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ABSTRACT

TRACEY DUMAS CLARK 
WE THE PARENTS, IN ORDER TO FORM A MORE PERFECT SCHOOL: A 

CRITICAL REALIST MIXED METHODS ANALYSIS OF THE PHENOMENON OF 
PARENTAL DISSATISFACTION WITH SCHOOLS IN THE US 

Under the direction o f Vincent Youngbauer

Currently, the pendulum of power ostensibly appears to be swinging back into 

parents’ domain with the idea of school choice. Numerous studies have related notions 

o f school choice with levels o f parental dissatisfaction, making the terms seemingly 

inseparable. While some researchers proposed that various demographics (education, 

ethnicity, social class) influenced parents’ school dissatisfaction and decision making, 

only few studies have addressed why parents decide to switch or remain at current 

schools, and little is known about factors that influence parents perceptions of schools.

The aim o f this sequential explanatory mixed methods research (MMR) was to 

evaluate and examine the phenomenon of parent dissatisfaction levels with the quality o f 

schools grades K-12th. The study sought to describe demographic characteristics that 

possibly predict guardians’ levels o f school dissatisfaction with parents of K-12th school 

attendants, and ultimately examine generative mechanisms influencing parents’ 

perspectives and decision-making processes regarding their dissatisfaction o f both their 

local and national educational institutions. This study aimed to contribute to the body of 

knowledge on the educational outcomes disenfranchised guardians’ value most.



The targeted population o f this study consisted of parents o f US schools students 

grades K-12th. Sampling from a local school district, Facebook, and Twitter, 343 

participants completed the C lark’s Quality o f  Education Parent Satisfaction Survey. 

ANOVA results from the survey indicate a parents’ race, SES, or gender do not offer any 

statistical explanation as to why parents are unhappy. Additionally these independent 

variables are not statistically significant predictors o f parental dissatisfaction with the 

quality o f education in their oldest child’s grade school, however, the variable of SES 

does offer some statistical explanation as to the unhappiness o f parents.

Semi-structured phone interviews were conducted with ten parents who indicated 

dissatisfaction ratings o f 50% or higher on the survey. An analysis of interview data 

concluded, the majority o f dissatisfied parents in this sample perceive national and 

international schools as binary oppositions, frequently referring to educational quality in 

the US negatively as oppose to international institutions. These dissatisfied parents 

expect a progressive education provided by highly trained professionals to prepare their 

children for college or a career. Ultimately, perceptions that schools are unconcerned 

with the well-being and holistic needs of its students and unwilling to engage in a mutual 

partnership with parents are the two generative mechanisms with the greatest capacity for 

explaining the phenomenon of parental dissatisfaction.

xiv



CHAPTER 1 

INTRODUCTION

In 2010, mainstream America delved into the eye o f the academic reform storm as 

Davis Guggenheim’s Waiting fo r  Superman debuted on the silver screen. This two-time 

award winning documentary followed diverse parents/guardians from five different US 

cities in their struggles to seek alternate means o f education for their pupils.

Kindergartner Bianca, Francisco the first grader, and fifth graders Anthony and Destiny 

all resided in low-income communities served by failing neighborhood schools. Emily, 

an eighth grader, was the only middle class student featured. Competing against the 

disgruntle parents of more than 2,000 students for an opportunity to fill less than 220 

vacancies at only four different school choice options, the families o f these five students 

shared with the world how recent American legislation collided with educational reform 

(Olorunda, 2011).

Just one year into the Obama administration’s Race To the Top (RTTT), this film 

revealed the innermost mechanisms o f accountability, parental power, and school choice. 

Riding on the coattails o f the Bush administration’s 2001 No Child Left Behind (NCLB), 

RTTT’s major legislative adjustment was a move from mandate to incentive (Lohman, 

2010; Montalto, 2013). Lohman (2010) postulated that NCLB stipulations demanded 

accountability systems, assessments, data collection, academic standards, and annual 

progress to close the achievement gap between the marginalized and non-marginalized. 

She advanced that schools not meeting these requirements within set parameters were
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expected to design an improvement plan o f action and achieve it or shut down. Lohman 

(2010) also concluded that the attainment o f federal Title I funding for impoverished 

students was contingent upon schools meeting all o f these conditions.

On the other hand, RTTT addressed the same essentials as NCLB, in addition to 

providing states a choice in applying for competitive grant funds through the 2009 

American and Reinvestment Act (Lohman, 2010). RTTT used a rubric to determine 

monetary awards funding innovative state programs designed to “enhance standards and 

assessment, improve collection and use o f data, increase teacher effectiveness and 

achievement equity in teacher distribution, and turn around low-achieving schools” 

(Lohoman, 2010, para. 8). Yet, despite NCLB’s slant toward force and RTTT’s toward 

incentive, both pieces o f legislation emphasized improvement plans for Title 1 schools 

that continuously fail to meet standardize assessment expectations. These plans included 

(but were not limited to) supplemental education and/or offering parents’ a choice to 

enroll in another public school, both at the expense o f their neighborhood school, and at 

the start o f this study both pieces o f legislative existed concurrently in the United States 

(Lohman, 2010).

The film, Waiting fo r  Superman, featured the journeys o f dissatisfied families as 

they pursued their legislative rights for school choice under NCLB and RTTT. For 

varied reasons, each family sought to withdraw their child from traditional public school 

and enroll him/her in a charter school as an alternative means of education. Because the 

number o f children waiting to attend these schools exceeded the amount of vacancies, all 

five families were forced to participate in a lottery to determine their child’s acceptance. 

Bianca was one out of 767 children fighting for 35 openings, while Anthony sought to be
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among the 61 assigned to 24 vacant slots, Francisco was one of 792 with only 40 spots, 

Emily up against 454 applicants for 110 positions, and Daisy wished to be chosen for the 

10 slots 135 other students wanted (Olorunda, 2011). These astounding charter school 

waiting lists suggested a possible widespread phenomena of parental dissatisfaction with 

the current state o f public education, leading me to question, “Exactly what factors 

contribute to parents’ levels observable and unobservable dissatisfaction with the quality 

of education in their child’s school?”

The aim of this study will be to evaluate and examine parents’ level of 

dissatisfaction with the educational quality of their oldest child’s school. This initial 

chapter begins with an overview of current issues relating to the study, followed by a 

definitive statement o f the problem as well as a description o f the significance o f the 

study.

Statement of the Problem 

Historically, the seesaw of parental power in education has teetered from one 

extreme to the next, starting with a “strong parental involvement in the home and 

community based schools of the agrarian seventeenth century”, then moving “to the 

bureaucratic factory model schools of the industrial revolution” that limited parents 

influence in their children’s education and caused the economically challenged to feel 

powerless and avoidant o f their children’s schools (Hiatt, 1994, p. 37). Currently, the 

pendulum of power ostensibly appears to be swinging back into parents’ domain with the 

idea of school choice.

In recent studies, 21st century researchers Buckley and Schneider (2006), 

suggested, “parental satisfaction [was] critical to the politics o f school reform” (p. 57).
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Schneider, Teske, & Marschall (as cited by Buckley & Schneider, 2006, p. 59) 

concluded, “choice allow[ed] parents to select schools that emphasize[ed] the kind of 

education they want[ed] for their children’'. Numerous studies have related notions of 

school choice with levels of parental satisfaction, making the terms seemingly 

inseparable (Carroll, 2007; Bomotti, 1996; Jacob & Lefgren, 2005; Jacob & Lefgren, 

2007; Hausman & Goldring, 2000; Friedman, Bobrowski, & Geraci, 2006; Bast & 

Walberg, 2003; Buckley & Schneider, 2006; Goldring & Shapira, 1993; District o f 

Columbia Public Schools, 1995; Skallerud, 2010; Fusarelli, 2007; Council for American 

Private Education, 2010; Schneider & Buckley, 2002). Therefore, such research 

concerning the increasingly prevalent options o f school choice solidifies the need to 

clarify the satisfaction levels and educational expectations o f parents’.

Friedman, Bobrowski, and Geraci (2006) discovered several studies linking 

parent satisfaction levels to influences o f parental involvement such as communication 

and parent empowerment. In addition other factors o f school climate, staff effectiveness, 

academic programs, school safety, budget allocations and extracurricular activities have 

also indicated dynamic effects on the school satisfaction rates o f parents. Ham et al. (as 

cited by Friedman et al., 2006, p. 472) concluded, “that parent satisfaction with the 

quality o f school’s services was an effective predictor o f their school choice decision’’, 

making it “an important issue in todays competitive educational environment 

characterized by school choice” (p. 471). These findings suggested that in this school 

choice era, schools must meet the needs o f students as well as their parents to maintain 

enrollment.
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Friedman et al. (2006), investigated demographic influences on levels o f parental 

satisfaction, and discovered higher levels o f dissatisfaction among marginalized 

populations such as African Americans and Hispanics. These minorities have heavily 

populated impoverished and underperforming schools of this nation. In 2001, legislators 

responded to this phenomenon, by penning the No Child Left Behind Act o f 2001 

(NCLB) which dictated that all beneficiaries o f Title 1 funds (government subsidiaries 

provided to meet the additional needs of the marginalized) implement actions that 

stimulate the growth o f home-school partnerships as well as offer “parents of students in 

substandard public schools...the government sanctioned option o f moving their children 

to higher performing schools” (Fantuzzo et al., 2006; Friedman, et al., 2006, p. 472).

