teachers 39.1% 26.1% 26.1% 8.7% 0% 23 2.0435 1.02151

A t-test was conducted for survey item 5 to determine if the means of the parent 

results and the teacher results were s different.  On survey item 5, where parents and 

teachers reported on the general tone (positive or negative) of the parent-teacher 

communications, the Levene test of homogeneity of variance was significant (p < .05), so

equal variances were not assumed.  The null hypothesis of equal teacher and parent 

means was rejected t(26.033)=2.961, p<.05, so there is a significant difference in the 

responses of teachers and parents.  Parents reported significantly more positive 

communications than did teachers.  

In the open-ended response section, teachers indicated that, while the tone of the 

communications often depend upon the topic being discussed, the communications 

frequently focus on benign topics, such as clarifying an assignment, or notifying the 

teacher that a child will be absent.  Several parents, on the other hand, wrote that the tone 

of the communications rests with the teacher.  One parent wrote, “...this depends on the 

teacher.  Some teachers tend to be more positive, while others are negative,” while 

another parent wrote “Depends on teacher – usually very positive.”  Regarding a negative
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tone, one parent of a second-grader wrote “If the teacher initiates the communication and 

it is solely about your child, then the communication may be somewhat negative about 

your child.”  Another parent of two elementary-age children concurred, writing that 

usually it is “a friendly and informal exchange, unless there is an issue going on with any 

of my kids.” 

Linda, a parent of students at Stone Jewish Academy, felt that communication 

between her children's teachers and her were very positive.  “I think that they really have 

the attitude that they care about my kids and they want what's best for them,” she stated.  

“That's definitely a 'we're in it together' kind of an attitude.”  Nava, a teacher from Ramot

Day School, felt that the tone of her communications from parents connoted a level of 

respect.  She felt that parents “respect that we're professionals and we know what we're 

doing.”  Jennifer, another teacher at Ramot Day School, felt that the tone of parent-

teacher communications at her school reflected the generally positive relationship 

between teachers and parents.  She stated that there is “always a difficult parent, but I 

think that we all do a very good job of just putting on a smile and keeping it 

civilized...Occasionally you get a difficult parent, but besides those cases it's always very 

civilized.”

For survey item 6, parents and teachers were given a list of concerns about which 

parent-teacher communications have been initiated.  Respondents could select as many 

items as they chose.  The responses are shown in Table 9.  The concern that was chosen 

most often was student progress, which was selected by 77.9% of parents and 84.0% of 

teachers.  Homework was the second most frequently chosen items of concern, selected 
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by 50.5% of parents and 68.0 % of teachers.  The two selections which were chosen the 

least often by both teachers and parents were teacher behavior, chosen by 2.1% of parents

and 4.0% of teachers, and teacher effort, which was chosen by 3.2% of parents and no 

teachers.  4.0% of teachers also selected other concern.    

Table 9

Responses to Survey Question 6:  What Are the Concerns About Which Parents Have 

Contacted Teachers?

Area of Concern Parents Respondents
Teacher 

Respondents

Student behavior 34.7% 56.0%

Student effort 38.9% 36.0%

Student progress 77.9% 84.0%

Other student concern 34.7% 36.0%

Homework 50.5% 68.0%

Grades 26.3% 48.0%

Curriculum 22.1% 28.0%

Teacher behavior 2.1% 4.0%

Teacher effort 3.2% 0%

Teacher practices 13.7% 12.0%

Other concern 8.4% 4.0%

In addition to teacher and parent surveys and interviews, the leaders of three of 

the participating schools were interviewed.  The participants were Mrs. Laufer from 

Ramot Day School, Mr. Klein from Southeastern Jewish Day School, and Mrs. Werner 

from Stone Jewish Academy.  They each spoke about the various means of parent-teacher

communications that are found at their schools, including conferences, newsletters, in-

person events, and emails.  They each mentioned that their parent body engages in 
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frequent communications, and they expect the teachers and the school to do so as well.  

Mrs. Laufer, mentioned that some parents will email teachers two or three times in a day 

and will expect a prompt reply from the teacher.  She feels that teachers at her school 

often feel “barraged” and they get frustrated by the level of communication which they 

must maintain.  Many of these emails are simply informational, but there are requests 

made by parents as well.  

Requests for changes are made to the teachers or to the school leaders directly.  

When asked about whether there have been situations where a parent has approached 

either a teacher or an administrator requesting changes to teacher practices in the 

classroom, Mr. Klein replied “yes, we have those regularly.”  All three schools have 

policies where parents are expected to contact a teacher first to resolve any classroom 

issues they may have before approaching the administration about it.  Some parents 

follow this policy, but many parents send a carbon copy to the school leaders when they 

send an email communication to a teacher.  

The three leaders felt that parents and teachers initiated communications on an 

equal basis, meaning that sometimes the parents initiated a conversation and sometimes a 

teacher did.  Mrs. Laufer felt that email made parent-teacher communications “more 

accessible” to everyone.  Mr. Klein said that there were individual teachers who were 

excellent at communication “and are so proactive that I won't get a single complaint from

a parent all year” about that teacher, and there were other teachers who wait to hear from 

a parent before they engage in communication.  Mrs. Werner reported regularly 

encouraging teachers to reach out to parents at least as often as parents reach out to them.
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When asked if they saw parent communications affecting classrooms on a day-to-

day basis, each of the leaders replied that they did not.  However, they each reported 

individual events that affected teachers on an occasional, case-by-case basis.  Some 

parents were reported to have expectations of being able to manipulate the school and 

teacher practices to suit their children's perceived needs.  Many parents also had 

expectations about what their children can and should be accomplishing in school. Some 

of the requests that the school leaders have received from parents regarding changes in 

teacher practices include homework and lesson delivery.  Mrs. Werner reported parents 

requesting changes in how a teacher addresses students (part of lesson presentation) as 

well as the amount of homework (some parents wanted more, some wanted less).  Mr. 

Klein has handled numerous requests from parents to move or replace a teacher whose 

lesson delivery they perceived to be inappropriate in some way.  Each of these was 

handled on an individual basis.

Mrs. Laufer reported a situation where a parent came to her to request that the 

child be given less homework, after first contacting the child's teacher and not achieving 

the desired results.  The parent felt that the amount of time the child spent on homework 

was excessive.  Instead of addressing just that one teacher, the administration used the 

request as an impetus to examine the entire school's homework practices.  Parents were 

surveyed, asking them to record the amount of time that their children spent on 

homework each night for two weeks, then reported back to the school.  The 

administration then used those reports, compared them to the recommended homework 

amounts listed in the student handbook, and made adjustments to classrooms as 
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necessary.  This was a situation where a parent request resulted in an impact on the child's

classroom, as well as several other teachers' classrooms.  It was determined that the 

parent was accurate in saying that the child had an excessive amount of homework, as 

compared to the recommended amount in the handbook

Both Mrs. Laufer and Mrs. Werner viewed the changes made to classroom 

practices as a result of parent communications and expectations as positive and 

productive.  They were pleased about the progress their teachers and their schools had 

made on the basis of requests from parents or other sources. Mrs. Werner described her 

school's philosophy:

We don't look at anything as a complaint.  We look at it as an opportunity to 

improve or enhance what we're already doing, so we really listen with an open 

ear.  And again, if it's something we think is going to make a change for the better,

it doesn't matter who the suggestions came from.  We're glad to do it.  On the 

other hand, if we feel that it's not a good idea, or there's not room for 

implementation, or for various reasons it's something we cannot accommodate, 

we'll talk to the parent and give them our rationale and feedback as to why we're 

not able to make that change.

Question 2. What are private Jewish day school teachers' perceptions of the impact of 

parent communications on their practices, including curriculum planning, grading 

practices, instructional practices, and communication practices?

The same survey items were used to examine teacher perceptions and parent 

perceptions of the impact of parent communications on teaching practices.  The Jewish 
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day school teacher responses on the survey and interviews indicated that they perceived 

that parent communications had little impact on teacher practices beyond isolated events. 

As noted in the results of each survey item described below, teachers spoke about 

individual incidents of changes being requested and granted.  Often the impact was the 

result of one particular assignment or one teacher behavior.  Teachers did not perceive of 

the impact of parent communications as being significant or comprehensive.  A summary 

of responses is shown in Table 10.

Table 10

Teachers' Responses of Reported Perceptions of the Impact of Parent Communications on

Their Practices.

How often do
parents request... Frequently Occasionally Rarely Never n M SD

Teacher change
classroom
practices 0% 24.0% 56.0% 20.0% 25 2.9600 .67577

Teacher change
content of
curriculum 0% 17.4% 30.4% 52.2% 23 3.3478 .77511

Teacher change
pacing of

curriculum 4.3% 4.3% 56.5% 34.8% 23 3.2174 .73587

Administrator
review of

curriculum 0% 0% 21.7% 78.3% 23 3.7826 .42174

Teacher change
grading practices 0% 13.0% 34.8% 52.2% 23 3.3913 .72232

Teacher review a
child's grade 0% 21.7% 65.2% 13.0% 23 2.9130 .59643

Teacher change
a grade 0% 4.3% 43.5% 52.2% 23 3.4783 .59311
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Teacher change
lesson

presentation 0% 8.7% 26.1% 65.2% 23 3.5652 .66237

Teacher change
content of
homework 0% 30.4% 39.1% 30.4% 23 3.0000 .79772

Teacher change
the types of
classwork
assigned 0% 8.7% 43.5% 47.8% 23 3.3913 .65638

Teacher change
content of

communications 0% 4.5% 27.3% 68.2% 22 3.6364 .58109

Teacher change
frequency of

communications 0% 21.7% 13.0% 65.2% 23 3.4348 .84348

Teacher change
purpose of

communications 0% 4.5% 4.5% 90.9% 22 3.8636 .46756

Research question 2 is addressed by several of the survey items.  Each item 

focused on the impact of parent communications on one of four areas of teacher 

practices: curriculum, grading, communication, and instructional practices.  Each survey 

question included an open-ended response box, where teachers had the option of typing 

in any comments.  Survey items that asked about changes requested by parents prompted 

participants to comment in the open-ended response box on the changes being requested 

and whether and how they were granted.  The quantitative data are discussed first, 

followed by related qualitative survey and interview data.

Survey item 7 asked teachers how often parents request that they change their 

classroom practices.  The response frequently was assigned the number 1, occasionally 

was assigned the number 2, rarely was assigned the number 3, and never was assigned 
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the number 4.  The mean teacher response was 2.9600, with a standard error of mean of .

13515.  This indicates that, on average, teachers' responses tended towards rarely.

Survey item 8 asked teachers how often parents requested that they make a 

change to the content of their curriculum. The response frequently was assigned the 

number 1, occasionally was assigned the number 2, rarely was assigned the number 3, 

and never was assigned the number 4.  The mean teacher response was 3.3478, with a 

standard error of mean of .16162.  On average, teacher responses leaned towards rarely.  

In the open-ended response section, some teachers specified the particular content

that parents had requested them to change.  Ora, a second grade teacher from Ezra 

Academy, indicated that parents were concerned about Language Arts, stating that a 

parent wanted students to be writing three-paragraph essays at the beginning of the year.  

She could not make that change because students were not ready for that type of writing 

at the beginning of the year, but the teacher reported that she finally taught the three-

paragraph format late in the school year.  “I was compelled to do it to please the parent,” 

she explained during the follow-up interview.  Another teacher from Ezra Academy, who 

teaches students in higher grades, wrote that one parent “wanted more higher level 

thinking curriculum,” and as a result she tried to incorporate more into lessons.

Survey item 9 asked teachers how often parents requested that they make a 

change to the pacing of their curriculum. The response frequently was assigned the 

number 1, occasionally was assigned the number 2, rarely was assigned the number 3, 

and never was assigned the number 4.  The mean teacher response was 3.2174 with a 

standard error of mean of .15344.  On average, teacher responses leaned towards rarely.  
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In the open-ended response section, teachers discussed having to take more time to 

review a topic with a child if the parent asks, as well as accelerating students upon parent 

request.  

Survey item 10 asked teachers how often parents requested that an administrator 

review their curriculum. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean teacher response was 3.7826 with a standard error 

of mean of .08794.  On average, teacher responses leaned towards never.  

Survey item 12 asked teachers how often parents requested that they make 

changes to their grading practices. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean teacher response was 3.3913 with a standard error 

of mean of .15061.  On average, teacher responses leaned towards rarely.  

A fourth grade teacher at Ramot Day School wrote in the open-ended response 

section that she has been asked to give retests if parents were not happy with a child's 

grade.  She wrote: “When I have given a retest, I made the decision to do so before 

speaking to the parent,” indicating that the parent's request was not an influence in her 

decision.  During her interview, Jennifer, a second grade teacher at Ramot, discussed how

she was “a little bit more careful” when she graded a certain student's work.  That child's 

parent was inclined to challenge items that were marked wrong by the teacher, so Jennifer

took care to avoid conflicts with the parent.