This governmental effort to “close the achievement gap among upper- and middle -class 

public school students and poor children of different ethnic backgrounds” (Friedman, et 

al., 2006, p. 472) offered parents the option of school choice as a means of empowerment 

by permitting their students in underperforming schools the option of attending a 

different school. Some stakeholders argued that under this current legislation, the need 

for improved school environments, home to school communication, parental involvement 

and satisfaction with public schools (especially those serving diverse and impoverished 

populations) matters more now than any other period in the history of American 

education (Fantuzzo et al„ 2006; Friedman, et al. 2006).

School choice supporters argue that “people who can choose should choose things 

they think best meet their needs and in turn, they should be more satisfied with them”; 

hence “parents are more satisfied with schools they have chosen”, thereby increasing 

parental involvement in education and possibly changing schools by “making [them]
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better ‘products’ available for parents to choose from” (Buckley, J. & Schneider, M., 

2006, p. 58-59). However, this notion does not go unchallenged by contenders of school 

choice who often argue that choice options such as charter schools, private schools, and 

voucher programs threaten to jeopardize the fabric of public education.

In her book, The Death and Life o f  the Great American School System: How Testing 

and Choice are Undermining Education, educational historian Diane Ravitch (2010) 

argued that school choice robbed public institutions of the most motivated parents and 

students. She suggested public schools are left with the unmotivated students that will 

likely cause school shut down. Ravitch espoused tales o f corporate corruptions as well as 

charter schools selectively maintaining their populations by discharging less than stellar 

students. For these reasons, she rejected the notion of school choice time and time again 

in her book. Other arguments against school choice concluded such practices led to re

segregation, privatized education, diverted money from public schools, and increased 

opposition among parents and teachers. While some believe professionals “alone are 

qualified to make complex decisions affecting the education o f our nation’s children”, 

there are others who suggest parents “should have a voice in their children’s 

compensatory public education” (Hiatt, 1994, p. 37). This voice is made possible through 

new governmental policies of school choice.

Despite opposing views on the subject of school choice, research concluded 

“parent satisfaction with their children’s school is an important element in measuring 

school effectiveness and identifying opportunities for improvement” (Friedman et al., 

2006, p. 472). Therefore, as parents regain control over their educational choices the 

need for research on parental dissatisfaction had increased. Friedman et al. (2006)
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summarized their research stating “if parents are satisfied with their children’s schools, 

they are more likely to keep their children at that school and send their other children to 

the same school” and “are also likely to tell other parents of their positive experience 

which further impacts school choice positively” (p. 473). Thus, the quality o f education 

in the 21st century may be redefined by the capability of schools to accurately and 

consistently pinpoint and conform to the expectations o f the parents they serve.

Friedman et al. (2006) cited various texts demonstrating an obvious recent interest 

in the topic o f parent school satisfaction, but also determined a limited amount o f studies 

actually addressed the satisfaction ratings o f specific minority groups. In the few studies 

noted, researchers specified that minority groups, mainly African Americans were the 

most dissatisfied with their children’s schools. These groups also “reported that their 

children attended a school of choice at a greater rate than did the children o f Caucasian 

parents” (p. 478). These findings suggested the possibility o f demographic factors as 

predictors o f parental dissatisfaction.

Parental involvement as, defined by LaBahn (1995), is “a combination of 

commitment and active participation on the part o f the parent to the school and to the 

student” (para. 1). Today evidence supporting the need for parents’ involvement in the 

education of their children is widely advocated by researchers, legislators, and school 

administrators. Numerous studies have confirmed that such involvement produces 

positive effects in various areas o f student achievement. According to Fantuzzo, Perry, 

and Childs (2006), “empirical research investigating the nature o f contact between 

families and schools has primarily emphasized home involvement and school 

involvement; both have been shown to have positive associations with child outcomes”
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(p. 143). Studies such as Hiatt-Michael (2001) suggested that parental involvement 

increased student attendance, the graduation rate, parent and student school satisfaction, 

and achievement scores in reading and math. Parent participation has also been citied as 

a reason for decreased retention, decreased negative behavior reports, and more accurate 

diagnosis of students for educational placement.

Researchers Fantuzzo et al. (2006) cited studies concluding that certain minority 

parents (African American and Hispanic) felt it was ultimately the job o f the school to 

initiate parental involvement. While prior research examining strategies used by schools 

to promote such partnerships identified flawed perceptions between schools and parents 

that hindered their ability to collaborate. Despite “school personnel passionately 

believe[ing] that a professional, businesslike manner [would] win the respect and support 

of parents”, quite the contrary, “parents mentioned their dissatisfaction with school 

people who [were] ‘too businesslike,’ ‘patronizing,’ or who ‘talk down to us” (Lindle, 

1989, p. 13). Conclusively, Fantuzzo et al. (2006) studies revealed a vast amount of 

research that unwaveringly suggested that the importance o f school officials’ practices 

for increasing parental involvement were more significant than poverty level, minority 

status, education level or any other characteristics of the parents. In lieu of these 

findings, Fantuzzo et al. (2006) recommended school officials develop “culturally 

sensitive and practical means to determine parental satisfaction with various aspects of 

their school” (p. 144). Buckley & Schneider (2006) suggested “parental satisfaction 

[was] critical to the politics o f school reform” (p.57), therefore further study addressing 

the “knowledge gap in the literature regarding determinates o f parent satisfaction that can
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be applied across ethnic groups” (Friedman et al., 2006, p. 473) is relevant and essential 

to the improvement o f our current schools.

While some researchers proposed that various demographics (education, ethnicity, 

social class) influenced parents’ school satisfaction and decision making, only few 

studies have addressed why parents decide to switch or remain at current schools, and 

little is known about factors that influence parents perceptions o f schools (Fonseca,

2010). Friedman et al. (2006) cited a significant amount of literature documenting a 

strong interest in satisfying parents; however, they were only able to distinguish 

“relatively few studies [that had actually] investigated the school satisfaction” of parents, 

especially with minority groups (p. 473). Additionally, McCully and Malin (as cited by 

Friedman, et al., 2006, p. 471) espoused that offering parents school choice options 

“ increased the need for research on parent satisfaction” because providing students with a 

quality education now means being able to consistently pinpoint and abide by 

expectancies of the parents.

Despite the limited body of knowledge on parental satisfaction, existing research 

suggested school personnel’s perceptions of parent satisfaction may be distorted. Lindle 

(1989) asserted that, “parents are not what school personnel think they are” (p. 13). 

Likewise, the U.S. Department o f Education (as cited in Fantuzzo, Perry, & Childs, 2006) 

resolved that school faculty and administrators believed themselves to be more inviting 

and encouraging toward parents than parents actually reported them to be. This 

discrepancy in research indicated a need for further study concerning the phenomena of 

parents’ dissatisfaction rates o f public schools.
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Purpose of the Study 

Since the enactment of NCLB, education has witnessed a steady increase in 

the establishment o f charter schools as well as the enrollment o f students at alternative 

choice educational institutions. According to the Council for American Private 

Education (2010) “Religious schools and other private schools each increased their share 

of students by 1 percent between 1993 and 2007, while the share o f students in chosen 

public schools grew by 5 percent and that of assigned public schools fell by 7 percent” (p.

1). Additionally, within a span of 12 years from 2000-2012 the reported number of 

charter schools increased from 1,500 to 5,700 with enrollment rising from 0.3 million to 

2.1 million (National Center for Education Statistics, n.d.).

Further studies have consistently suggested parents are the most dissatisfied 

with traditional public schools over choice alternatives, such as charter and private 

schools. Eight years of Gallup polls revealed a trend of 50% or more parents expressing 

high levels o f dissatisfaction with the quality o f education in grades K-12. However in 

2007 Gallup Poll discovered that while both private and public school parents were 

highly positive about their own child’s school they were highly dissatisfied with the 

nation’s educational system as a whole (Carroll, 2007; Anderson, 2009).

Friedman, et al. (2006) concluded twice as many parents in a New York 

Charter school “gave their Charter school an ‘A ’ grade overall compared to only 21 

percent who gave their child’s prior traditional public school an A” (p. 472). When 

presented the scenario of sending their child to any school of choice free o f charge 91% 

of private school parents opted keep their children in their current school while only 47% 

of public school and 58% of alternative school parents said they would choose to stay
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(Bossetti, 2007). Additionally, the Council for American Private Education (2010) 

published data from the National Center for Education revealing that only 52 percent o f 

assigned public school parents were very satisfied with their schools, compared to 62 

percent o f public school choice parents and 79 percent o f private school parents rating 

themselves as very satisfied. These proliferations in enrollment and satisfaction of 

choice alternatives hint that the legislation of NCLB and RTTT (which was designed to 

offer marginalized families in underachieving public schools more prosperous 

alternatives o f education) has conceivably been a mounting success.