Survey item 13 asked teachers how often parents requested that they review a 
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student's grade. The response frequently was assigned the number 1, occasionally was 

assigned the number 2, rarely was assigned the number 3, and never was assigned the 

number 4.  The mean teacher response was 2.9130, with a standard error of mean of .

12436.  On average, teacher responses leaned towards rarely. Teacher comments in the 

open-response section indicated that parents who ask for a review do so for informational

purposes, not to change the grade.

Survey item 14 asked teachers how often parents requested grade changes. The 

response frequently was assigned the number 1, occasionally was assigned the number 2, 

rarely was assigned the number 3, and never was assigned the number 4.  The mean 

teacher response was 3.4783 with a standard error of mean of .12367.  On average, 

teacher responses were between rarely and never.  Only one teacher reported being 

compelled to change a student's grade.  Rachel, a teacher at Orot Academy, recalled that a

child's report card grade was lower one marking period than the previous marking period.

The parents spoke with her, then brought their concern to the administration, who had her

adjust the grade to make it higher.

Survey item 16 asked teachers how often parents requested that they make 

changes to their instructional practices. The response frequently was assigned the number 

1, occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean teacher response was 3.5652 with a standard error 

of mean of .13811.  On average, teacher responses leaned towards never.   

The qualitative data provided further insight into parents' impact on instructional 

practices.  Several teachers reported making changes for individual children based on 
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parent communications about special needs or circumstances.  Teachers saw this type of 

communication as beneficial, because the parents were providing them with information 

that can be used to help the student learn.  In contrast, Lisa, a second grade teacher at 

Ramot Academy, discussed giving extensions on assignments, or compromising on 

assignment due dates, based solely upon parent requests. 

Survey item 17 asked teachers how often parents requested that they make 

changes to the content of the homework they assign. The response frequently was 

assigned the number 1, occasionally was assigned the number 2, rarely was assigned the 

number 3, and never was assigned the number 4.  The mean teacher response was 3.0000 

with a standard error of mean of .16634.  On average, teachers responded rarely.  

While teachers did not perceive the content of the homework to be an issue for 

parents, they did feel that the amount of homework was a larger parent concern.  All of 

the responses in the open-ended response section referred to the amount of homework.  

Jerry, from Southeastern Jewish Day School, wrote that some parents wanted more 

homework, as did a teacher from Ezra Day School.  Ora, also from Ezra Day School, 

wrote that “they just want more of it.”  However, it was not clear from the responses 

whether most teachers complied with that request.

Survey item 18 asked teachers how often parents requested that they make 

changes to the types of classwork they assign. The response frequently was assigned the 

number 1, occasionally was assigned the number 2, rarely was assigned the number 3, 

and never was assigned the number 4.  The mean teacher response was 3.3913 with a 

standard error of mean of .13686.  On average, teacher responses leaned towards rarely.  
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Survey item 20 asked teachers how often parents requested that they make 

changes to the content of their communication practices. The response frequently was 

assigned the number 1, occasionally was assigned the number 2, rarely was assigned the 

number 3, and never was assigned the number 4.  The mean teacher response was 3.6364 

with a standard error of mean of .12389.  On average, teacher responses leaned towards 

never.  Rachel, from Orot Academy, noted that parents occasionally request an English 

version of Hebrew homework assignments.  When they do, she reminds them of an 

English version that is on an application that has always been available to them.

Fran, a fourth grade teacher at Ramot Day School, discussed how, as a result of    

communication from parents about what they expect from teachers, she tends to go 

“above and beyond” in her parent-teacher communications because the parents in her 

class are highly involved in what their children are doing in school.  When she assigns 

projects in class, she gives her students project outlines with the intent that they will show

these to their parents.  She makes sure that instructions for assignments are available in 

numerous places and that parents are very clear on what their children are expected to do.

These practices are a direct result of parents' requests for a good deal of information.  As 

Fran stated, “they really like to know what's coming, even if it's something...simple.”

Survey item 21 asked teachers how often parents requested that they make 

changes to the frequency of their communication practices. The response frequently was 

assigned the number 1, occasionally was assigned the number 2, rarely was assigned the 

number 3, and never was assigned the number 4.  The mean teacher response was 3.4348 

with a standard error of mean of .17588.  On average, teacher responses leaned towards 
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rarely.  

Ora, from Ezra Academy, described the frequency with which parents expect her 

to engage in communication, as well as the administrative response:

Well, we've had some parents that have taken it to the point where they'll 

sometimes email four, five times a day, requesting us to answer back the same day

on each email.  Sometimes we have parents that want us to get back to them in the

evening, and...that's a little bit much after 5:00.  Or, on the weekend, they've even 

told us now that we need to check our emails over the weekend...On Sunday we're

supposed to make sure that we don't have any emails that we need to respond to.

Survey item 22 asked teachers how often parents requested that they make 

changes to the purpose of their communication practices. The response frequently was 

assigned the number 1, occasionally was assigned the number 2, rarely was assigned the 

number 3, and never was assigned the number 4.  The mean teacher response was 3.8636 

with a standard error of mean of .09968.  On average, teacher responses leaned towards 

never.  

According to the quantitative survey results, teachers perceived that parent 

communications had only a minor impact on teacher practices.  However, there were 

numerous individual cases of particular parent communications having an impact on one 

aspect of a teacher's practices.  Several teachers spoke about being compelled to make 

changes that they wouldn't necessarily have considered without parent requests.  Also, 

several teachers mentioned making positive changes as the result of parent 

communications, based upon receiving information about their students from parents that 
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would help teachers better facilitate student learning.  

Question 3. What are private Jewish day school parents' perceptions of the impact of 

parent communications on teacher practices, including curriculum planning, grading 

practices, instructional practices, and communication practices, and how do they differ 

from teachers' perceptions?

The same survey items used to examine teacher perceptions of the impact of 

parent communications on their teaching practices were used to examine parent 

perceptions of the same phenomenon.  The Jewish day school parent responses on the 

survey and interviews indicated that they perceived that parent communications had little 

impact on teacher practices.  As noted in the results of each survey item described below, 

parents spoke about isolated incidents of changes being requested and granted.  Often the 

impact was the result of one particular assignment or one teacher behavior.  Parents did 

not perceive of their impact as being significant or comprehensive.  A summary of 

responses is shown in Table 11.

Table 11

Parents' Responses of Reported Perceptions of the Impact of Parent Communications on 

Teacher Practices.

How often do
parents request... Frequently Occasionally Rarely Never n M SD

Teacher change
classroom
practices 0% 12.6% 27.4% 60.0% 95 3.4737 .71224

Teacher change
content of
curriculum 0% 8.3% 20.8% 70.8% 96 3.6250 .63660
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Teacher change
pacing of

curriculum 1.0% 8.3% 27.1% 63.5% 96 3.5313 .69514

Administrator
review of

curriculum 0% 9.4% 29.2% 61.5% 96 3.5208 .66458

Teacher change
grading practices 0% 4.2% 26.0% 69.8% 96 3.6563 .55872

Teacher review a
child's grade 2.1% 14.6% 30.2% 53.1% 96 3.3438 .80561

Teacher change a
grade 0% 2.1% 17.7% 80.2% 96 3.7813 .46347

Teacher change
lesson

presentation 0% 8.6% 19.4% 72.0% 93 3.6344 .63904

Teacher change
content of
homework 0% 7.4% 23.2% 69.5% 95 3.6211 .62192

Teacher change
the types of
classwork
assigned 0% 6.3% 15.8% 77.9% 95 3.7158 .57729

Teacher change
content of

communications 0% 6.7% 22.5% 70.8% 89 3.6404 .60766

Teacher change
frequency of

communications 0% 10.1% 21.3% 68.5% 89 3.5843 .67097

Teacher change
purpose of

communications 0% 6.8% 10.2% 83.0% 88 3.7614 .56719

Research question 3 is addressed by several of the survey items.  Each item 

focused on the impact of parent communications on one of four areas of teacher 

practices: curriculum, grading, communication, and instructional practices.  Each survey 

question included an open-ended response box, where parents had the option of typing in 
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any comments.  Survey items that asked about changes requested by parents prompted 

participants to comment in the open-ended response box on the change being requested 

and whether and how it was granted.  The quantitative data are discussed first, followed 

by related qualitative survey and interview data.

Survey item 7 asked parents how often they requested that teachers make changes

to their classroom practices. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.4737 with a standard error 

of mean of .07307.  On average, parent responses tended to fall between rarely and never.

Isaac, a parent at Stone Jewish Academy, did not give specifics during his 

interview about changes that teachers made in their classroom practices.  However, his 

perception was that the teachers at his school were “more receptive” to the input of 

certain parents.  When asked about which parents he had in mind, he felt that those 

parents with more money had a greater impact on school changes, and, consequently, 

classroom changes as well.

Survey item 8 asked parents how often they requested that teachers make changes

to the content of their curriculum. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.6250 with a standard error 

of mean of .06497.  On average, parent responses leaned towards never.  

In the open-ended response section, several parents wrote that they had requested 

more challenging materials for their children.  One parent from Ramot Day School wrote 
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the she had “never asked for a change to curriculum but...I did ask that my child be 

allowed to move ahead somehow to curriculum from the next grade up.”  A fourth grade 

parent from Stone Jewish Academy wrote, “I would never 'request.'  I might suggest, but 

that would be rarely.”   For the most part, parents referred to single episodes of requesting

curriculum changes.  The parent of a second grader at Stone wrote, “I trust in our school 

and teachers' curriculum.”

Survey item 9 asked parents how often they requested that teachers make changes

to the pacing of their curriculum. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.5313 with a standard error 

of mean of .07095.  On average, parent responses leaned towards never.

Again, the open-ended response section included several parent responses 

indicating that they requested changes which included extra challenge for their children.  

A parent of a third grade student at Stone Jewish Academy wrote that she requests these 

changes only if she felt that her child was not being challenged.  A few other parents 

wrote about requesting more challenges and a quicker pace for their own children.  

However, the parent of a second grade student at Stone wrote that these types of 

suggestions “aren't usually welcomed and are viewed as not feasible by most teachers 

who create the pace of the curriculum.”  

Survey item 10 asked parents how often they requested that an administrator 

review a teacher's curriculum. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

83



was assigned the number 4.  The mean parent response was 3.5208 with a standard error 

of mean of .06783.  On average, parent responses leaned towards never.

Survey item 12 asked parents how often they requested that a teacher make 

changes to his or her grading practices. The response frequently was assigned the number 

1, occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.6563 with a standard error 

of mean of .05702.  On average, parent responses leaned towards never.

Stacy, a parent of two students at Ramot Day School, discussed a change that she 

had requested.  She found that some of the grade level teachers counted class 

participation towards the students' grade, but some did not.  She wanted all of the 

teachers at the grade level to be consistent in their practices.  She found the 

administration to be supportive of her request, but Stacy did not feel that it was a major 

change.  “It wasn't anything dramatic.  It wasn't a dramatic change in the teaching, per 

se,” she stated during her interview.  Her request was granted in the classrooms at the 

behest of the administration.

Survey item 13 asked parents how often they requested a review of their child's 

grade. The response frequently was assigned the number 1, occasionally was assigned the

number 2, rarely was assigned the number 3, and never was assigned the number 4.  The 

mean parent response was 3.3438 with a standard error of mean of .08222.  On average, 

parent responses tended to fall between rarely and never.  

In the open-ended response sections for items 12 and 13, several parents 

mentioned instances where they had requested special situations, such as including a 
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class participation grade in the final average, or giving partial credit for work shown.  

They did not give indication that these were regularly occurring parent behaviors, nor 

was there indication that parents were unyielding in their requests.  A fifth grade parent at

Ramot Day School described her experience:

On one or two occasions when the teacher has marked things wrong on a paper or 

test, but we (the parents) have reviewed and think the answer our daughter gave 

might really be correct, we have written a short note on the test to see if the 

teacher might examine/change her mind.

Survey item 14 asked parents how often they requested that a teacher make a 

grade change. The response frequently was assigned the number 1, occasionally was 

assigned the number 2, rarely was assigned the number 3, and never was assigned the 

number 4.  The mean parent response was 3.7813 with a standard error of mean of

.04730.  On average, parent responses leaned towards never. 

Survey item 16 asked parents how often they requested changes in the way a 

teacher presents his or her lessons. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.6344 with a standard error 

of mean of .06627.  On average, parent responses leaned towards never.