However, closer examinations o f charter school accountability data suggested 

quite the contrary. Recent literature divulged that alternative educational venues, 

particularly charter schools, did not perform significantly better than traditional schools 

on standardized assessments. In a 2010 Good Morning America interview, filmmaker 

Guggenheim disclosed that ’’only one in five” charter schools were more successful than 

traditional public schools (Olorunda, 2011, p. 164). In 2013, The Center for Research on 

Education Outcomes released a National Charter School Study, which confirmed 

Guggenheim’s notions. The group found that in reading “25 percent o f charter schools 

had significantly stronger growth than their TPS [Traditional Public School] 

counterparts..., 56 percent were not significantly different and 19 percent of charter 

schools had weaker growth” (Cremata, et a!., 2013, p. 56). While data analyzed in 

mathematics indicated that only “29 percent o f charter schools had stronger growth than 

their TPS counterparts, 40 percent had growth that was not significantly different, and 31 

percent had weaker growth” (Cremata, et al., 2013, p. 56). Pertinently, Ravitch (2013) 

resolved, “charter schools run the gamut from excellent to awful and are, on average, no
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more innovative or successful than public schools” (p. 156). These data lead me to 

question, “Is academic achievement (as alluded by school choice legislation) truly the 

determining factor in parent dissatisfaction of schools?”

This mixed methods study aims to develop a deeper understanding o f the 

phenomenon of parent dissatisfaction with the quality of education schools provide 

throughout the US. It seeks to identify and describe, demographic characteristics that 

could possibly predict parents overall dissatisfaction with the educational quality of their 

oldest child’s school, as well as examine factors that influence parents’ perspectives and 

decision-making processes regarding their dissatisfaction of local and national 

institutions. A close examination of these factors contributes to the determination and 

description o f educational outcomes valued most by dissatisfied parents. Specifically the 

study investigates the following research questions:

1) Is there a significant difference in the level o f parent dissatisfaction with the 

quality o f education in their oldest child’s grade school based upon the parents’ 

race, economic status, or gender?

2) Does the race, economic status, or gender o f parents predict their dissatisfaction 

with the quality o f education in their oldest child’s grade school?

3) What are dissatisfied parents’ perceptions o f other grade schools?

4) What qualities do dissatisfied parents expect their child(ren)’s grade school(s) to 

possess?

5) What generative mechanisms influence dissatisfied parents’ perceptions and 

decision-making processes regarding their displeasure with their child(ren)’s 

grade school(s)?
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These five research questions present a complex multifaceted line o f inquiry; 

therefore a single data source does not sufficiently serve enough information. To engage 

in a process o f deeper exploration and explanation, a mixed methodological approach is 

best suited for this study because it provides the liberty needed to combine methods and 

select from a plethora o f tools relevant for responding to the research questions (Teddlie 

& Tashakkori, 2010; Creswell & Clark, 2011).

Theoretical Framework

Paradigmatic Perspective

In the quest to seek deeper understandings I must first consider my own personal 

ideas, values, assumptions, and beliefs (Maxwell, 2013; Creswell, 2013). During the 

process o f research, such notions are often referred to as paradigms, or ways in which one 

may view the world (Creswell, 2014, 2013; Creswell & Clark, 2011; Merton, 2015). My 

paradigmatic perspective as a researcher is “composed of certain philosophical 

assumptions that guide and direct the thinking and action” in the research (Merton, 2015). 

These paradigmatic notions facilitate my process o f inquiry by highlighting what matters 

most to me as the inquirer.

My philosophical position serves as a window allowing readers a peek into my 

basic assumptions concerning both ontological views of reality and epistemological ideas 

o f knowledge acquisition (Maxwell, 2013). Whether explicitly stated or subtly implied, 

no research is void of a paradigm stance (Creswell, 2014; Hall, 2013). Some scholars 

suggest a perspicuous statement o f a paradigmatic perspective is essential to establishing 

both philosophical and methodological underpinnings that shade the design and 

explanatory findings of a research study (Creswell, 2014; Maxwell, 2013). For this
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reason, 1 provide a definitive account o f my paradigm for situating my philosophical 

views which guide this mixed methods study.

Critical Realism

While often overlooked in qualitative research and still infantile to the family o f 

dominant paradigms, critical realism provides an increasingly prevalent, acceptable, and 

established worldview in the philosophy o f both empirical and social sciences (Maxwell, 

2012; Maxwell, 2013). This predominately British paradigm has gained international 

attention over the past 30 years, due to the work o f founding father Roy Bhaskar, 

(Alvesson, & Skoldberg, 2010; Bygstad & Munkvold, 2011, Sayer, 2011). Research 

design authors Maxwell (2012, 2013), Creswell & Clark (2011), Creswell (2011, 2013), 

and Mertens (2015) all provide brief yet affirmative possibilities for the paradigmatic 

power o f critical realism in their recent publications.

Theoretical Perspectives

Utilizing a critical realist's perspective, this explanatory sequential mixed 

methods study first identifies possible statistical patterns in the levels o f guardian’s 

dissatisfaction with the educational quality of their child's schools. Then, closely 

examines possible underpinning mechanisms that may influence guardians’ perspectives 

and decision-making processes regarding their dissatisfaction with local and national 

institutions. It is my hope that this work will contribute to the transformation o f the 

educational system by providing disenfranchised guardians an emancipatory voice 

concerning the quality o f education their children receive.

Achieving this task requires the extensive analysis o f social structures. Such an 

examination of complex social structures is by nature a theoretical practice, because
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society cannot be viewed as purely empirical, but consists of both observable and non

observable objects (deJonge, 2009). Essential theories offer explanations for “real 

existing, though not necessarily observable, entities" (deJonge, 2009, p. 254). Therefore, 

a sound social science study should establish a theoretical framework to guide the sense 

making process of examining societal phenomena.

Mixed methods studies are synonymous with employing two types o f theory. 

Spanning the last 5 to 10 years, a trend of either social science or transformative 

theoretical frameworks has emerged in mixed methodology (Creswell, 2014; Creswell & 

Clark, 2011). Mixed methodologists utilize social science theories in an attempt to 

explain societal phenomena, and transformative theories in an attempt to change society 

to meet the needs of frequently marginalized groups of individuals (Creswell, 2014; 

Creswell & Clark, 2011). In this study the theoretical framework established address 

both social science and transformative theories.

In its early origins Bhaskar (2008) viewed critical realism as “a comprehensive 

alternative” to positivism (p.8). While positivists and critical realists alike examine the 

object world in search o f “patterns, generalizations, and... causalities”, the critical realist 

believe that to settle for analysis at only the observable level yields nothing more than 

“superficial” findings (Alvesson & Skoldberg, 2010, p. 40). It is the critical realist’s 

emphasis on exploring hidden mechanisms o f causality resulting in both observable and 

non-observable occurrences that distinguishes it from not only positivism, but all other 

traditional paradigms (Alvesson & Skoldberg, 2010).

At its very essence critical realism coalesces two key paradigms often beheld as 

discordant. Critical realist’s views of the world serve as the median between that o f the
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positivists and social constructivists (Gandesha, 1992). For the critical realist, knowledge 

is not generalizing only observable scientific events (like positivists) or solely perceived 

social experiences (like constructivists). Instead critical realists aim to facilitate an 

analysis of causal influences, motivating mechanisms, and structures that result in both 

observable and perceived experiences (Alvesson & Skoldberg, 2010; DiRusso & Feast, 

n.d.). Therefore through the synergy of mixed methodology and the worldview o f critical 

realism, this study will first quantify occurrence of parental dissatisfaction followed by an 

extensive evaluation o f varied perceptions surrounding this phenomena. Unlike the 

“superficial and non-theoretical...way o f doing research” practiced by positivist and 

social constructivist, critical realists resolve not only to develop ’’explanations of the 

world” but also “to change it” (Alvesson & Skoldberg, 2010, p.39). Hence the ultimate 

goal of this research is to better understand parental school dissatisfaction in hopes of 

building better school-to-home and home-to-school relationships.

Since its conception, modem Western philosophy has been influenced by the 

views of Descartes. This fifteenth century idealist tried to arrive at an idea “at which 

further reference stopped”, but he could not (Ozmon & Craver, 2008, p. 13). Through 

methodical doubt he challenged all things, even his existence, and found that he could 

doubt everything but his own thinking (Ozmon & Craver, 2008). This led him to 

conclude “Cogito, ergo sum... 1 think, therefore I am”, meaning that it was impossible to 

think o f something that did not lead to thinking o f something else (Ozmon & Craver, 

2008, p. 12). As a philosophical pioneer, Descartes’ emphasis on self as the origin of 

knowledge set the precedent in social science for first questioning how can humans 

know, and secondarily asking what is there in the world to know about (Collier, 1994).
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The father of critical realism, Bhaskar, referred to this order of scientific thought 

as an epistemic fallacy, or overemphasis on the ability to know ahead of what actually 

can be known (Bhaskar, 1998; Collier, 1994). Critical realist Collier (1994) noted “it is 

easy to let the question how can we know determine our conception of what there is”, but 

he also suggested “before we can know how we know, we need to have some idea how 

we interact with the world in such a way to acquire knowledge o f it” (p. 137). For this 

reason, Bhaskar (1998) sought to determine what characteristics o f societies made them 

sources o f knowledge by purposefully emphasizing ontology before epistemology. In his 

publication The Possibility o f  Naturalism Bhaskar (1998) stated:

It is because sticks and stones are solid that they can be picked up and 

thrown, not because they can be picked up and thrown that they are solid (though 

that they can be handled in this sort o f way may be a contingently necessary 

condition for our knowledge o f their solidity) (p. 12).

Thus, Bhaskar posited it was not the ideas formed from human thought that spring things 

into existence, but instead the very essence o f things that even alluded humans to their 

existence. In his attempt to reconcile the epistemic fallacy, Bhaskar established the 

philosophical worldview of critical realism.

Every research paradigm is known by its basic belief systems on both the origins 

o f reality and knowledge, and critical realism is no different. Critical realists believe that 

a real world exists outside o f — and free from — human perception. Unanimously, 

Creswell & Clark (2011, p. 45) and Maxwell (2013, p. 43) defined the ontology of 

critical realism from a realists' viewpoint o f a “real world that exists independently o f our 

perceptions and theories.” In sharp contrast, critical realists also uphold constructivist
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based epistemological views that knowledge of the world is a self-generated construct 

shaped by ones past experiences and ideas (Maxwell, 2013; Alvesson, & Skoldberg, 

2010; Sayer, 2011).

For critical realists, what is understood about the “world is inevitably a 

construction from our own perspectives and standpoint” (Creswell & Clark, 2011, p. 45). 

From a critical realist perspective this subjective knowledge makes it impossible for any 

researcher to declare absolute truths (Maxwell, 2013; Sayer, 2011). Therefore, it is not 

the purpose o f the critical realist to discover all-encompassing laws, but instead scrutinize 

social constructions of both observable and non-observable events as a means for gaining 

a deeper understanding o f the possible generative mechanisms underpinning ones mind 

or actions (Alvesson, M. & Skoldberg, K., 2010; Di Russon & Feast, n.d.). In this case o f 

this study, I seek to explain contributory mechanisms sustaining the perceptions of 

parents who have experienced the phenomena of dissatisfaction with the quality of their 

child’s public school.

Early traces o f critical realism were evidenced more than 200 years ago, when 

renowned philosopher Immanuel Kant attempted to bridge the gap between two 

combatant sides o f philosophy, rationalism and empiricism (Ozmon & Craver, 2008). 

While rationalist believe that absolute truths can be acquired through reasoning and 

proof, empiricist regard sensory experiences as the sole source of knowledge acquisition 

(Ozmon & Craver, 2008; Hjorland, 2004). Contrarily, rationalists hold no faith in 

personal perceptions and believe such sensory accounts of the material world are often 

specific to the individual and frequently unreliable (Ozmon & Craver, 2008). Instead 

rationalists hinge their notions of discovering absolute truths on the human mind’s ability
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to reason about and prove the existence o f universal systems and scientific laws, while 

empiricist on the other hand believe that personal perceptions offer practical everyday 

accounts and are the sole source o f all knowledge (Ozmon & Craver, 2008; Hjorland, 

2004).

In an attempt to synthesize the best o f these two philosophical views, Kant arrived 

at a system of joining rationalists’ analytical thinking and empiricists’ synthetic thinking, 

which he coined synthetic a priori (Kant, 2013a/l 787; Kant, 2013b/l 788, Ozmon & 

Craver, 2008). Kant believed he had developed a method “whereby we could have valid 

knowledge o f human experience established on the scientific laws o f nature” (Ozmon & 

Craver, 2008, p. 15). However, his work was not without flaws as he struggled to deal 

with how a subjective individual could come to develop objective ideas about reality 

(Ozmon & Craver, 2008; Gandesha, 1992).

In response, Kant espoused that an individual could not fully perceive the 

objective reality o f nature because he or she has a subjective mind which is influenced by 

its past, therefore, as one’s mind became conscious o f an experience it was cognizant o f 

something but not fully o f the das Ding an sich or thing-in-itself, which was beyond 

sensory observation (Ozmon & Craver, 2008; Gandesha, 1992; Siljander, 2011). Kant 

referred to the thing-in-itself as noumenon, and concluded that each individual occurrence 

or phenomenon added to the sum total of fully understanding the noumenon (Kant, 

2013a/1787; Kant, 2013b/1788; Ozmon & Craver, 2008; Gandesha, 1992). He did not 

subscribe to a reality independent human construction; instead Kant believed “when we 

go beyond this, we have entered into the rationalist argument and into speculation on the 

ultimate or noumenal reality o f things-in-themselves” (Ozmon &Craver, 2008, p. 15).



20

Therefore, Kant's epistemology, commonly referred to as transcendental idealism, 

ultimately argued that all scientific ideas were artificial constructs of the human mind 

rendering the scientific organization o f the natural world completely dependent upon the 

activity of humans (Bhaskar, 2008; Collier, 1994; Ozmon & Craver, 2008).

Many philosophers have long since refuted Kant, but his ideas have had a lasting 

impact on both the scientific and philosophical community (Ozmon & Craver, 2008). 

Parallels of Kantian transcendental idealism are evident in Bhaskar’s notions of 

transcendental realism, now commonly referred to as critical realism. Likened to 

transcendental idealism, critical realists also see a need to bridge the scientific gap 

between the empirical findings and social activity (Bhaskar, 2008; Collier, 1994; 

Gandesha, 1992). However, critical realist Bhaskar restructured Kantian ideals to address 

the transcendental idealism issue of noumena (a concept deemed incomprehensible by 

Kant), through notions o f transitive and intransitive dimensions o f knowledge (Bhaskar, 

2008; Gandesha, 1992; Sayer, 2011; Alvesson, M. & Skoldberg, K., 2010). Transitive 

dimensions are socially experienced and constructed objects of scientific study that may 

include methods and theories about the world, while intransitive dimensions, consist of 

non-observable phenomena of scientific study (Bhaskar, 2008; Gandesha, 1992; Sayer, 

2011; Alvesson, M. & Skoldberg, K., 2010).

In critical realism, reality exceeds the empirical therefore a distinction between 

intransitive and transitive dimensions is essential (Sayer, 2011). This distinction is the 

single most paramount factor in separating Kant and Bhaskar’s (2008) views because, 

“transcendental idealism maintains that this order [of the natural world] is actually 

imposed by men in their cognitive activity. ..[but] according to transcendental realism, if
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there were no science there would still be nature, and it is this nature which is 

investigated by science” (p. 27). Conclusively, critical realists acknowledge a reality 

independent o f human conception and believe in the ability to obtain knowledge about 

that reality, while transcendental idealists do not (Gandesha, 1992).

Transformational Model o f Social Action

Although infantile in the world o f paradigms, the philosophy o f critical realism 

has given birth to a recent social theory coined by its originator Roy Bhaskar as the 

Transformational Model o f Social Action or TMSA (Minger, 2004). Parallel to critical 

realists ontological views of multiple realities, TMSA also conceives three separate 

distinguishable domains o f reality referred to as the real, the actual, and the empirical 

(deJonge, 2009; Bhaskar, 2008; Archer, M, Bhaskar, R., Collier, A., Lawson, & T. 

Norrie, A., 1998; Maxwell, 2012; Creswell & Clark, 2011; Sayer, 2011). The crux of 

TMSA is a critical realists examination of relationships “between agency and structure” 

through the lens o f three stratified domains o f reality (Bygstad & Munkvold, 2011, p. 2).

The real domain consists o f all objects, structures, mechanisms, tendencies, and 

powers both seen and unseen, which may include but are not limited to natural things 

such as earth materials or manmade technologies, as well as, social structures such as 

bureaucracies or oppression (Sayer, 2011; deJonge, 2009). Therefore, structures, 

mechanisms, and systems in the real domain are not known by what can be seen, but 

instead their existence as “one o f causal efficacy” meaning, “concepts, ideas, rules, and 

practices...are no less real for being unobservable” (Minger, 2004, p.409). These real 

structures interrelate to form what is perceived as society, while generating mechanisms 

that govern all social activity (Minger, 2004).
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The causal effect(s) that may or may not occur with the activation o f real 

structures refers to the domain of the actual (Sayer, 2011; Minger, 2004). The actual 

domain of reality consists of the events and affairs that may or may not be produced by 

the real domain (deJonge, 2009). In the empirical domain of reality the effects of the 

actual domain caused by the real domain may become observable and are possibly 

experienced by agencies resulting in varied impressions or perspectives (Sayer, 2011; 

deJonge, 2009). The empirical domain is where knowledge is frequently developed 

(Minger, 2004).

It is often the experiences o f the empirical domain that make agents cognizant of 

the real and the actual domains. Critical realists conclude that while “observability may 

make us more confident about what we think exists.. .existence itself is not dependent on 

it” (Sayer, 2011, p.407). Such a notion alludes that there may exist mechanisms, 

structures, and powers in the real domain that often go unexplained because agencies 

have yet to empirically experience their existence (Sayer, 2011). Bhaskar (2008, pp. 13) 

used Table 1 to illustrate essential relationships among each domain o f reality.

Table 1

Domains o f  Reality

Domain o f  Real Domain o f  Actual Domain o f  
Empirical

Mechanisms V
Events V V
Experiences V V V

In this study the empirical domain consist o f observable signs of parental 

dissatisfaction. Examples of empirical evidence of this phenomenon include Likert- scale
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survey responses, transfer records of students whose parents employ school choice 

options, or parents scores on school report cards. These items are all visible and 

quantifiable occurrences that may indicate a need to further examine generative 

mechanisms. An analysis in the actual domain o f mechanisms of parent experiences and 

perceptions may help in this identification. Parent interviews, focus groups, journal 

entries offer a peek into theories that govern parents’ decision-making processes 

concerning how unhappy they are with their child’s school. The convergence of both 

these empirical and actual findings may result in deeper understanding of how the 

phenomena o f parental dissatisfaction may be active or dormant in the real domain of 

structures such as educational institutions, school choice, legislation, and bureaucracy. 