Although 72% of the parent respondents selected never for item 16, in the open-

ended section several parents mentioned circumstances when they felt compelled to 

request changes in a teachers' lesson presentation, and some were based upon negative 

experiences.  A fourth grade parent at Ramot Day School said she was “more likely [to 
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request a change] if I don't respect the teacher as much.”  Linda, a parent of two children 

at Stone Jewish Academy wrote that “if a particular teacher is a 'bully' and not teaching in

an effective way, I step in and have asked a department head to be involved with the 

teaching practices.”  A few other parents were more positive.  A parent of a fourth-grader 

at Orot Academy was pleased with her child's teacher's practices and wrote that “when 

something does not work for my child the teacher changes the way they teach to him on 

their own.” 

Survey item 17 asked parents how often they requested that a teacher make 

changes to the content of homework. The response frequently was assigned the number 1,

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.6211 with a standard error 

of mean of .06381.  On average, parent responses leaned towards never.

In the open-ended response section, parent comments mostly centered around the 

time it takes their child to complete homework.  Two parents mentioned that they would 

only ask for clarification, not changes.  Three parents wrote about contacting the teacher 

if they child is unable to complete the homework for some reason.  Linda, from Stone 

Jewish Academy, wrote “If there is ever homework that my child can't complete, I write a

note on the assignment for the teacher.  This is very rare.”

Survey item 18 asked parents how often they requested changes in the types of 

classwork assigned by the teacher. The response frequently was assigned the number 1, 

occasionally was assigned the number 2, rarely was assigned the number 3, and never 

was assigned the number 4.  The mean parent response was 3.7158 with a standard error 
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of mean of .05923.  On average, parent responses leaned towards never.

Survey item 20 asked parents how often they requested that a teacher make 

changes to the content of his or her communication practices. The response frequently 

was assigned the number 1, occasionally was assigned the number 2, rarely was assigned

the number 3, and never was assigned the number 4.  The mean parent response was 

3.6404 with a standard error of mean of .06441.  On average, parent responses leaned 

towards never. 

Survey item 21 asked parents how often they requested that a teacher make 

changes to the frequency of his or her communication practices. The response frequently 

was assigned the number 1, occasionally was assigned the number 2, rarely was assigned

the number 3, and never was assigned the number 4.  The mean parent response was 

3.5843 with a standard error of mean of .07112.  On average, parent responses leaned 

towards never.

Survey item 22 asked parents how often they requested that a teacher make 

changes to the purpose of his or her communication practices. The response frequently 

was assigned the number 1, occasionally was assigned the number 2, rarely was assigned

the number 3, and never was assigned the number 4.  The mean parent response was 

3.7614 with a standard error of mean of .06046.  On average, parent responses leaned 

towards never.

The responses to the last three questions highlighted how communication varies 

among teachers.  Most comments in the open-ended response sections referred to only 

one teacher's practice or one situation that the parents wanted changed.  Stacy, from 
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Ramot Day School, asked one teacher to use the communications platform more 

frequently, which the teacher did.  A parent at Stone Jewish Academy asked his child's 

Hebrew teacher to include some communication in the student's homework book.  These 

were individual incidents, and there were no sweeping changes mentioned that had a 

wide impact.  As a parent of a third-grader at Ramot stated, “There is a wide variety 

amongst communication of the teachers.  Some teachers communicate A LOT via email, 

and others communicate on an as-needed basis.  It is definitely preferred to receive more 

communication.”

The difference between teachers' perceptions and parents' perceptions of the 

impact of parent communications on teacher practices is illustrated below.  Teacher 

practices were divided into four categories: curriculum planning, grading practices, 

instructional practices, and communication practices.  There were several survey items 

that addressed each of these subcategories.  T-tests were conducted to determine if any 

significant differences existed between the responses of parent and teachers. Comparisons

of parent and teacher responses to each of the items are detailed below and in Table 12.

Table 12

Comparisons of Means of Parent and Teacher Responses to Survey Items Related to 

Research Question 3.

Survey
Item Parent Mean Teacher Mean

Levene's Test
for Equality of
Variances Sig.

t-test for Equality of
Means Sig. (2-tailed)

7 3.4737 2.9600 .038 .002

8 3.6250 3.3478 .065 .075

9 3.5313 3.2174 .563 .057

10 3.5208 3.7826 .000 .022
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12 3.6563 3.3913 .022 .111

13 3.3438 2.9130 .002 .006

14 3.7813 3.4783 .004 .030

16 3.6344 3.5652 .622 .645

17 3.6211 3.0000 .335 .000

18 3.7158 3.3913 .091 .020

20 3.6404 3.6364 .863 .977

21 3.5843 3.4348 .046 .369

22 3.7614 3.8636 .125 .436

 A t-test was conducted for these survey items to determine if the means of the 

parent results and the means of the teacher results were statistically different.  On survey 

item 7, where parents and teachers reported on how often parents request that teachers 

change their classroom practices, the mean of parent responses was 3.4737 and the mean 

of teacher responses was 2.9600.  The Levene test of homogeneity of variance was  

significant (p<.05), so equal variances were not assumed.  The null hypothesis of equal 

teach and parent means was rejected t(39.227)=-3.343, p<.05, so there is a significant 

difference in the responses of parents and teachers.  Teachers reported significantly more 

parents requests for changes in their practices than parents reported.

Survey items 8, 9, and 10 addressed perceptions of the impact of parent 

communications on teachers' curriculum planning. On survey item 8, where parents and 

teachers reported on how often teachers were requested to make changes to the content of

their curriculum, the mean of parent responses was 3.6250 and the mean of teacher 

responses was 3.3478.  The Levene test of homogeneity of variance was not significant 

(p>.05) so equal variances were assumed.  The null hypothesis of equal teacher and 
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parent means was not rejected t(117)=-1.796, p>.05, so there is no significant difference 

in the means of responses of teachers and parents on the frequency of parent requests to 

make changes to the content of the curriculum.

Survey item 9 asked how often teachers were requested to make changes to the 

pacing of their curriculum. The mean of parent responses was 3.5313 and the mean of 

teacher responses was 3.2174. The Levene test of homogeneity of variance was not 

significant (p>.05) so equal variances were assumed.  The null hypothesis of equal 

teacher and parent means was not rejected t(117)=-1.923, p>.05, so there is no significant

difference in the responses of teachers and parents.  There was no significant difference 

between teacher and parent reports of the frequency of parent requests to modify the 

pacing of the curriculum.

On survey item 10, where parents and teachers reported on how often it was 

requested that an administrator review a teacher's curriculum, the mean of parent 

responses was 3.5208 and the mean of teacher responses was 3.7826.  The Levene test of 

homogeneity of variance was significant (p<.05) so equal variances were not assumed.  

The null hypothesis of equal teacher and parent means was rejected t(117)=-1.801, p<.05,

so there is a significant difference in the responses of teachers and parents.  Parents 

reported a significantly higher frequency of parent requests for an administrator to review

a teacher's curriculum.

Survey items 12, 13, 14, and 15 addressed perceptions of the impact of parent 

communications on teachers' grading practices.  On survey item 12, where parents and 

teachers reported on how often it was requested that a teacher make changes to his or her 
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grading practices, the mean of parent responses was 3.6563 and the mean of teacher 

responses was 3.3913.  The Levene test of homogeneity of variance was significant 

(p<.05) so equal variances were not assumed.  The null hypothesis of equal teacher and 

parent means was not rejected t(28.623)=-1.645, p>.05, so there is no significant 

difference in the responses of teachers and parents.

Survey item 13, asked how often parents requested a review of their child's grade. 

The mean of parent responses was 3.3438 and the mean of teacher responses was 2.9130. 

The Levene test of homogeneity of variance was significant (p<.05) so equal variances 

were not assumed.  The null hypothesis of equal teacher and parent means was rejected 

t(43.511)=-2.889, p<.05, so there is a significant difference in the responses of teachers 

and parents. Teachers reported significantly more frequent parent requests to review their 

child's grade.

On survey item 14, parents and teachers were asked how often parents request a 

grade change.  The mean of parent responses was 3.7813 and the mean of teacher 

responses was 3.4783.  The Levene test of homogeneity of variance was significant 

(p<.05) so equal variances were not assumed.  The null hypothesis of equal teacher and 

parent means was rejected t(28.765)=-2.288, p<.05, so there is a significant difference in 

the responses of teachers and parents.  Teachers reported significantly higher parent 

requests for grade changes than parents reported.

Survey item 15 asked how often parents request that an administrator review a 

teacher's grading practices. The mean of parent responses was 3.7292 and the mean of 

teacher responses was 3.7391.  The Levene test of homogeneity of variance was not 
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significant (p>.05) so equal variances were assumed.  The null hypothesis of equal 

teacher and parent means was not rejected t(117)=.083, p>.05, so there is no significant 

difference in the responses of teachers and parents.

Survey items 16, 17, 18, and 19 addressed the impact of parent communications 

on teachers' instructional practices.  Survey item 16 asked how often parents request 

changes in the way a teacher presents his or her lessons. The mean of parent responses 

was 3.6344 and the mean of teacher responses was 3.5652.  The Levene test of 

homogeneity of variance was not significant (p>.05) so equal variances were assumed.  

The null hypothesis of equal teacher and parent means was not rejected t(114)=-.462, 

p>.05, so there is no significant difference in the responses of teachers and parents.

Survey item 17 asked how often parents request changes in the content of a 

teacher's homework. The mean of parent responses was 3.6211 and the mean of teacher 

responses was 3.0000.  The Levene test of homogeneity of variance was not significant 

(p>.05) so equal variances were assumed.  The null hypothesis of equal teacher and 

parent means was rejected t(116)=-4.056, p<.05, so there is a significant difference in the 

responses of teachers and parents.  Teachers reported significantly more frequent parent 

requests for changes in homework content than did parents.

Survey item 18 asked how often parents request changes in the types of classwork

assigned by the teacher. The mean of parent responses was 3.7158 and the mean of 

teacher responses was 3.3913.  The Levene test of homogeneity of variance was not 

significant (p>.05) so equal variances were assumed.  The null hypothesis of equal 

teacher and parent means was rejected t(116)=-2.354, p<.05, so there is a significant 
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difference in the responses of teachers and parents.  Teachers reported significantly more 

frequent parent requests for changes in classwork than parents reported.

Survey item 19 asked how often parents request that an administrator review a 

teacher's instructional practices, including homework, classwork, and teaching methods. 

The mean of parent responses was 3.6316 and the mean of teacher responses was 3.7727. 

The Levene test of homogeneity of variance was not significant (p>.05) so equal 

variances were assumed.  The null hypothesis of equal teacher and parent means was not 

rejected t(115)=1.038, p>.05, so there is no significant difference in the responses of 

teachers and parents.

Survey items 20, 21, and 22 addressed the impact of parent communications on 

teachers' communication practices.  Survey item 20 asked how often parents request that 

a teacher make changes to the content of his or her communications. The mean of parent 

responses was 3.6404 and the mean of teacher responses was 3.6364.  The Levene test of 

homogeneity of variance was not significant (p>.05) so equal variances were assumed.  

The null hypothesis of equal teacher and parent means was not rejected t(109)=-.028, 

p>.05, so there is no significant difference in the responses of teachers and parents.

In survey item 21, participants were asked how often parents request that a 

teacher make changes to the frequency of his or her communication practices. The mean 

of parent responses was 3.5843 and the mean of teacher responses was 3.4348. The 

Levene test of homogeneity of variance was significant (p<.05) so equal variances were 

not assumed.  The null hypothesis of equal teacher and parent means was not rejected 

t(29.586)=-.788, p>.05, so there is no significant difference in the responses of teachers 
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and parents.

Survey item 22 asked how often parents request that a teacher make changes to 

the purpose of his or her communication practices. The mean of parent responses was 

3.7614 and the mean of teacher responses was 3.8636. The Levene test of homogeneity of

variance was not significant (p>.05) so equal variances were assumed.  The null 

hypothesis of equal teacher and parent means was not rejected t(108)=.781, p>.05, so 

there is no significant difference in the responses of teachers and parents.

The areas where significant differences were found in teacher and parent 

perceptions of the impact of parent communications on teacher practices were 

administrator review of curriculum, reviewing a child's grade, changing a child's content 

of homework, and changes in the types of classwork.  Also, there was a significant 

difference in the overall perception of the impact on teacher practices.  Teacher and 

parent perceptions of the impact of parent communications were not significantly 

different regarding areas such as content of curriculum, lesson presentation, and 

communication practices.

Summary

The current study was conducted in order to gain an understanding of the nature 

of parent communications in private Jewish day schools, and to understand the impact of 

these communications and parent expectations on teacher practices.  The study results 

revealed that there is frequent communication that goes back and forth between teachers 

and parents.  Parents are very comfortable engaging in and initiating communications 

with teachers and schools, and sharing their expectations with teachers and 
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administration.  Most communications are of a benign nature, but both parents and 

teachers have experienced communications with a negative tone.  While both teachers 

and parents reported episodes where teachers have changed their practices as a result of 

parent communications, they both also indicated that these occurrences are not typical.  