Figure 1.1 illustrations how interrelationships o f domains were examined in this study.

Critical realist seeking to 
understand and explain...

that lead to social and physical 
structures and objects in th e ...

D ISSATISFACTIO N

PERCEIVED
U N H A PPIN E SS

(Interview s)

that may or may not trigger 
events in th e ...

M E A SU R A B LE
EVIDENCE

(Survey)

that may or may not be 
observable in th e ...

EM1PRICAL DOM AIN

REAL DOM AIN

A C TU A L DO M A IN

GEN ER A TIVE
M EC H A N ISM S

Figure 1.1. Interrelationship of Realities
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Traditionally scientific study predicting phenomenon has revolved around 

employing Humean notions o f succession causation by examining empirical patterns 

(Sayer, 2011; deJonge, 2009; Beauchamp & Rosenburg, 1981). However, Bhaskar 

refutes these beliefs, and instead TMSA features an analysis o f causation focusing on 

identifying the conditions needed to activate causal power, therefore “causation is not 

understood on the model of regular succession of events, and hence explanation need not 

depend on finding them, or searching for putative social laws” (Sayer, 2011, pp14). 

TMSA argues that the number o f times something happens has little if anything to do 

with what actually caused it to happen, however, the critical realist still has an 

appropriate purpose for the use of statistical data as a means for identifying the presence 

of a possible phenomena (Bhaskar, 2008; Sayer, 2011; deJonge, 2009). Sayer (2011, pp. 

14-15) provided contrasting Figures 1.2 and 1.3 to illustrate the differences in traditional 

Humean succession causations and Bhaskar’s analysis of causation.

 ̂ cause > effect j 

regularity

Figure 1.2. Positivist or ‘secessionist’ view o f causations
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effect/event

mechanism

conditions 
(other mechanisms)

structures

Figure 1.3. Critical realist view of causation

Successionist views of causation often occur in closed systems which lend 

themselves to regularities that are consistently reproduced in a controlled and often 

synthetically manufactured situation not likely to occur without assistance in the social or 

natural world, while an open system is accessible to varied and spontaneous outcomes 

despite the casual power (Sayer, 2011). TMSA views the social world as an 

undependable open system in which “the same mechanism can produce different 

outcomes” (Sayer, 2011, 15). TMSA acknowledges the likelihood the same mechanism 

could result in varied outcomes, therefore critical realist do not get trapped into simply 

counting the number o f times something occurs, but most importantly examine what 

caused it to happen in the first place (Sayer, 2011).

In this sequential explanatory study, statistical analysis o f quantitative data will 

initially be collected to identify the regularities among cases of the phenomena of 

parental dissatisfaction. However, to truly understand the conditions needed to produce 

the phenomena this study will break from Humean theories by conducting a qualitative 

analysis o f all domains o f reality.
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The complexity of open systems often risk “attributing to one mechanism (and its 

structure) effects which are actually due to another” therefore, it is essential that theories 

o f TMSA are used to “distinguish between what can the case be and what must be the 

cause, given certain preconditions” (Sayer, 2011, pp. 16). To avoid misattribution of 

causality in this study I will pose realist's questions such as “What does the existence of 

parent dissatisfaction presuppose?”, “Can parent dissatisfaction exist without the 

proposed generative mechanisms?” and “What is it about parental dissatisfaction which 

enables it to do certain things?” to drive the examination of the qualitative data collection 

process in identifying possible generative mechanisms (Sayer, 2011).

Exploring this open system using TMSA is a messy process that does not lend 

itself to traditional positivist cookbook recipes for data analysis and collections (Sayer, 

2011). The social nature of parental dissatisfaction cannot be isolated or produced in 

controlled conditions; therefore this process relies heavily on abstraction and careful 

conceptualization o f the phenomena through intensive and extensive research design 

(Sayer, 2011). During the quantitative phase o f the study, I examine how extensive the 

phenomena and patterns o f parental dissatisfaction are in the population of parents whose 

children attend K-12th grade schools, while the qualitative phase intensively examines 

what makes dissatisfaction occur (Sayer, 2011). Both phases are combined to strengthen 

the results o f the study.

TMSA significantly expounds on the idea of employed and unemployed real 

powers “with respect to the nature o f social structures and the connection between society 

and people” (deJonge, P.B.S, 2009, 257). Extending ideas about the existence o f 

structures or mechanisms in the real domain that possess particular powers and
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propensities, but occur outside the realm of the natural world and human agencies, this 

theory juxtaposes that structure and agency are concurrently dependent upon yet also 

independent of one another (Minger, 2004). While the existence o f structures is 

dependent upon the human activities it governs, structures remain functional outside of 

and despite the current activity of humans (Bygstad & Munkvold, 2011; Minger, 2004).

According to Bhaskar (1998), “people, in their conscious activity, for the most 

part unconsciously reproduce (and occasionally transform) the structures governing their 

substantive activities o f production” (p. 38). Therefore, TMSA proposes that human 

agencies are incapable o f producing new structures and are only capable of maintaining 

or transforming the existing structures they function within (Bhaskar, 1998; Bygstad & 

Munkvold, 2011; Minger, 2004; Kaidesoja, 2007).

The critical realist characterizes the world by the emergence of “situations in 

which the conjunction o f two or more features or aspects gives rise to new phenomena” 

(Sayer, 2011, p. 12). Therefore TMSA examines a stratified ontology that challenges 

typically flat ontological notions that what is real can only be empirically observed or 

socially perceived (Sayer, 2011). Through this theoretical lens the world is viewed as a 

complex independent and interdependent network o f relationships and interactions 

among both social and physical realms merging social and biological phenomena (Sayer, 

2011). Individuals are not passively shaped by the world in which they live, but instead 

capable o f also interpreting it, and while natural science is often enduring, the humanness 

o f social science is unstable and ever-changing making the absolute truth impossible to 

fully know (Sayer, 2011). The complex relationship existing upon empirical, actual, and 

real occurrences in this study will not lead to definite answers about the causes of
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dissatisfied parents of public elementary schools, however, does definitively add to the 

fabric o f conversation surrounding the causation of this phenomena.

Researcher Positionality

A qualitative study is never void of the beliefs and bias of the researcher 

conducting the line of inquiry. The work is always laden with the “position or standpoint 

o f the author,” hence ethics demand that 1 disclosure of any personal anecdotes that may 

in turn impact the pure interpretation o f the data revealed throughout the study (Mertens, 

2015, p. 274). For this reason, it is my ethical duty to offer up my stance as a researcher 

in an effort to sustain my own self-awareness and critical subjectivity while providing the 

reader context and perspective for synthesizing the findings in this study (Mertens, 2015; 

Reason, 1994).

As a career educator, 1 have spent 15 years o f service in disenfranchised schools 

with minority and subsidized lunch populations of 90% or greater. I have participated in, 

observed, and evaluated a multitude o f educational practices and policies. I believe it is 

my knowledge of the domain and experience as an educator that provides this study its 

depth. However, in the spirit of honesty I must admit my experiences as an educator also 

bring about a risk for bias in relation to the sensitivity o f this studies’ subject matter.

Currently, I serve as an Instructional Facilitator in a high poverty elementary 

school, heavily populated with minorities. This role provides me a broad view o f the 

quality o f education being provided to the students I serve. It is my job to improve 

student achievement by ensuring that I provide teachers with the resources, training, and 

skills needed to implement best practices in curriculum and instruction. Therefore, I 

entered this study with the distinct perception that while many teachers can often “talk
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the talk”, very rarely are they actually “walking the walk”. 1 have a unique insight into 

how most of the teachers I have served over the past five years know all of the buzz 

words on differentiated instruction, constructivism, inquiry-based learning, cultural 

awareness, rigor and relevance, positive reinforcement, and critical thinking, but often 

still return to their rooms, close their classroom doors and revert back to a direct 

transmission, “I talk, you listen, then complete this worksheet” approach to teaching.

I have found that common discourse among teachers concerning their inability to 

fully align their theory-in-use with that which they espoused (Annan, Bowler, Mentis, & 

Somerville, 2011) often leads back to their perceptions of an oppressive bureaucratic 

educational system that forces them to “teach to a test” as a result o f stringent 

accountability measures. Even the writings o f Ravitch (2013) corroborate my notions 

that teachers are continuously "training (not educating) a generation o f children who are 

repelled by learning, thinking that it means only drudgery, worksheets, test preparation 

and test-taking” and professional educators are becoming a dying breed (Ravitch, 2013, 

p. 231).

As a 10 year veteran classroom teacher, I have always found that when I provided 

my students with rigorous inquiry based curriculum and instruction, they were able to out 

think a standardized test, and more importantly 1 believed that I was preparing them to 

function in the real-world as problem solvers and critical thinkers. My teaching career 

has always been established on constructivist theories of allowing students to explore 

rigorous and relevant issues that enable them to construct their own meaning. For years 

I have seen and documented my success in breeding critical thinkers in marginalized 

elementary schools.
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Watching Waiting fo r  Superman, I can remember crying several times and feeling 

the same pain in my gut 1 feel each day at school when 1 watch children slowly slipping 

through the cracks. Day in and day out my mind tells me “You can’t save them all.” As 

I viewed the movie, I found myself sitting on the edge o f my seat hoping students were 

picked for the lottery to attend a better school and disappointed when they were forced to 

stay in their neighborhood school. The public school teacher in me was slightly ashamed 

of this feeling, but the single mother of two young African American males in me felt 

right at home.