The impact of parent communications on teacher practices is minimal.  Teachers, parents,

and school leaders also reported that much of the impact is positive and beneficial for 

students.

95



Chapter 5 

Discussion, Implications, and Recommendations

The current study was conducted to determine the nature of parental 

communications in private Jewish day schools, as well as to determine the impact of 

parent communications and expectations on teacher practices in these schools.  Through 

an online survey of 25 teachers and 96 parents, as well as interviews with 10 parents, 10 

teachers, the researcher examined and compared the parents' and teachers' reports of the 

impact of parent communications on the teacher practices of curriculum practices, 

grading practices, instructional practices, and communication practices.  Interviews with 

three school leaders helped to provide context for the study.

Question 1. What is the nature of parent communications currently taking place in 

private Jewish day schools, from the perspectives of teachers, parents, and school 

leaders? 

To address this question, teachers, parents, and school leaders reported on the 

frequency and tone of parent communications in their schools, as well as who initiates 

parent communications and the concerns addressed in parent communications.  In both 

quantitative and qualitative terms, it became clear that parents at the participating schools

generally felt comfortable approaching teachers with questions or concerns.  This is 

consistent with the behaviors reported in schools with many affluent families (Lareau, 

2000).  It can also explain why teachers and parents who had previous experiences in 
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public schools noticed profound differences in the level of parent communications that 

took place in public schools and private Jewish day schools.  Private Jewish day schools 

tend to enroll children from more affluent families (Rich & Rosenak, 1999; Useem, 1992)

while poorer families attend public schools.  

Parent self-efficacy is evident in the data from the surveys and interviews.  The 

high comfort levels that parents have in approaching teachers and administrators about 

their children's education are evident in the teacher and leader reports and in the parent 

self-reports and serve to demonstrate parents' efficacy beliefs.  Cultural capital can be 

influenced by socioeconomic status and religion (Lareau 2000, 1987), and can contribute 

to parent self-efficacy as well. Parent self-efficacy is one of the motivational factors of 

parental involvement identified by Hoover-Dempsey and Sandler (1997).  Parents' self-

efficacy beliefs support the challenges they decide to undertake, how much effort they are

willing to put into an educational situation, and the extent of their perseverance and 

persistence in working towards overcoming challenges that arise in a situation (Bandura, 

1989, as cited in Hoover-Dempsey & Sandler, 1997).  

A large percentage (96.0%) of teachers reported using email to engage in parent 

teacher communications.  This could be because several schools use school management 

programs, such as Edline or Renweb, that incorporate grading, homework, class news, 

and more.  These programs make it easy for teachers to communicate with parents via 

email.  A much smaller percentage of parents (51%) preferred email as a means of 

communication, and many parents reported that they found other forms of 

communication to be more effective.  This raises the question of why teachers prefer 
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email when parents do not have an equally high level of preference.  Convenience is 

certainly one factor that cannot be overlooked.  There is also the possibility that it is 

easier to deliver difficult news via email than to have to deliver such news in person.  

This is illustrated by the results of survey item 5, where parents and teachers were asked 

about the tone of parent-teacher communications.  There was a statistically significant 

difference between the means of parent and teacher reports, with far fewer teachers than 

parents reporting that communications had a very positive or somewhat positive tone.   

This difference might be accounted for by the fact that the parent respondents had only 

their own experiences to use as reference, while a teacher may have had negative 

experiences from other parents.  As mentioned in the limitations section, an individual 

parent may not be able to perceive the overall classroom tone.  

Jodi, a teacher at Ramot Day School, described some parents as “very challenging

and very difficult.  They're used to being heard and having the final say.”  Melissa, a 

teacher from Ezra Day School, reported having “less than a handful of parents” that she 

would identify as “ugly,” but they were a vocal group.  Even benign news might be 

difficult for teachers to deliver in person or over the telephone if the teacher feels that the 

conversation could turn to a more problematic topic.

When teachers are obligated to communicate with parents like those, they most 

likely find it easier to do so via email than to face them and personally handle the parents'

reactions.  Mr. Klein, the leader of Southeastern Jewish Day School, found this to be the 

case in several situations:

If a parent is nasty in their email, or in their interaction in the hallway or in a 
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phone conference, I'll definitely see that teacher either being gun-shy with that 

parent, not wanting to confront the parent.  If there's an issue in the classroom, 

they'll say to an administrator, “Either call with me or call for me.”  They may not

want to get into that interaction with that parent anymore.  In some cases a teacher

might say, “You know what?  I just don't want to call that parent again and I don't 

want to talk to them,” leaving us to handle it, because they're not wanting to 

follow up because they're afraid of the repercussions... Even though we're 

professionals and we like to think our teachers are professionals, but they're 

human beings first.

Some parents and teachers reported that parent-teacher communications only are 

initiated when there is some sort of problem with a student.  Jerry, a teacher at 

Southeastern Jewish Day School, and Isaac, a parent at Stone Jewish Academy, stated 

those concerns as described earlier.  If this is the perception that both parties have about 

parent-teacher communications, then they will naturally perceive these communications 

to have a negative tone.  This can be minimized by ensuring that teachers and parents 

make an effort to reach out to one another to share positive information on a regular 

basis, in addition to negative reports.  

Jodi, a teacher at Ramot Day School with many years of experience, felt that those

years helped her improve her communications with parents, ultimately improving the 

relationships.  She stated that when parents had contacted her when she was early in her 

career, she was inclined to get defensive.  Now, she says, she feels that “”the most 

important part of communication for a teacher with parents...is listening....If the parent is 
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initiating the contact, they have a mission and they need to be heard.”  

Policies regarding parent-teacher communications can be put in place to help 

alleviate negative perceptions regarding parent-teacher communications.  Mrs. Werner, 

the leader of Stone Jewish Academy, discussed her philosophy on reducing the perception

that parent-teacher communications are associated with negative concerns.  She said:

Sort of our philosophy is if teachers are reaching out to parents to have to discuss 

concerns, I'm hopeful, and my philosophy is, that they reach out to the same 

number of parents that day to talk about strengths or celebrate somebody's 

successes for that day.

Mr. Klein concurred, by summarizing his philosophy on parent-teacher 

communication as “the more the merrier.”  He elaborated by saying that “the more our 

teachers communicate, the better all the relationships would be.”  He felt that the 

unpleasant situations with parents would arise less frequently if parents received greater 

levels of positive communication, to balance out the negative communication.  When 

parents hear numerous positive messages from teachers, they might be more willing to 

work with teachers as partners when a concern arises.  While this type of understanding 

about parent-teacher relationships can arise from years of experience, it would be more 

beneficial for school leaders to provide teacher training and mentoring, and workshops 

for parents as well, geared towards establishing and maintaining positive parent-teacher 

relationships.

In their interviews, the school leaders painted portraits of parent groups who 

expected a great deal of communication and responsiveness from their children's schools.
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These parents were identified as maintaining certain expectations for their children in 

terms of their education, and felt very comfortable taking steps to ensure that these 

expectations were fulfilled.  These expectations likely stemmed from a desire to transfer 

the parents' social and cultural capital to their children, as Lareau (2000, 1987) found to 

be the case in affluent schools.  Parents are motivated to the point that most parent email 

communications to teachers were sent to the school leaders as well, via carbon copy.  The

combination of high parent self-efficacy and the desire to transfer cultural capital allowed

parents to feel very comfortable and capable of taking their concerns straight to the top, 

even while technically following school protocols.  However, even with these parent 

motivations in place, the leaders felt that the parent communications and expectations had

isolated pockets of impact on teacher practices, rather than a regular, continuous effect.

One common thread that ran throughout the leaders' interview responses was the 

idea that parent-teacher relationships have the potential to be more positive and 

productive.  Interestingly, they placed the burden of the responsibility for improved 

parent-teacher relationships directly on the shoulders of teachers.  They generally felt that

if teachers engage in frequent positive communications on a regular basis, their overall 

relationship with parents would improve.  

While that may be the case, teachers and administrators can help to further 

positive relationships by recognizing the origins of parents' efforts to impact the 

classroom.  An understanding of parent motivations to become involved in their 

children's education, including role construction and self-efficacy as outlined by Hoover-

Dempsey and Sandler (1987), can help teachers who feel “barraged.”  An understanding 
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of the role that the transfer of social and cultural capital plays in parents' motivation can 

also help parents understand that a good deal of parent communications and expectations 

may have little to do with the teacher and more to do with parents trying to ensure a 

bright future for their children.  If teachers learn about and understand these factors, then 

they will be able to distance themselves from a personal response to parent requests and 

instead view them as possible opportunities to improve student learning.

Question 2. What are private Jewish day school teachers' perceptions of the impact of 

parent communications on their practices, including curriculum planning, grading 

practices, instructional practices, and communication practices?

A theme that emerged from several teachers' reports was that teachers are being 

asked by parents to provide students with greater challenges in the classroom.  Many 

parents seemed to equate more homework with greater challenge. In the-open ended 

response section of survey item 8, which asked how often parents requested that teachers 

make changes to the content of their curriculum, three teachers mentioned situations in 

which parents had requested teachers to make the curriculum more challenging to their 

child.  In questions 17 and 18, parent requests for more homework were mentioned five 

times. Parents' requests for a more challenging academic environment for their child 

speaks to the parental expectations of their children and of teachers, which Fejgin (1995) 

found to be positively related to student achievement.  These results are also consistent 

with findings from Cucchiara and Horvat's 2009 study, where more affluent parents were 

found to request changes that they felt would benefit their child, as opposed to changes 

that had a more collective benefit.  Therefore, parent expectations and communications 
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have impacted teacher practices in that teachers occasionally feel compelled by parents to

give extra homework to a student or a class, whether or not the teachers themselves feel 

extra homework is beneficial.  Jerry, a teacher from Southeastern Day School, wrote 

regarding homework that “some [parents] want more, [but] I'm not sure why.”

While teacher responses indicated that they have received some requests to 

provide additional challenges, the data did not not show that teachers are reporting 

frequent parent requests for changes in their instructional practices.  The parents who had 

an impact on teacher practices in some way seemed to be part of a vocal minority.  

Teachers responded to requests on an infrequent basis, from a single parent at a time, not 

from a group of parents.  However, several teachers who reported making changes 

indicated that they did so to please the parent, or because they were compelled to do so 

by the administration. 

Teachers also reported positive effects of parents requesting changes in their 

teaching practices, which included parents providing them with information about how 

students learn, or about problems students were encountering at home.  This enabled 

teachers to make positive classroom changes through differentiated instruction, and the 

teachers felt that their students benefited from this type of parent communication.  

Clearly, positive changes that result in greater student achievement can be a product of 

frequent, productive parent-teacher communications.  This further illustrates the value of 

school policies which promote a culture of frequent, positive communications.

Question 3. What are private Jewish day school parents' perceptions of the impact of 

parent communications on teacher practices, including curriculum planning, grading 

103



practices, instructional practices, and communication practices, and how do they differ 

from teachers' perceptions?

Only one parent (and no teachers) commented on the perceived impact of parent 

communications specifically from affluent parents.  Lareau (2000, 1987) and Rothstein et

al. (1999) found that higher-income parents tended to have higher levels of parent 

involvement, and often demonstrated more intense, scrutinizing behaviors related to their 

children's education.  However, other than Isaac, a parent at Stone Jewish Academy, none

of the participants gave any indication that the communications from wealthy parents had

a greater impact on teacher practices, or carried more weight in any way, than those of 

other parents.  

Several parents reported that they requested, and were granted, a more 

challenging environment for their children, meaning their children were given more 

advanced work or a quicker learning pace.  These responses are consistent with those of 

the teachers, who also mentioned that parents requested a greater challenge.  However, 

the parents did not mention asking for more homework as a means of creating a more 

challenging learning environment, as reported by the teachers.  

Why did the teachers perceive that, of the requests that parents made regarding 

instructional practices, requests involving homework were prevalent, yet the parents 

barely mentioned homework at all?  In the interviews, homework was specifically 

mentioned when asking teachers and parents about requests to change teachers' 

instructional practices, yet only teachers discussed it.  Also, a significantly higher number

of teachers than parents reported frequent parent requests for changes in homework.  It is 
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likely, based upon school leader reports, that teachers were hearing opposing parent 

requests for change.  Some parents wanted more homework, some parents wanted less.  

The homework requests were probably difficult for teachers to fulfill, since it was 

guaranteed that, whether they increased or decreased the amount of homework, there 

would have been a segment of the parent body that was unhappy with that change.  The 

teachers probably struggle with finding the right homework balance on a regular basis, 

which is why it was a more prominent topic for teachers than with the parents.  This is 

probably also an area in which teachers try to seek a balance by creating differentiated 

assignments, as reported by both parents and teachers.