To reject the film was to reject the very reasons I began this doctoral journey of 

scholarship in the first place. The obtainment o f a PhD has always been a stepping-stone 

to the transformations I want to make in education. The more time 1 have spent as an 

Instructional Facilitator in consistent contact with teachers from all types o f schools, the 

more I have come to realize that I cannot allow my children to attend these schools. It 

breaks my heart to know that in my area, where all the schools are 100% choice (if you 

can provide transportation and are selected), I cannot think of one elementary school 

where my children will receive a quality education from kindergarten through fifth grade. 

This includes schools o f higher socioeconomic status. As it stands, I would have to 

relocate my children every 1-2 years to get a good teacher. For me, as a parent, this is not 

okay! Despite my own dissatisfaction with public schools, I was quite surprised at the 

number o f dissatisfied parents portrayed in the film. I assumed that my dissatisfaction 

was a result o f my up close and personal view o f schools as an educator. I began to 

wonder what the reason was for other parents’ dissatisfaction.
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I have long since wanted to open a charter school that truly met the needs of 

students and the community, so admittedly the high numbers of parental dissatisfaction in 

Waiting fo r  Superman gave me mixed feelings o f excitement and displeasure. Despite 

some validity in Ravitch’s arguments that school choice robs public schools of the best 

students, I still struggle to dismiss the possibility. I feel that charter schools are the only 

way for true professionals to do the jobs they have been trained to do. While I agree with 

Ravitch that professional educators are the best ones to make educational decisions, I also 

question her implied notion that professional educators will never fully be able to make 

the best decisions under the confines o f big business and the politics she so eloquently 

described throughout her book. As a realist, I honestly don’t ever see this happening. 1 

think effective teachers will either continue to work around the confines of the red tape 

while wishing, hoping, and praying they keep their jobs, or they must take back that 

which is theirs...the business of education, just as Albert Shankar proclaimed to the 

American Federation o f Teachers in 1998.

Prior to beginning this study, I started writing my own business plan for an 

educational firm also referred to as a teacher-led school, or Teacher Professional 

Partnership (TPP). This institution functions differently from the traditional model of 

schools. Run much like a law or accounting firm, teachers join together as a group of 

partners who work for themselves and serve students as their clients in the business of 

education. In a TPP “teachers become contractually responsible for the educational 

service they agree to provide. As a result, they gain control over a variety o f decisions 

that today are typically made by administrators or governing boards” (Dirkswager, 2002, 

p.4-3). TPPs allow teachers to regain control and make all the decisions based on the
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needs o f the students. Therefore, one of my goals in life is to soon join together a group 

of professional educators willing and able to manage a TPP charter school innovatively 

structured to break the mold for school reform.

To open a charter school, one must first establish the existence o f a need among 

potential attendants. If parents are truly as unhappy as I am, understanding their concerns 

would move me one step closer to fulfilling their essential desires for their children’s 

education. So while this study was conducted to partially fulfill the requirements o f a 

doctoral degree, it is shaded with some very personal motives. As Bhaskar (2008) 

suggested in his theory o f TMSA, agents can either perpetuate or transform the structures 

of the real domain, and ultimately 1 aim to be a transformer in the institution of education.

Delimitations

The intent of this study is to develop a deeper understanding o f parental 

dissatisfaction with grade schools throughout the United States of America. For this 

reason, a broad net was cast for the purposes o f sampling. Access to the quantitative 

online survey was not limited to any specific school type. Parents o f students attending 

neighborhood, charter, magnet, home, virtual, and private schools were provided equal 

access to the survey. It was not the concern of this study to quantitatively examine 

dissatisfaction as it relates to the type of school a student attends, but instead to better 

understand the presence o f the phenomenon in any parent with a lived experience. 

Therefore, while data concerning school type was obtained no statistical analysis was 

completed examining this variable. However, parents were encouraged to provide 

information on the type o f school their child attended. This information was used to 

qualitatively examine possible causal mechanisms of the phenomenon.
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For purposes o f time, convenience, and accuracy the survey was not made 

available as a paper version. The online version was the only means for completing the 

survey during this study. Using the online survey platform allowed participants to 

quickly and conveniently complete the survey on a smartphone or computer by simply 

clicking on a hyperlink, which lead directly to the instrument. This saved participants the 

hassle o f completing the survey by hand and returning the hardcopy to the researcher. 

Despite the elimination of individuals with limited access to technology, the online 

survey made available via email and Social Media also provided access to a more 

expansive population for sampling. Upon completing the online survey the data was 

instantaneously stored in downloadable SPSS and Excel files making it readily available 

for immediate analysis, which reduced the margin for error linked to manual data entry.

While completing the survey parents were instructed to rate their level of school 

satisfaction for their oldest child. This measure was put in place in consideration for 

participants who possibly had multiple children attending multiple schools, likely 

resulting in multiple experiences that would impact the parents’ satisfaction. Applying 

this limitation enabled parents to focus on a singular lived experience, resulting in more 

coherent data. Parents with multiple children selected to engage in semi-structured 

interviews were then provided the opportunity to share lived experiences for all their 

children as it related to developing a deeper understanding of the phenomenon.

Limitations

While the study was carefully designed to effectively respond to the stated 

research questions, approaches o f TMSA do present some unavoidable limitations. The 

most pressing concern is the narrow use of critical realism as a theoretical lens in social
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science research (DiRusso & Feast, 2013). Currently, there are very few studies available 

for use as a model o f critical realist methodology, de Vaujany concluded “a review on 

the occurrences o f critical realism in social science publications from 1979-2006 found 

less than 5% of published papers included fieldwork, either qualitative or quantitative”

(as cited by Bygstad & Munkvold, 2011, p. 2). This study addresses this limitation by 

applying methodological design composed o f an exhaustive synthesis of methods 

presented by recent studies accurately align with the original works of critical realism 

originator Bhaskar, and other well-known critical realists.

Additionally, according to Bystad & Munkvold (2011) the critical realist process 

o f generative mechanism identification is susceptible to proposing mechanisms that are 

too general or too specific. These researchers contended that generic mechanisms are at 

risk for losing explanatory power, while contingent mechanisms are “relevant only in the 

single context where it was identified” (p. 13). Bystad & Munkold (2011) suggest it is the 

burden o f the researcher to counteract this limitation by relying on “experience and 

domain knowledge” to establish an appropriate balance o f analysis (p. 13). My extended 

experience and scholastic study in the domain o f education assist in balancing the 

interpretation of the collected data.

The analysis o f the data is heavily dependent upon the researcher’s experience 

and knowledge, therefore, interpretive perspective also becomes an issue of validity due 

to the possibility o f researcher bias (Bystad & Munkold, 2011; Maxwell, 2013). 

According to Bystad & Munkold (2011), the interpretative nature o f TMSA assumes that 

the knowledge of the research has the capability to go beyond that o f the participants. 

However, they also suggested that formulated mechanisms are nothing more than
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conjectures that must be continuously applied to various data sets until the process of 

closure is met. The time constraints o f this study does not allow for the repeated 

application o f proposed mechanisms on various sets o f data. Therefore, the restraints o f 

this limitation are overcome by '‘systematically and rigorously as possible” addressing 

issues of validity (Maxwell, 2013, p. 81). In this study, this limitation is addressed 

through the triangulation of data that employs various mixed methods o f data analysis 

such as quantitative statistics, empirical evidence, induction, deduction, reduction, 

elimination, and identification as a means for examining how well each method arrives at 

the same conclusion (Maxwell, 2013).

Definitions

For the purposes o f maintaining a clear and concise understanding of the essential 

terminology presented in this study a series o f definitions are provided below. The words 

selected below were selected from the research questions.

Decision-Making Process. “Decision making is the process of making choices by 

setting goals, gathering information, and assessing alternative occupations” (Decision

making process, n.d.).

Economic Status. Economic status is the measure used to determine an 

individual’s classification when compared to others within the same society, which 

includes a combination o f the person's household income, educational background, and 

occupational career (Socioeconomic status, n.d.).

Educational Quality. Educational quality is a composite o f school functions 

which include “‘the quality o f the instruction’, ‘educational assessment’, ‘the cooperation 

between school and home’, ‘the fairness o f treatment’, ‘the parents’ opportunities of
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influencing their child’s schooling’, ‘the attention paid to the child’s individual 

characteristics’, and ‘the way in which the school has dealt with the child’s problems’” 

(Raty, 2007, p. 391).

Generative Mechanism. “A generative mechanism is an underlying cause that 

produces emergent properties in all domains o f reality. Identifying generative 

mechanisms is the fundamental investigation o f critical realist analysis” (DiRusso 

&Feast, 2013).

Grade School. Grade school is an academic institution designed to provide 

educational services to minors ranging from kindergarten through twelfth grade.

Parent. A parent is the adult guardian, 18 years o f age or older, who is solely responsible 

for the care o f a minor. This individual may or may not be considered a biological parent.

Significance o f the Study

Fantuzzo, et al. (2006) concluded, “knowledge about parent satisfaction can be 

used to inform policies and practices, especially those related to home-school 

partnerships” (p. 150). Therefore, understanding factors that contribute to parental 

dissatisfaction with schools can enhance parent-school partnerships and student 

achievement. This investigation presents parents with opportunities to reflect on what 

they most desired for their children’s education. In addition, this study offers insight to 

both traditional and alternative choice schools on ways to attain and maintain their 

student population by shedding light on what satisfies and/or dissatisfies parents in terms 

o f the educational quality provided in their child’s school. Furthermore, this research 

adds to the body o f knowledge accessible for legislators concerning school choice 

reform.
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Summary

As a result o f recent school choice legislation, the pendulum of power ostensibly 

appears to be swinging back into parents’ domain with the idea o f school choice. 

Numerous studies have related notions of school choice with levels of parental 

satisfaction, making the terms seemingly inseparable. With researchers concluding that 

parent satisfaction is a valuable predictor o f their decision to opt into school choice 

alternatives, the need for research on the causes o f parental dissatisfaction has become 

increasingly critical (Freidman, et al, 2006).

This mixed methods study aims to develop a deeper understanding of the 

phenomenon o f parent dissatisfaction with the quality o f education provided across 

schools within the US, through the lens of a critical realist. It seeks to identify and 

describe, demographic characteristics that could possibly predict parents overall 

dissatisfaction with the educational quality of their child’s school, while examining 

generative mechanisms that may influence parents’ perspectives and decision-making 

processes regarding their dissatisfaction.



CHAPTER 2 

LITERATURE REVIEW 

Since the turn of the 21st century, legislative school reform and policy have 

promoted school choice in an effort to empower parents in selecting the education they 

want most for their students. Often synonymously linked to the phenomenon of parental 

dissatisfaction, choice has increasingly become the focus of educational reform. School 

choice affords guardians the option of removing their children from low performing 

schools to enroll in other alternative facilities, while taking with them federal per pupil 

expenditures.

Less than a decade ago, The National Center for Education Statistics closely 

examined different aspects o f school choice reform and reported that 32% o f the 45,000- 

60,000 U.S. parents surveyed had at least considered sending their children to schools 

outside their neighborhood, while another 27% relocated for the sole purposes of 

attending a specific school (Grady & Bielick, 2010). Such percentages indicate a need to 

further understand the desires of the dissatisfied parent who may ultimately settle on 

student relocation resulting in loss o f federal funding for neighborhood schools. This 

chapter will explore multifarious pieces of literature surrounding examinations o f both 

school choice and factors influencing the satisfaction of parents. Primarily the text will 

address the sociology of dissatisfaction and school choice from national, international, 

historical, and parental perspectives.
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The Sociology of Dissatisfaction and Choice

National Perspective

Satisfaction of guardians has generally been attributed to varied factors such as

school climate, academic programs, staff effectiveness, school safety, budget allocations,

and extracurricular activities (Friedman, Bobrowski, & Geraci, 2006). Consequently,

many o f these factors do not appear to be the driving force behind federal legislation

concerning the school choice movement. Instead, federal government hinges its policies

upon schools’ academic achievement on end of the year state standardized accountability

assessments. Specifically, the Bush administration’s No Child Left Behind (NCLB) Act

o f 2001, targeted guardians of children in heavily impoverished school settings and

“respond[ed] to that need by giving parents o f students enrolled in Title I schools

that...(have not met State achievement targets) the opportunity to transfer their children

to a public school that had not been so identified” (U.S. Department o f Education, 2009,

p. 1). Such policy indicates a growing federal concern for what is often referred to as the

achievement gap among US students o f diverse demographics and socioeconomic

backgrounds. Likewise, the charge to address these issues has spanned the course of

numerous presidential administrations.

In support o f the Obama administration’s 2009 Race to the Top (RTTT) initiative,

Chief of Staff for Communication and Development, Taber (2013) published a

PowerPoint on the U.S. Department of Education’s website highlighting recent statistics

that further addressed this current achievement gap. This presentation indicated that only

63% of low-income students completed high school as opposed to 96% of their wealthier

counterparts, 29% of these impoverished students attended college with a 14.5%

39



40

completion rate, while 80% of upper income students attended college with 60.7% 

actually completing it (Taber, 2013). This U.S. Department o f Education presentation 

did not just take into account issues of poverty, but also addressed racial discrepancies 

that impacted the student achievement gap.

Taber (2013) noted that 58% of Caucasian high school students had enrolled in 

advance courses, while only 14% of African Americans, 18% of Hispanics, and 6% of 

Asians had also enrolled. The Department juxtaposed that while only 14% of U.S. 

students received out-of-school suspension in 2009-2010, 31% of these students were 

African American, 18% were Native American, 13% Hispanic, and only 10% were 

Caucasian. This trend was also traced as far back as preschool, illustrating that African 

Americans made up only 18% of the preschool population, but 42% of the suspensions 

and 48% of multiple suspensions (Taber, 2013). These statistics showed vast 

discrepancies in the treatment and performance of marginalized students, supporting the 

need to explore ways o f equalizing education in America. Therefore, the presentation 

concluded that the new vision for education would be to ensure that “all students, 

everywhere, have the opportunity to be successful” (Taber, 2013). In response, the 

Obama administration implemented RTTP, an incentive program designed to provide 

federal funding to states who engaged in four types o f reform: 1.) adopting college and 

career readiness standards, 2.) developing systems for collecting and evaluating student 

data, 3.) professionally preparing and retaining highly qualified educators, and 4.) closing 

the achievement gap for low performing schools (US Department o f Education, 2012).

The mere existence of legislation surrounding these matters indicates that the 

discrepancies in the quality of education different students receive has not gone unnoticed
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by policymakers. These astounding statistics alongside the creation o f recent federal 

policies both imply an unprecedented need to address some profound disparities in the 

education o f students who fall into the categories o f specific socio-demographic groups. 

Both the NCLB act and the RTTP incentive alluded that guardians o f impoverished 

minorities were most likely to be dissatisfied, as evidenced by the offering o f alternatives 

to escape neighborhood schools. With school choice illuminated under the national 

spotlight, it would stand to reason that most guardians are also aware of these 

discrepancies. One may assume that such discrepancy could possibly cause those on the 

receiving end o f extreme achievement inequalities to be the ones most dissatisfied and 

most eager to take advantage of school choice options.

Global Perspective

Contrarily, Dr. Steve Perry begged to differ in his 2011 publication, Push has 

come to shove: Getting our kids the education they deserve. Self-proclaimed as 

“America’s most uncompromising school principal”, Perry (2011) argued against the 

achievement gap, painting it as nothing more than a facade used to comfort and assure 

Caucasian parents in the U.S. that their students were indeed receiving a top notch 

education when compared to the disenfranchised subcultures of the nation. Perry (2011) 

suggested, that this false sense o f confidence lead individuals to believe that the omission 

o f inner-city assessment results would place the U.S. at the top of the pack with other 

leading countries in education. Contrarily, Perry (2011) shed light on the educational 

shortcomings of America, as a whole, when placed in the center o f the world’s stage.

Nations such as Finland, South Korea, and Singapore have all developed 

educational institutions that have successfully overcome achievement gaps of both
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poverty and diversity, while accelerating to top notch status on an international scale 

(Darling-Hammond, 2010). Now ranking “third in college-educated adults”, South 

Korea was once a nation in which less than 25% o f its residents completed secondary 

schooling, comparably, 80% of Singapore’s inhabitants currently reside in public 

housing, “yet its 4th and 8th grade students scored first in the world in both mathematics 

and science on the TIMSS (Trends in International Mathematics and Science Study) 

assessment in 2003” (Darling-Hammond, 2010, p. 5). According to Sahlberg (2010), 

Finland strategically developed a plan to employ a common educational vision, 

extensively train highly educated professional teachers, and incorporate specialized 

educational opportunities for all learners. The calculated implementation of this plan 

likely attributed for much of the nation’s 93% graduation rate in 2008, which exceeded 

U.S. matriculation by 16% (Sahlberg, 2010). In light o f international data, Perry goaded 

(2011), “even if you tried some funky recalculation, the U.S. still wouldn’t be on top”, he 

jeered, “In fact, Finland’s bottom 10 percent is better than our top 10 percent. So much 

for that silly-ass theory”, that “lop[ping] off tens o f millions o f underperforming 

students” will move the U.S. up the ranks in educational quality (p. 24). Perry (2011) 

further confirmed his views noting that in the U.S. both college professors and workforce 

employers regularly complained that students are leaving high school ill prepared.

Contemplating Perry’s (2011) notions o f a false achievement gap, leads to further 

perplexities in determining exactly which guardians are the most dissatisfied with the 

quality o f U.S. education and what might be the causes o f this dissatisfaction. Nationally, 

Taber (2013) painted a grim picture of educational quality for underprivileged minority 

students in the U.S., but a closer consideration of the country’s global status reveals that
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U.S. education pales in comparison to other countries participating in the Organization 

for Economic Cooperation and Development (OECD). According to the results of the 

OECD’s 2012 Programme for International Student Assessment (PISA), the U.S. ranked 

17th in reading and 27th in math out o f 34 other participating countries (OECD, 2012). 