While many parents mentioned making requests and otherwise seeking to change 

teachers' practices in order for their child to be more challenged, several parents also 

mentioned requesting that their child be given more support in class, such as modified 

assignments and more time for taking tests.  Parents were evaluating their children's 

experiences and taking steps to modify these experiences to best suit their child's 

educational needs, as they perceived them.  Many of these requests were granted in the 

classroom.  Essentially, these parents are making decisions about how the teachers, and 

perhaps the school, should operate.  This provides an illustration of results found in the 

study conducted by Chavkin and Williams (1987), which examined administrator and 

parent perceptions of parent involvement.  In the study, parents perceived themselves as 

well-qualified to be making academic decisions, while administrators felt that only a few 

possessed adequate educational expertise to be making school decisions.  

However, while it may seem that parents are able to make school decisions, 
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regardless of their own backgrounds in education, the reality is that many parents and 

teachers reported working as partners, as a team for the benefit of students.  As 

mentioned earlier, Linda, a parent at Stone Jewish Academy, described the teachers and 

parents at her school as having a team mentality, and felt that the school was a 

“community,” where families and teachers worked together.  Barbara, a parent of a 

second grader at Orot Academy, also expressed that “it's a school, but it seems more like 

a community, a family, a close-knit family community.”  They felt that their schools were 

consistently supportive of their needs and their children's needs.  When this is the type of 

atmosphere that pervades a school community, then parents are less likely to be making 

unilateral decisions, without the benefit of pedagogical expertise, and more likely to be 

working together with teachers for the benefit of their children.  Therefore, it is 

incumbent upon school leaders to develop and promote the concept of the school as a 

community, where parents and teachers work together as a team.

Community-building can be promoted when both parents and teachers develop an

understanding of positive, effective home-school communications.  For teachers, 

discussions and exercises that focus on the benefits of positive communications would be

helpful.  Many respondents felt that some teachers will only reach out to parents when 

there is a problem, so their first meaningful contact with a parent is to deal with that 

problem.  This establishes a relationship founded upon a negative situation, which is not 

conducive to developing meaningful partnerships.

If a teacher first reaches out to establish a relationship with parents based upon 

positive feedback, before any issues arise, then it is more likely that the parents would 
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view the teacher as a partner in their child's education.  For example, teachers can reach 

out to parents to indicate that they recognized positive actions that their child 

demonstrated, such as showing kindness towards another student, or asking an intriguing 

question.  Professional development for teachers can focus on strengthening teachers' 

recognition of student accomplishments, both academic and non-academic.  

Part of teacher professional development in this area should also cultivate an 

understanding that communicating with parents about their children is not the same as 

communicating with a salesperson about a lamp.  Teachers should see that it is a deeply 

personal topic and treat it accordingly.  Teachers should be provided with opportunities 

for instruction and reflection upon the reasons why parents respond the way they do to 

communications regarding their children.  

Parents would benefit from learning how to engage in positive communications as

well.  Schools can reach out to parents in a variety of ways, including newsletters, blogs, 

and workshops.  Schools can educate parents how to communicate in such as way that 

they will not be perceived negatively.  This can also include tips for fostering parent-

teacher relationships based upon positive communications.  Parents can reach out to 

teachers to acknowledge positive actions, such as taking extra time to explain a science 

concept, or for making a history lesson engaging to their child.  Essentially, in order to 

promote positive parent-teacher relationships, professional development for teachers and 

parent education should enable both parties to recognize that their communications do not

have to focus solely on whether or not a student did their homework that day. They can 

and should be reaching out to one another long before a problem arises.
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While many differences were found in the qualitative data, only six survey items 

related to the four categories of grading practices, curriculum practices, instructional 

practices, and communication practices had statistically significant differences between 

parent responses and teacher responses.  While teachers and parents responded to the 

same questions about parent communications and expectations, the fact that parents had a

singular view (their own) while teachers had a group view (parents of students in their 

class) must be considered when interpreting the statistical data.  This was discussed in the

limitations section.

Survey item 7 asked parents and teachers how often parents request that teachers 

make changes in general to their classroom practices.  Teachers reported significantly 

more parent requests.  24% of teachers reported that parents occasionally request 

changes, while only 12.6% of parents reported making occasional requests, and no 

parents or teachers reported frequent parent requests.  The other survey items refer to 

specific teacher practices, and are therefore more descriptive in terms of what types of 

changes parents request.  It is logical that more teachers perceive of parent requests than 

parents do, since the teachers are aware of requests made by entire groups of parents, 

while parents were only reporting on their own behaviors. It is notable, however, that 

even with the statistically significant difference in responses, 76% of teachers and 87.4% 

of parents reported that parents rarely or never request changes in classroom practices.  

On survey item 10, parents and teachers were asked how often parents requested 

that an administrator review a teacher's curriculum.  Parents reported significantly more 

frequent requests of this type than did teachers.  This might be because, if a parent does 
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not follow the school's communication protocol and goes directly to an administrator, 

without first discussing the issue with the teacher, the teacher may not even be aware that 

a request was made of an administrator.  Even so, however, 90.7% of parents and 100% 

of teachers reported that these types of requests were made either rarely or never, so these

would also not have a regular impact on teacher practices.  

Survey item 13 asked parents and teachers how often parents request a review of a

child's grade.  This would generally be done if the parent disagreed with a particular 

grade on a test or a project.  Teachers reported significantly more parent requests than 

parents did.  In fact, 53.1% of parents reported that they never made such requests, while 

only 13.0% of teachers reported that parents never made such requests.  What can 

account for such a discrepancy?  In addition to the same issues encountered with survey 

item 7, where teachers are reporting on a group of parents while parents are only 

reporting their own behaviors, it may be that parents and teachers interpreted the notion 

of a review of a grade differently.  Based upon parent responses in the open-ended 

section, parents indicated that they have asked some questions about their child's grade 

once or twice.  In the teacher responses, teachers referred to parent inquiries about 

grading scales, weighting of test items, and generally wanting to know “how is he/she 

doing?”  This interpretation of the responses is consistent with the other responses in the 

survey, and can be attributed to parent role construction, as described by Hoover-

Dempsey and Sandler (1997).  When parents communicate with teachers about grades, 

they are partially fulfilling their perceived role in their children's education.  

However, even with the contributing factor of role construction, there are not a 
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great deal of requests being made to review a child's grade.  Parents generally perceive 

that they rarely or never have a need to go over a child's grade with the teacher.  Teachers

perceive that this is also the case, and that parent requests to review grades are more 

focused on procedures than on actual student grades.  This may also serve to explain why 

teachers reported significantly more frequent parent requests for grade changes than 

parents reported, as indicated by the results for survey item 14.  Even so, 95.7% of 

teachers and 97.9% of parents reported that parents rarely or never requested grade 

changes.

On survey item 17, we see a significant difference in parent and teacher responses

regarding how often parents request changes in the content of homework given by a 

teacher.  While 92.7% of parents reported that they rarely or never request such changes, 

only 69.5% of teachers gave those responses.  This may be due to the same reasons 

discussed earlier in this paper that relate to teachers experiencing the phenomenon of 

parent involvement with a group of parents, while parents experience it more 

individually.  It is likely more pressing on the minds of teachers than on the minds of 

parents, since teachers have to make the daily judgment of whether or not the amount of 

homework they gave that day will prompt parent complaints that it was either too much 

or not enough.  The same is probably the case for survey item 18 as well, where teachers 

reported significantly more frequent parent requests for changes in the types of classwork

assigned than parents reported.

Overall, there were some statistically significant differences in the perceptions of 

parents and teachers of the impact of particular types of parent communications on 
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teacher practices in private Jewish day schools.  However, even taking into account the 

differences in perspectives between teachers and parents, the qualitative data 

overwhelmingly indicate that they have similar perceptions of the impact.  They feel that 

parents occasionally request certain changes, but that these changes have minimal impact 

in the classroom, outside of isolated, individual events.  The school leaders who 

participated in the study agreed that, for the most part, the day-to-day practices of 

teachers were not greatly impacted by parent communications.

Recommendations and Implications for Further Research 

This study selected the parent involvement behaviors of parent communications 

and expectations, and examined their impact on teacher practices in second through fifth 

grades.  Both parents and teachers were asked the same questions in the surveys in order 

to facilitate comparisons.  Comparisons served to minimize the power of perception on 

the part of both sets of participants in order to establish an understanding of the 

phenomenon of parent communications and expectations in private Jewish day schools.  

If teachers had dramatically different answers than parents regarding parent 

communications, then further research would be needed to establish why the 

phenomenon of parent communication and its impact on teacher practices is viewed so 

differently by parents and teachers.  However, in most cases, parents and teachers 

generally agreed on how the phenomenon occurs, and how it affects teacher practices.  

The inclusion of school leaders' perceptions helped to clarify the nature of parent 

communications and how they impact teachers at their schools.

The general consensus is that there is a great deal of communication between 
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schools and parents, and that parents expect frequent communication.  Parents also have 

high expectations for their children and are comfortable communicating those to teachers 

and even directing the schools in how to fulfill those expectations.  However, these 

expectations and communications don't have a strong impact on teachers' day-to-day 

decisions regarding their practices, outside of isolated incidents.

There has been little or no agreement among researchers of parent involvement as

to what defines parent involvement, as detailed earlier in this paper.  Parent actions to 

become involved in their children's education can include parent actions at home as well 

as at school, parent interactions with teachers, parent interactions with their child, parent 

expectations, and much more.  It is a broad category that needs to be more narrowly 

defined.  As described earlier, many schools are taking steps to increase parent 

involvement in an effort to improve student performance.  Specific, detailed studies need 

to be conducted about which parent involvement behaviors at each grade level yield 

positive outcomes. While parent communications and expectations were chosen as the 

factors to be examined in this study, there are countless others that might have an impact 

on teacher practices.  These should be identified and explored further.

In addition, parent communications at private Jewish day schools is also an under-

researched subject area.  Teachers and school leaders manage parent communications on 

an almost constant basis, and the advent of email and text messaging have only served to 

increase that frequency.  While this study focused on one area of impact in a few grade 

levels, the frequency and nature of parent communications likely have an impact on other

aspects of private Jewish day schools.  These areas need to be found and examined in 
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order to get a full understanding of how this phenomenon affects schools, as well as how 

teachers and school leaders conduct themselves on a daily basis.

Private schools in particular have a very high teacher turnover rate, much of 

which can be attributed to overall job satisfaction (Ingersoll, 2001).  Teachers who 

regularly feel “hectored” or “barraged” by parents at their schools are unlikely to want to 

remain there for very long, and all three school leaders indicated that some teachers feel 

this way at least some of the time..  Dedication to professional learning, which can 

include family involvement practices, has been linked with teacher retention and high 

teacher quality (Darling-Hammond & Bransford, 2005).  Therefore, it is possible to meet 

the need for both effective parental involvement practices and increased teacher retention 

rates in private schools through an approach which includes teacher and parent training in

appropriate means of family involvement.  The next step for research should be a 

systematic examination of how parent communications and expectations impact the 

teacher turnover rates in private Jewish day schools.  

Conclusion

The current study was conducted to gain a better understanding of the impact of 

parent communications and expectations on teacher practices in private Jewish day 

schools.  The study examined the perceptions of teachers, parents, and school leaders of 

second- through fifth-graders of the impact of parent communication on teacher practices.

Jewish day-school parents' high levels of social, cultural, and financial resources allow 

them to have high levels of involvement in their child's education and to be highly 

influential on school administration.  Problems can arise due to the fact that teachers are 
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accountable to many bodies, each with their own set of priorities and goals.  Teachers 

need to be able to use pedagogical expertise as their primary decision-making factor, 

since effective teaching practices are key to student learning (Darling-Hammond & 

Bransford, 2005).

The results of the current study support the findings of previous studies 

(Cucchiara & Horvat, 2009; Epstein, 1995; Lareau, 2000, 1987; Rich & Rosenak, 1999; 

Useem, 1992) indicating that affluent parents often have high expectations for their 

children and are comfortable approaching schools about their children's education.  

However, the data from the current study also demonstrate that parents can have self-

efficacy in their involvement practices, as well as the motivation to transfer social and 

cultural capital, without necessarily having a strong impact on teacher practices.  

Therefore, the teachers in private Jewish day schools are generally able to rely on their 

pedagogical expertise when making classroom decisions regarding curriculum, 

instruction, communication, and grading practices.

Frequent parent-teacher communication was found to be a hallmark of the 

participating schools, yet there were several cases where it was perceived to be negative.  

When parents have high academic expectations for their children, and teachers contact 

parents to report a problem with their child, it can be the tendency of a parent to view that

contact as negative.  However, there are steps that teachers can take to help parents view 

these types of communications as constructive.  Some parents reported that whether 

communications had a positive or negative tone depended on the teacher involved.  

Teacher training in effective communication strategies can help make even the difficult 
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communications easier to deliver and receive.  

Parents with high expectations for their children demand a great deal of 

communication in order to ensure that these expectations are being met.  In addition, even

though the participants generally reported high levels of communication, the school 

leaders who were interviewed all reported that even more frequent communications 

would yield greater benefits for teachers, parents, and students.  While the impact on 

teacher practices might be minimal, the impact on teacher morale and, subsequently, 

teacher turnover rates, would be positive.

Student progress was reported by both teachers and parents to be the most 

frequent topic of parent-teacher communications.  This speaks to the influence of parent 

expectations,  as well as to the generally productive intentions of the communication 

itself.  Many teachers who reported changing their practices indicated that they did so 

based upon information communicated to them by parents that they found beneficial 

when planning a child's course of study.  Therefore, efforts to render constructive parent-

teacher communications at private Jewish day schools are likely to yield positive results 

for students.

If a school creates a supportive community with a collaborative culture, parents 

and teachers will increasingly view one another as partners.  Some of the participants in 

the current study reported that this is already the case at their schools.  In order to 

promote the sense of community, the vocal minority of so-called “difficult” parents 

should not be permitted to permeate the culture of the school, and overtake efforts to 

work together.  These efforts to utilize parent expectations and communications for the 
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benefit of the student will have lasting benefits for the entire community.
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Appendix A

Letter to School Leaders Requesting School Participation

Dear Rabbi/Dr./Mr./Mrs. _____________________, 

I am currently engaged in research as part of my Doctoral studies to examine the 

impact of parent communication on teacher practices in private Jewish day schools.  This 

research involves conducting surveys and interviews with teachers and parents of 

students in third, fourth, and fifth grade.  I am writing to request your school's 

participation in this study.

This study will allow you the opportunity to share your voice on a topic on which 

very few studies have been done.  Almost none of the studies that address parent 

involvement have focused exclusively on private Jewish day schools.  Upon reviewing 

the research data, ideas will be that will serve to enhance and improve communication 

among parents, teachers, and administration, for the ultimate benefit of student learning.

Of course, all survey and interview data will remain confidential, as well as 

anything that we discuss regarding this study.  Pseudonyms for participants and 

institutions will be used.  All schools and interview subjects will be identified only as 

being located in the Southeastern United States, without any more specific geographical 

information.

I would greatly appreciate the opportunity to hear the perspectives of your 

school's teachers and parents.  With your permission, I would like to contact the teachers 
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and parents of third, fourth, and fifth grade to request their participation by taking a brief 

online survey.  Some participants will be requested to participate in an interview as well.  

Finally, I would like to interview you or another school leader so that I may include an 

administrative perspective.

The interview and survey data will be stored in a secure location for 24 months, at

which point they will be destroyed.

I will be contacting you by phone shortly to discuss this study further.  Should you

wish to reach me sooner, you may contact me at (786) 457-4525 or Rsolomo4@FAU.edu.

Your participation would be greatly valued and appreciated.

Sincerely,

Rebecca M. Solomon
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Appendix B

Letter of Consent For Adults (Leaders)

 1)  Title of Research Study:  The Impact of Parent Communications and Parent 
Expectations on Teacher Practices in Private Jewish Day Schools

2)  Investigators:  Dr. H. James McLaughlin, Principal Investigator; Rebecca M. 
Solomon, Co-Investigator.

3)  Purpose:  This research sets out to engage in systematic inquiry of the nature 
of current parent communication practices in private Jewish day schools and their 
impact on teacher practices, as well as teacher, school leader, and parent 
perceptions of that impact.

4)  Procedures:  a)  You will be asked to answer questions regarding the nature of 
parent communication in your school in a face-to-face interview.  b) The 
interview session will take approximately 30 minutes.  c)  The interview will take 
place at a mutually agreed-upon location.  d)  The interview will be recorded to 
allow for subsequent transcription.  All responses will be kept confidential.

5)  Risks:  The risk to you, the participant, is minimal.  The probability or 
magnitude of risk is similar to that of a routine conversation with an acquaintance.
Perhaps the only discomfort would be in your willingness to share private 
anecdotes or sensitive information as it relates to the topic at hand.  The study 
may evoke strong feelings.  Since the information is being used for research only, 
and any identifying information will be withheld, the anticipated social, legal, or 
financial risk is minimal.

6)  Benefits:  You will have the opportunity to give your perspective on a topic 
that has rarely been researched or documented.  Given the high teacher turnover 
rate in private Jewish day schools, this study may provide a better understanding 
of the perspectives and experiences of teachers as they relate to parent 
communications with teachers.  The results of this inquiry may assist in teacher 
recruitment and retention practices within the private Jewish day school 
movement.  You may refuse to join the study without penalty.  You may also 
withdraw from the study at any time without penalty.

7)  Data Collection and Storage: Any information collected about you will be kept
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confidential and secure and only the people working with the study will see your 
data, unless required by law.  The results of this study will not be released in any 
way that might allow the identification of the participants (without the 
participant's agreement) or their institutions.  Only the primary researcher and her 
supervising FAU faculty member will have access to the data.  The recordings of 
the interviews and the survey data will be kept for 24 months and then destroyed. 

8)  For questions or related problems regarding your rights as a subject, contact 
the Florida Atlantic University Division of Research at (561) 297-0777.  For other
questions about the study, contact the principal investigator, Dr. H. James 
McLaughlin, at (561) 297-3965.

9)  Consent Statement:  I have read or had read to me the preceding information 
describing this study.  All my questions have been answered to my satisfaction. I 
am 18 years of age or older and freely consent to participate.  I understand that I 
am free to withdraw from the study at any time without penalty.  I have received a
copy of this consent form. 

10)  I agree  ____  I do not agree ___ be audiotaped/videotaped.

Name of Subject:____________________________________________________

Signature of Subject:_______________________________________________ 
Date:_____________

Signature of Investigator:___________________________________________ 
Date:______________
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Appendix C

Letter of Consent for Adults (Teachers)

1)  Title of Research Study:  The Impact of Parent Communications and Parent 
Expectations on Teacher Practices in Private Jewish Day Schools

2)  Investigators:  Dr. H. James McLaughlin, Principal Investigator; Rebecca M. 
Solomon, Co-Investigator.

3)  Purpose:  This research sets out to engage in systematic inquiry of the nature 
of current parent communication practices in private Jewish day schools and their 
impact on teacher practices, as well as teacher, school leader, and parent 
perceptions of that impact.

4)  Procedures:  a)  You will be asked to answer questions regarding the nature of 
parent communications in your school in both an online survey and, possibly, a 
face-to-face interview.  b) The interview session will take approximately 30 
minutes.  c)  The interview will take place at a mutually agreed-upon location.  d) 
The interview will be recorded to allow for subsequent transcription.  All 
responses will be kept confidential.

5)  Risks:  The risk to you, the participant, is minimal.  The probability or 
magnitude of risk is similar to that of a routine conversation with an acquaintance.
Perhaps the only discomfort would be in your willingness to share private 
anecdotes or sensitive information as it relates to the topic at hand.  The study 
may evoke strong feelings.  Since the information is being used for research only, 
and any identifying information will be withheld, the anticipated social, legal, or 
financial risk is minimal.

6)  Benefits:  You will have the opportunity to give your perspective on a topic 
that has rarely been researched or documented.  Given the high teacher turnover 
rate in private Jewish day schools, this study may provide a better understanding 
of the perspectives and experiences of teachers as they relate to parent 
communications with teachers.  The results of this inquiry may assist in teacher 
recruitment and retention practices within the private Jewish day school 
movement.  You may refuse to join the study without penalty.  You may also 
withdraw from the study at any time without penalty.
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7)  Data Collection and Storage: Any information collected about you will be kept
confidential and secure and only the people working with the study will see your 
data, unless required by law.  The results of this study will not be released in any 
way that might allow the identification of the participants (without the 
participant's agreement) or their institutions.  Only the primary researcher and her 
supervising FAU faculty member will have access to the data.  The recordings of 
the interviews and the survey data will be kept for 24 months and then destroyed. 

8)  For questions or related problems regarding your rights as a subject, contact 
the Florida Atlantic University Division of Research at (561) 297-0777.  For other
questions about the study, contact the principal investigator, Dr. H. James 
McLaughlin, at (561) 297-3965.

9)  Consent Statement:  I have read or had read to me the preceding information 
describing this study.  All my questions have been answered to my satisfaction. I 
am 18 years of age or older and freely consent to participate.  I understand that I 
am free to withdraw from the study at any time without penalty.  I have received a
copy of this consent form. 

10)  I agree  ____  I do not agree ___ be audiotaped/videotaped.

Name of Subject:____________________________________________________

Signature of Subject:_______________________________________________ 
Date:_____________

Signature of Investigator:___________________________________________ 
Date:______________
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Appendix D

Letter of Consent For Adults (Parents)

1) Title of Research Study:  The Impact of Parent Communications and Parent 
Expectations on Teacher Practices in Private Jewish Day Schools

2)  Investigators:  Dr. H. James McLaughlin, Principal Investigator; Rebecca M. 
Solomon, Co- Investigator.

3)  Purpose:  This research sets out to engage in systematic inquiry of the nature 
of current parent communication practices in private Jewish day schools and their 
impact on teacher practices, as well as teacher, school leader, and parent 
perceptions of that impact.

4)  Procedures:  a)  You will be asked to answer questions regarding the nature of 
your communication with in your child(ren)'s teachers in both an online survey 
and, possibly, a face-to-face interview.  b) The interview session will take 
approximately 30 minutes.  c)  The interview will take place at a mutually agreed-
upon location.  d)  The interview will be recorded to allow for subsequent 
transcription.  All responses will be kept confidential.

5)  Risks:  The risk to you, the participant, is minimal.  The probability or 
magnitude of risk is similar to that of a routine conversation with an acquaintance.
Perhaps the only discomfort would be in your willingness to share private 
anecdotes or sensitive information as it relates to the topic at hand.  The study 
may evoke strong feelings.  Since the information is being used for research only, 
and any identifying information will be withheld, the anticipated social, legal, or 
financial risk is minimal.

6)  Benefits:  You will have the opportunity to give your perspective on a topic 
that has rarely been researched or documented.  Given the high teacher turnover 
rate in private Jewish day schools, this study may provide a better understanding 
of the perspectives and experiences of parents and teachers as they relate to parent
communications.  The results of this inquiry may assist in teacher recruitment and
retention practices within the private Jewish day school movement.  You may 
refuse to join the study without penalty.  You may also withdraw from the study at
any time without penalty.
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7)  Data Collection and Storage: Any information collected about you will be kept
confidential and secure and only the people working with the study will see your 
data, unless required by law.  The results of this study will not be released in any 
way that might allow the identification of the participants (without the 
participant's agreement) or their institutions.  Only the primary researcher and 
her supervising FAU faculty member will have access to the data.  The recordings
of the interviews and the survey data will be kept for 24 months and then 
destroyed.  

8)  For questions or related problems regarding your rights as a subject, contact 
the Florida Atlantic University Division of Research at (561) 297-0777.  For other
questions about the study, contact the principal investigator, Dr. H. James 
McLaughlin, at (561) 297-3965.

9)  Consent Statement:  I have read or had read to me the preceding information 
describing this study.  All my questions have been answered to my satisfaction. I 
am 18 years of age or older and freely consent to participate.  I understand that I 
am free to withdraw from the study at any time without penalty.  I have received a
copy of this consent form. 

10)  I agree  ____  I do not agree ___ be audiotaped/videotaped.

Name of Subject:____________________________________________________

Signature of Subject:_______________________________________________ 
Date:_____________

Signature of Investigator:___________________________________________ 
Date:______________
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Appendix E

Teacher Survey

Thank you for taking the time to complete this survey as part of my dissertation 

research on parent communications in private Jewish day schools.  All responses will be 

kept strictly confidential and will be used solely for the purposes of the study.  Only my 

dissertation advisor and I will have access to any of this information.

Your name and contact information are requested so that the researcher can 

contact you, if necessary, to follow up on information that you provide.  Neither your 

name nor identifying information, nor the name or location of the school, will be included

in the written study.

You are under no obligation to complete this survey. You may choose to skip 

questions or refuse to complete the survey.

Thank you for your assistance in this research project.

1. By checking "yes," you are consenting to participate in this research study.
___ Yes

2. Please enter your name, school name, and grade level(s) that you teach.  (This 
information is needed to assist the researcher in following up survey responses 
with interviews.  All identifying information will be kept confidential.  No 
identifying information will be included in the study, including your personal 
information, the name of your school, and the location of your school.)

3. Please type in your email address and a telephone number at which you can be 
reached.  This is needed so that the researcher can contact you to follow-up or 
clarify your responses.  Your contact information will be kept confidential and 
will only be used by the researcher for this purpose.
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4. How often do you engage in parent-teacher communications?
a) At least once a day
b) At least once a week
c) Once every few weeks
d) Rarely

Please elaborate on your answer.

5. Who initiates parent-teacher communications most often?
a) Mostly parents
b) Mostly teachers
c) Both equally

Please type in any comment.

6. How do parents prefer to communicate with you? 
a) In person
b) By telephone
c) By email
d) Through another person
e) Other

Please type in any comment.

7. How would you describe the tone of most of the communications you receive 
from parents?

a) Very positive
b) Somewhat positive 
c) Neither positive nor negative
d) Somewhat negative 
e) Very negative

Please elaborate on your answer.

8. What are the concerns about which parents have contacted you?  (Check all that 
apply.)

a) Student behavior 
b) Student effort
c) Student progress
d) Other student concern
e) Homework
f) Grades
g) Curriculum
h) Teacher behavior
i) Teacher effort
j) Teacher practices
k) Other concern

Which of these is brought up MOST OFTEN by parents?
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9. How often do parents request that you change your classroom practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

10. How often do parents request that you make a change to the content of your 
curriculum?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

11. How often do parents request that you make a change to the pacing of your 
curriculum?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

12. How often do parents request that an administrator review your curriculum?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

13. How do parents request that you make a change your curriculum?
a) Email or phone call
b) In-person communication 
c) Through an administrator 
d) Parents do not request curriculum changes.

14. How often do parents request that you make a change to your grading practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.
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15. How often do parents request a review of a child's grade?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

16. How often do parents request a grade change?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

17. How often do parents request that an administrator review your grading 

practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

18. How often do parents request that you make changes to the way you present your 
lessons (instructional practice)?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

19. How often do parents request changes in the content of homework you assign 
(instructional practice)?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

20. How often do parents request changes in the types of classwork you assign 
(instructional practice)?

a) Frequently
b) Occasionally
c) Rarely
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d) Never
Please describe any requested changes and whether or not you made the changes.

21. How often do parents request that an administrator review your instructional 

practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

22. How often do parents request that you make a change to the content of your 
communication practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

23. How often do parents request that you make a change to the frequency of your 
communication practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

24. How often do parents request that you make changes to the purpose of your 
communication practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

25. How often do parents request that an administrator review your communication 
practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not you made the changes.

All your responses will be kept confidential.  No identifying information will be 
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released, including names of participants, names of schools, and locations.  You may 
receive a phone call or email to follow-up on some of your responses.  You are under no 
obligation to participate in a follow-up component to this survey.  

Thank you very much for your participation and invaluable contribution to this 
Doctoral research project.  If you have any questions regarding this survey or the research
project, you may contact me at RebeccaSolomon@Bellsouth.net. 
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Appendix F

Parent Survey

Thank you for taking the time to complete this survey as part of my dissertation 

research on parent communications in private Jewish day schools.  All responses will be 

kept strictly confidential and will be used solely for the purposes of the study.  Only my 

dissertation advisor and I will have access to any of this information.

Your name and contact information are requested so that the researcher can 

contact you, if necessary, to follow up on information that you provide.  Neither your 

name nor identifying information, nor the name or location of the school, will be included

in the written study.

You are under no obligation to complete this survey. You may choose to skip 

questions or refuse to complete the survey.

Thank you for your assistance in this research project.

1. By checking "yes," you are consenting to participate in this research study.
___ Yes

2. Please enter your name, school name, and grade level(s) of your child(ren).  (This 
information is needed to assist the researcher in following up survey responses 
with interviews.  All identifying information will be kept confidential.  No 
identifying information will be included in the study, including your personal 
information, the name of your school, and the location of your school.)

3. Please type in your email address and a telephone number at which you can be 
reached.  This is needed so that the researcher can contact you to follow-up or 
clarify your responses.  Your contact information will be kept confidential and 
will only be used by the researcher for this purpose.

131



4. How often do you engage in parent-teacher communications?
a) At least once a day
b) At least once a week
c) Once every few weeks
d) Rarely

Please elaborate on your answer.

5. Who initiates parent-teacher communications most often?
a) Mostly parents
b) Mostly teachers
c) Both equally

Please type in any comment.

6. How do you prefer to communicate with your child(ren)'s teachers? 
a) In person
b) By telephone
c) By email
d) Through another person
e) Other

Please type in any comment.

7. How would you describe the tone of most of your communications with teachers?
a) Very positive
b) Somewhat positive 
c) Neither positive nor negative
d) Somewhat negative 
e) Very negative

Please elaborate on your answer.

8. What are the concerns about which you have contacted your child(ren)'s teachers?
 (Check all that apply.)

a) Student behavior 
b) Student effort
c) Student progress
d) Other student concern
e) Homework
f) Grades
g) Curriculum
h) Teacher behavior
i) Teacher effort
j) Teacher practices
k) Other concern

Which of these is do you communicate about MOST OFTEN with teachers?
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9. How often do you request that teachers change classroom practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

10. How often do you request that a teacher make changes to the content of his/her 
curriculum?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.

11. How often do you request that a teacher make changes to the pacing of his/her 
curriculum?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.

12. How often do you request that an administrator review a teacher's curriculum?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.

13. How do you request curriculum changes?
a) Email or phone call
b) In-person communication
c) Through an administrator
d) I do not request curriculum changes

14. How often do you request that a teacher make changes to his/her grading 

practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.
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15. How often do you request a review of your child's grade?
a) Frequently
b) Occasionally
c) Rarely
d) Never

16. How often do you request grade changes?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not those changes were 
made.

17. How often do you request that an administrator review a teacher's grading 

practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not those changes were 
made.

18. How often do you request changes in the way a teacher presents his/her lessons 
(instructional practices)?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not those changes were 
made.

19. How often do you request changes in the content of a teacher's homework 
(instructional practices)?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not those changes were 
made.
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20. How often do you request changes in the types of classwork assigned by the 
teacher (instructional practices)?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not those changes were 
made.

21. How often do you request that an administrator review a teacher's instructional 

practices (homework, classwork, teaching methods)?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not those changes were 
made.

22. How often do you request that a teacher make changes to the content of his/her 
communication practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.

23. How often do you request that a teacher make changes to the frequency of his/her 
communication practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.

24. How often do you request that a teacher make changes to the purpose of his/her 
communication practices?

a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.
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25. How often do you request that an administrator review a teacher's communication

practices?
a) Frequently
b) Occasionally
c) Rarely
d) Never

Please describe any requested changes and whether or not the changes were made.

All your responses will be kept confidential.  No identifying information will be 
released, including names of participants, names of schools, and locations.  You may 
receive a phone call or email to follow-up on some of your responses.  You are under no 
obligation to participate in a follow-up component to this survey.  

Thank you very much for your participation and invaluable contribution to this 
Doctoral research project.  If you have any questions regarding this survey or the research
project, you may contact me at RebeccaSolomon@Bellsouth.net. 
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Appendix G

Teacher Interview Protocol

The Impact of Parent Communications and Parent Expectations on Teacher

Practices in Private Jewish Day Schools

1) What grade level(s), subject areas do you teach?

2) How long have you been teaching?  How many years at this school?

3) What types of parental involvement (PI) currently take place at your school?

4) Describe the relationship between teachers and parents at your school.  (e.g., 
Generally positive or negative?)

5) Who generally initiates the PI?  Why do you think that is the case?

6) Is it usually initiated in a proactive manner or a reactive manner?

7) Do you ever see PI affecting the day-to-day classroom?  If yes, how?

8) Tell me about the school administration's handling of PI.  Do they encourage it?  
Why or why not? How?

9) Have there been any situations where you have changed your teaching practices 
as a result of PI?  (For example, grading, homework, assessment, lesson planning,
communication w/parents.)  If yes, please describe those situations.   If no, why?  
(ie:  Do parents ask for changes and they aren't made?  Are no requests made?  
Administration serves as buffer between parents and teachers?)

10) Please describe a difficult situation you have had with a parent and their efforts to 
be involved in their child's education.  Explain how it was handled and how it 
affected your classroom practices.

11) Are you aware of any situation where other teachers have changed their teaching 
practices as a result of parental involvement?  If so, please describe those 
situations.
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Appendix H

Parent Interview Protocol

The Impact of Parent Communications and Parent Expectations on Teacher

Practices in Private Jewish Day Schools

1) In what grade level is your child?

2) How long has your child been at this school?

3) What types of parental involvement (PI) currently take place at your school?

4) Describe the relationship between teachers and parents at your school.  (e.g., 
Generally positive or negative?)

5) Who generally initiates the PI?  Why do you think that is the case?

6) Is it usually initiated in a proactive manner or a reactive manner?

7) Do you ever see that PI affects the day-to-day classroom?  If yes, how?

8) Tell me about the school administration's handling of PI.  Do they encourage it?  
Why or why not? How?

9) Have there been any situations where your child's teacher changed his/her 
teaching practices as a result of PI?  (For example, grading, homework, 
assessment, lesson planning, communication w/parents.)  If yes, please describe 
those situations.   If no, why?  (ie:  Do parents ask for changes and they aren't 
made?  Are no requests made?  Administration serves as buffer between parents 
and teachers?)

10) Please describe any difficult situations you have had with a teacher and your 
efforts to be involved in your child's education.  Explain how it was handled and 
how it affected the teacher's classroom practices.

11) Are you aware of any situation where other teachers have changed their teaching 
practices as a result of parental involvement?  If so, please describe those 
situations.
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Appendix I

School Leader Interview Protocol

The Impact of Parent Communications and Parent Expectations on Teacher

Practices in Private Jewish Day Schools

1) What is your title and job description?

2) How long have you been working at this school?  Have you worked at other 
private Jewish day schools?  If yes, for how long and in what capacity?

3) What types of parental involvement (PI) currently take place at your school?

4) Who generally initiates the PI?  Why do you think that is the case?

5) Is it usually initiated in a proactive manner or a reactive manner?

6) Are you aware of situations where parents have brought concerns about teacher 
practices to the administration?  If yes, what was the nature of the concern and 
how was it handled?

7) Do you ever see PI affecting the day-to-day classroom?  If yes, how?

8) Tell me about the school administration's handling of PI.  Do they encourage it?  
Why or why not? How?

9) If parents bring a concern about a teacher's practices to the administration, are 
parents encouraged to discuss their concerns with the teacher first?  Why or why 
not?  How do parents react to the request?

10) Explain how teachers at your school view PI.

11) Explain how parents at your school view PI.  (If there is a discrepancy, ask why 
leader thinks that they see things differently.)

12) Are you aware of any situations where a teacher has changed his or her classroom
practices as a result of PI?  (For example, grading, homework, assessment, lesson 
planning, communication w/parents.)
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13) If yes, please describe those situations.   If no, why?  (ie:  Do parents ask for 
changes and they aren't made?  Are no requests made?  Administration serves as 
buffer between parents and teachers?)

140



References

Ackerman, W. I. (1989).  Strangers to the tradition: Idea and constraint in American 

Jewish education. In H. S. Himmelfarb (Ed.),  Jewish education worldwide:  A 

cross-cultural perspective (pp. 71-115). Lantham, MD:  University Press of 

America.  

Alt, M. N., & Peter, K. (2002).  Private schools:  A brief portrait. Washington, DC: U. S. 

Department of Education, National Center for Education Statistics. Retrieved 

from: http://nces.ed.gov/pubs2002/2002013.pdf 

American Jewish Historical Society.  (1999).  American Jewish desk reference.  New 

York, NY: Random House Reference.

Anderson, K. J., & Minke K. M. (2007).  Parent involvement in education: Toward an 

understanding of parents’ decision making.  The Journal of Educational Research,

100 (5), 311-323.

Ballou, D. (2001).  Pay for performance in public and private schools.  Economics of 

Education Review, 20(1), 51-61.

Berry, C. (1981).  The Nobel scientists and the origin of scientific achievement.  The 

British Journal of Sociology, 32(3), 381-391.

Bloom, B. S. (1980). The new direction for educational research: Alterable variables. Phi

Delta Kappan, 61(6), 382-385.

141

http://nces.ed.gov/pubs2002/2002013.pdf


Bogdan, R. C., & Biklen, S. K. (2007).  Qualitative research for education:  An 

introduction to theories and methods (5th ed.).  New York:  Pearson.

Burstein, P. (2007).  Jewish educational and economic success in the United States:  A 

search for explanations.  Sociological Perspectives, 50(2), 209-228.

Catsambis, S. (1998).  Expanding knowledge of parental involvement in secondary 

education: On high school academic success (Report 27). Baltimore, MD: Center 

for Research on the Education of Students Placed at Risk, Johns Hopkins 

University.

Chavkin, N. F., & Williams, Jr., D. L. (1987).  Enhancing parent involvement: Guidelines

for access to an important resource for school administrators.  Education and 

Urban Society, 19(2), 164-184. 

Chin, T.  (2000).  “Sixth grade madness”:  Parental emotion work in the private high 

school application process.  Journal of Contemporary Ethnography, 29(2), 124-

163.

Chiswick, B. R. (1992).  The postwar economy of American Jews. Studies in 

Contemporary Jewry, 5, 85-117.

Cresswell, J. W. (2006).  Qualitative inquiry and research design:  Choosing among five 

approaches. Lincoln, NE:  Sage Publications.

Cucchiara, M. B., & Horvat, E. M.  (2009).  Perils and promises:  Middle-class parental 

involvement in urban schools.  American Educational Research Journal, 46(4), 

974-1004.  doi: 10.3102/0002831209345791

142



Darling-Hammond, L., & Bransford, J., (Eds.).  (2005).  Preparing teachers for a 

changing world: What teachers should learn and be able to do.   San Francisco: 

Jossey-Bass. 

DePlanty, J., Coulter-Kern, R., & Duchane, K. A. (2007). Perceptions of parent 

involvement in academic achievement.  The Journal of Educational Research, 

100(6), 361-368.

Desimone, L.  (1999).  Linking parent involvement with student achievement: Do race 

and income matter?  The Journal of Educational Research, 93(1), 11-30.

Domina, T.  (2005).  Leveling the home advantage: Assessing the effectiveness of 

parental involvement in elementary school. Sociology of Education, 78, 233-249.

Epstein, J. L (2005).  Attainable goals?  The spirit and letter of the No Child Left Behind 

Act on parental involvement.  Sociology of Education, 78(2), 179-182.

Epstein, J. L. (1995). School/family/community partnerships: Caring for the children we 

share. Phi Delta Kappan, 76(9), 701-712.

Epstein, J. L., & Dauber, S. L. (1991).  School programs and teacher practices of parent 

involvement in inner-city elementary and middle schools.  The Elementary School

Journal, 91(3), 289-305.

Epstein, J. L.  (1986).  Parents' reactions to teacher practices of parent involvement.  The 

Elementary School Journal, 86(3), 277-294.

Fan, X. (2001).  Parental involvement and students’ academic achievement: A growth 

modeling analysis.  The Journal of Experimental Education, 70(1), 27-61.

143



Feuerstein, A. (2000).  School characteristics and parent involvement: Influences on 

participation in children's schools.  The Journal of Educational Research, 94(1), 

29-40.

Fejgin, N. (1995).  Factors contributing to the academic excellence of American Jewish 

and Asian students.  Sociology of Education, 68, 18-30.

Flynn, G., & Nolan, B. (2008).  What do school principals think about current school-

family relationships?  National Association of Secondary School Principals 

Bulletin, 92(3), 173-190.

Gartner, L. P. (2009).  Jewish education in the United States.  Jewish women: A 

comprehensive historical encyclopedia. Brookline, MA: Jewish Women's Archive.

Retrieved from:  http://jwa.org/encyclopedia/article/jewish-education-in-united-

states

Ginsburg, G. S., & Bronstein, P.  (1993).  Family factors related to children’s 

intrinsic/extrinsic motivational orientation and academic performance.  Child 

Development, 64, 1461-1474.

Glesne,  C. & Peshkin, A. (1992). Becoming qualitative researchers: An introduction.  

NY: Longman.

Goldscheider, C., & Zuckerman, A. S. (1984). The transformation of the Jews. Chicago: 

University of Chicago Press.

Grolnick, W. S., & Slowiaczek, M. L., (1994).  Parents’ involvement in children’s 

schooling: A multidimensional conceptualization and motivational model.  Child 

Development, 65, 234-252.

144

http://jwa.org/encyclopedia/article/jewish-education-in-united-states
http://jwa.org/encyclopedia/article/jewish-education-in-united-states


Gross, J. (Nov. 21, 2002).  New demands on elite private schools redefine job of 

headmaster.  New York Times.  Retrieved September 19, 2001, from 

http://www.nytimes.com/2002/11/21/nyregion/new-demands-on-elite-schools-

redefine-job-of-headmaster.html?src=pm .

Ho, E.S-C., & Willms, J. D. (1996).  Effects of parental involvement on eighth-grade 

achievement.  Sociology of Education, 69(2), 126-141.

Hoover-Dempsey, K. V., & Sandler, H. M. (1997).  Why do parents become involved in 

their children's education?  Review of Educational Research, 67(1), 3-42.

Hoover-Dempsey, K. V. & Sandler, H. M. (1995). Parental involvement in children’s 

education:  Why does it make a difference? Teachers College Record, 97(2), 310–

331.

Ingersoll, R. M. (2001).  Teacher turnover and teacher shortages: An organizational 

analysis.  American Educational Research Journal, 38, 499-534.

Izzo, C. V., Weissberg, R. P., Kasprow, W. J., & Fendrich, M.  (1999).  A longitudinal 

assessment of teacher perceptions of parent involvement in children's education 

and school performance.  

American Journal of Community Psychology, 27(6), 817-839.The Jewish Magazine 

(2006).  Jewish and Arab Islam Nobel Prize winners.  Retrieved May 30, 2011, 

from http://www.jewishmag.com/99mag/nobel/nobel.htm 

Jinfo.org (2011).  Jewish Nobel Prize winners.  Retrieved May 30, 2011, from 

http://www.jinfo.org/Nobel_Prizes.html 

145

http://www.jinfo.org/Nobel_Prizes.html
http://www.jewishmag.com/99mag/nobel/nobel.htm
http://www.nytimes.com/2002/11/21/nyregion/new-demands-on-elite-schools-redefine-job-of-headmaster.html?src=pm
http://www.nytimes.com/2002/11/21/nyregion/new-demands-on-elite-schools-redefine-job-of-headmaster.html?src=pm
http://www.nytimes.com/2002/11/21/nyregion/new-demands-on-elite-schools-redefine-job-of-headmaster.html?src=pm
http://www.nytimes.com/2002/11/21/nyregion/new-demands-on-elite-schools-redefine-job-of-headmaster.html?src=pm


Katz, L. G. (1984).  More talks with teachers.  Champaign, IL:  ERIC Clearinghouse on 

Elementary and Early Childhood Education.  

Keith, T. Z., Keith, P. B., Troutman, G. C., Bickley, P. G., Trivette, P. S., & Singh, K. 

(1993). Does parental involvement affect eighth-grade student achievement? 

Structural analysis of national data. School Psychology Review, 22(3), 474-496.

Kessler-Sklar, S. L., & Baker, A. J. L.  (2000).  School district parent involvement 

policies and programs.  The Elementary School Journal, 101(1), 101-118.

Lareau, A. (2000).  Home advantage:  Social class and parental intervention in 

elementary education.  Lanham, MD:  Rowman and Littlefield.

Lareau, A. (1987).  Social class differences in family-school relationships:  The 

importance of cultural capital.  Sociology of Education, 60(2), 73-85. 

Lehrer, E.  (1999).  Religion as a Determinant of Educational Attainment:  An Economic 

Perspective.  Social Science Research, 28(4), 358-379.

Leithwood, K., Seashore, L., Anderson, S., & Wahlstrom, K. (2004). How leadership 

influences learning. New York, NY: The Wallace Foundation. 

Levine-Rasky, C.  (2009).  Dynamics of parent involvement at a multicultural school.  

British Journal of Sociology, 30(3), 331-344.

Lubienski, C., Crane, C., & Lubienski, S. T. (2008).  What do we know about school 

effectiveness?  Academic gains in public and private schools.  Phi Delta Kappan, 

89(9), 689-695.  

Maddaus, J.  (1990).  Parental choice of school: What parents think and do.  Review of 

Research in Education, 16, 267-295.

146



Merriam, S. B. (1998).  Qualitative research and case study applications in education.  

San Francisco, CA:  Jossey-Bass.

Miles, M. B., & Huberman, A. M. (1994).  Qualitative data analysis:  An expanded 

sourcebook (2nd ed.).  Thousand Oaks, CA:  Sage Publications.

Muller, C. (1993).  Parent involvement and academic achievement:  An analysis of family

resources available to the child.  In B. Schneider & J. S. Coleman (Eds.), Parents,

their children, and schools (pp. 77-114).  Boulder, CO:  Westview Press.

National Center for Education Statistics (n.d.).  Schools and staffing survey.  Retrieved 

from http://nces.ed.gov/surveys/sass/tables/affil_2004_whs.asp June 27, 2009

Neusner, J. (2005).  Judaism in modern times: Toward a general theory.  Review of 

Rabbinic Judaism, 8, 210-245. 

Nzinga-Johnson, S., Baker, J. A., & Aupperlee, J.  (2009).  Teacher-parent relationships 

and school involvement among racially and educationally diverse parents of 

Kindergarteners.  The Elementary School Journal, 110(1), 81-91.

Patton, M. Q. (2002).  Qualitative research and evaluation methods (3rd ed.).  Thousand 

Oaks, CA: Sage Publications.

Perlmann, J. (1988). Ethnic differences: Schooling and social structure among the Irish, 

Italians, Jews, and Blacks in an American city, 1880–1935. New York: Cambridge

University Press.

Pryor, C.  (1995).  Youth, parent, and teacher views of parent involvement in schools.  

Education, 115(3), 410-420.

147



Raab, Y. R. (2006).  Why they leave:  A study of Jewish day school administrators who 

left Jewish education.  Ed.D. Dissertation, Florida Atlantic University, United 

States – Florida.  Retrieved March 1, 2011, from Dissertations & Theses @ 

Florida Atlantic University – FCLA. (Publication No. AAT 3208678).

Rich, Y., & Rosenak, M. (Eds.).  (1999).  Abiding challenges:  Research perspectives on 

Jewish education.  London: Freund Publishing House.

Rothstein, R., Carnoy, M., and Benveniste, L. (1999).  Can public schools learn from 

private schools?  Case studies in the public and private nonprofit sectors.  

Washington, D.C.:  Economic Policy Institute.

Schick, M. (2005).  A census of Jewish day schools in the United States.  New York, NY:  

The Avi Chai Foundation.  

Schiff, A. I. (1992).  What we know about...the Jewish day school.  In S. L. Kelman 

(Ed.), What we know about Jewish education: A handbook of today's research for 

tomorrow's Jewish education (pp. 149-161).  Los Angeles:  Torah Aura 

Productions.

Seidman, I. (2006).  Interviewing as qualitative research.  New York:  Teachers College 

Press.

Sheldon, S. B. (2002).  Parents' social networks and beliefs as predictors of parent 

involvement.  The Elementary School Journal, 102(4), 301-316.

Sheldon, S., & Epstein, J. (2005).  Involvement counts:  Family and community 

partnerships and mathematics achievement.  The Journal of Educational 

Research, 98(4), 196-206.

148



St. George, C. (2010).  How can elementary teachers collaborate more effectively with 

parents to support student literacy learning?  The Delta Kappa Gamma Bulletin, 

76(2), 32-38.

Steinberg, S. (1981). The ethnic myth: Race, ethnicity, and class in America. Boston: 

Beacon Press.

Union for Reform Judaism. (2008).  What is Reform?  Retrieved March 24, 2011, from 

http://urj.org/about/reform/whatisreform/

United Jewish Communities (2003) The National Jewish Population Survey. 

http://www.jewishfederations.org/local_includes/downloads/4606.pdf

Useem, E. L. (1992).  Middle school and math groups:  Parents' involvement in children's

placement.  Sociology of Education, 65(4), 263-279.

Vescio, V., Ross, D., & Adams, A. (2008).  A review of the research on the impact of 

professional learning communities on teaching practice and student learning.  

Teaching and Teacher Education, 24(1), 80-91.

Whittemore, R., Chase, S. K., & Mandle, C.L. (2001). Validity in qualitative research.  

Qualitative Health Research, 11(4), 522-537. 

Wiener, J. (2011, December 13).  Day school enrollment trending downward.  The New 

York Jewish week.  Retrieved from 

http://www.thejewishweek.com/news/short_takes/day_school_enrollment_trendin

g_downward 

149

http://www.thejewishweek.com/news/short_takes/day_school_enrollment_trending_downward
http://www.thejewishweek.com/news/short_takes/day_school_enrollment_trending_downward


Zhou, M., & Kim, S. S. (2006).  Community forces, social capital, and educational 

achievement: The case of supplementary education in the Chinese and Korean 

immigrant communities.  Harvard Educational Review, 76(1), 1-29.

150