These low rankings insinuate a poor level o f educational quality that influences the 

achievement o f all U.S. students. Though national assessment comparisons suggest that 

disenfranchised U.S. guardians impacted by the inequalities o f race and class would 

likely experience the most displeasure, it is quite possible that the international view of 

assessment data reveals the possibilities for guardian dissatisfaction with a very different 

demographic.

Perry (2011) argued that the barriers o f academic success in urban communities 

were nothing more than smoke screens hiding the “ugly truth” from “affluent suburbs” 

that indeed “all America’s children are being offered an un-American education” (p. 13). 

Perry (2011) believed the smoke clouding guardian’s inaccurate perceptions of American 

students’ academic standings were fanned by state’s deceitful definitions of “proficient” . 

He reasoned that proficient was “to be performing below grade level ” because many 

states used a 5-point Likert scale to rate performance that deemed a score of 1 as 

performing below basic, 2 as basic performance, 3 as proficient performance, 4 as 

performing at goal, and 5 as performing at or above goal (Perry, 2011, p. 15). With 

proficient as the touchstone of academic success, Perry (2011) contended, “Lauding 

proficiency is nothing short o f accepting mediocrity. It essentially means that a tenth- 

grader who is proficient in writing is almost writing on the tenth-grade level”, he then 

resolved, “If we care about truly educating our kids, only performance ‘at goal’ can
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matter” (p. 15). According to Perry (2011) proficient only sounded good but in reality it 

means nothing more than off grade level performance.

In 2010, one middle-class suburban school reported as high as 90% of its 

Caucasian students were performing proficiently in math, reading, writing, and science, a 

stark contrast to the school’s performance results of 2009, only a year prior, which 

underscored that less than 60% o f the exact same kids were performing “at goal” in the 

exact same content areas (Perry, 2011). In her controversial publication, The death and 

life o f  the great American school system: How testing and choice are undermining 

education, Ravitch (2010) attributed such reporting inconsistencies to states’ lowering 

achievement expectations in order to make obtaining proficiency easier for students.

Still, delusional reports o f proficiency were not able to escape the cold hard facts 

presented in a number o f U.S. statistics on education.

In 2008 Strong American Schools addressed the “hoax... being played on 

America” in a report titled Diploma to nowhere (p. 3). According to the report every year 

approximately one million high school graduates were incapable o f  passing the college 

entrance exams and as many as 1 in 3 college students needed some form of remediation 

in basic skills that should have been acquired in public schools (Strong American 

Schools, 2008; Perry, 2011). One may assume that graduates requiring remediation were 

those who also performed poorly in school prior to college, but that was not the case 

(Perry, 2011). According to Strong American Schools (2008), 80% of students in 

remedial courses had a 3.0 grade point average or higher throughout high school. Policy 

analyst for Strong American School also determined the issue of remediation was not 

simply limited to students of specific ‘race, ethnicity, and socioeconomic backgrounds’



45

but impacted graduates o f all kinds including ‘low-income to middle-income to high- 

income students’ (Perry, 2011, p. 2).

For Perry (2011) the excessive amount o f graduates in remedial courses seemed 

much too large to be blamed on marginalized students who were the least likely to fill 

college lecture halls. He resolved that many of these ill-prepared students were products 

of public suburban school settings in the U.S, and suggested “most o f America’s kids go 

to public schools that add no value to their academic capacity” (p. 24). Perry (2011) 

further implied the more time students spent in American schools the worst they 

performed as evidenced by the drop of all American students on the PISA from the top 

25% in elementary school, to the bottom 25% by high school.

These recent statistics speak volumes about the possibilities o f dissatisfaction with 

the quality o f education provided in America. According to Perry (2011) “we don’t even 

need to look at how the United States ranks against other nations to see how 

dysfunctional our public school system has become. Our own colleges tell us that our 

own students can’t do college work” (p. 22). While the underprivileged students are 

disproportionately falling behind the privileged on a national scale, and the privileged are 

disproportionately falling behind the industrialized world on an international scale, one is 

left to ponder the views of parents on these issues. One must wonder, are there high 

levels o f aversion for the quality of education students are receiving in this country? 

While there are obvious reasons for all types o f guardians to be disdained, is there a 

possibility that some guardians’ are more displeased than others? Is there a significant 

difference in the level o f dissatisfaction based on the demographic characteristics o f the 

guardians? What ultimately triggers parents to experience high levels o f disapproval?
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These are all questions that must be considered by school reformists who attempt to 

address issues of inequality through the venue of school choice.

Legislative Perspective

Since conceptualization, school choice has been an attempt to balance factors of 

inequality in education, by providing additional options to a population of students 

traditionally limited by sociological factors that did not afford them the same educational 

opportunities as the more advantaged class (Bossetti, 2004; Ravitch, 2010; Urban & 

Wagoner, 2014; Trent, 1992). Hence, recent school choice policies have been developed 

as “a mechanism to leverage change in public education through the injection of market 

forces” (Bosetti, 2004, p. 400). Under the guise of supply and demand, the market-based 

model has continued to offer educational alternatives to dissatisfied parents in hopes of 

creating competition among schools (Bosetti, 2004; Trent, 1992; Ravitch, 2010; Urban & 

Wagoner, 2014).

In this “free market system”, guardians are afforded the freedom to choose 

another school if there is dissatisfaction with the ability o f the current school to meet their 

child’s need, but the trade off is that guardians then become solely responsible for the 

good or bad school choices they have made (Bosetti, 2004). Economists and government 

officials believed that as dissatisfied parents invest in making school choices, decreasing 

enrollment would drive underachieving schools toward improvement (Trent, 1992). Just 

as a successful business is able to maintain a steady consumer base, this market-based 

model o f education dictates that the success o f a school is based on the capacity of the 

school to maintain a continuous supply o f students, as a result one may find that even 

today’s lowest performing schools are still able to remain in business regardless o f the
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academic results produced, and have not simply been “forced out of business” as a result 

of the market (Urban & Wagoner, 2014;Trent, 1992, p. 294).

Over the years, school choice has gathered a diverse group of advocates, who 

largely believed alternative school options would increase schools’ public accountability 

while forcing public institutions to become increasingly receptive to the interests, needs, 

desires, and values o f guardians and students (Dougherty & Sostre, 1992; Bosetti, 2004). 

Some also believed school choice had the power to rejuvenate public schools by 

providing educational alternatives that unified the community for a common good, 

thereby increasing the satisfaction and involvement of guardians as well as the 

performance of students (Bosetti, 2004; Hausman & Goldring, 2000). These could be the 

reasons research “surveys [have] consistently indicatefd] that the majority of public 

support some form of school choice” (Hausman & Goldring, 2000, p. 105). Studies have 

confirmed that guardians who participated in school choice were generally more satisfied 

than non-choosers, and that even guardians who encountered less than positive exchanges 

with school choice options continued to remain diehard advocates of the market-based 

reform (Bomotti, 1996; Bosetti, 2004).

However, challengers have contended that the market-based model makes the 

simple assumption that guardians only care about student test scores (Gibbon & Silva, 

2009). It appears there has been failure on the part o f economists and policymakers in 

assessing the needs o f the guardians these policies were created to empower (Gibbon & 

Silva, 2009). Few opportunities have been given for these guardians’ to voice views 

concerning the public schools in which they invest roughly $280 billion o f their state 

taxes each year (Center on Budget, 2015). Instead legislators have restricted the
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evaluation o f guardian satisfaction solely to student assessment outputs (Gibbon & Silva, 

2009). Education is commonly believed to be the gateway to a successful adult life, 

therefore, Gibbon & Silva (2009) argued that the success o f an adult depended on “wider 

learning objectives and aspects o f social and emotional development that are at least as 

important as achievement in high-stakes tests” (p.312). Thus, one may assume more than 

just test scores impact guardians’ dissatisfaction and their decisions to choose new 

schools.

Whereas advocates have maintained that school choice is the great equalizer and 

those who engage become part o f a unified community, challengers have contended that 

school choice does not lead to egalitarianism, but instead was farther segregated and 

marginalized the very ones it was intended to liberate (Trent, 1992; Andre-Blechley, 

2005; Bossetti, 2004; Ravitch, 2010; Hausman & Goldring, 2000). Bosetti (2004) 

elaborated, “The impact o f [market based] competition is to create higher quality 

education for all students but does little to address issues related to equity, diversity and 

social cohesion” (p. 400). Andre-Blechley’s (2005) research confirmed this notion in an 

ethnographic examination o f three very diverse mothers attempting to gain access to the 

very same school, but all having very different experiences strongly influenced by their 

race and class.

In an review of literature, Andre-Blechley (2005) cited several studies finding that 

undercurrents o f race, class, and gender dominated school choice research, all concluding 

that when “ guardians make decisions about where their children will attend school, they 

enter into a relationship with schooling institutions known for inequitable organizing 

structures and practices and unequal educational opportunities” (p. 268). One may
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assume that these existing structures of inequality could have a substantial impact on the 

decision making processes of guardians and their levels of dissatisfaction, thereby 

making the need to understand the origins of such structures a critical element o f this 

research. Centuries of both sociocultural and sociopolitical influences conceptually 

frame and organize “the context in which parents make their decisions’* (Trent, 1992; 

Andre-Bechely, 2005, p. 273). Hence, to develop a profound understanding o f possible 

causal mechanisms that result in the phenomenon o f guardian dissatisfaction, this 

research is situated in both sociological and historical contexts (Andre-Bechely, 2005).

A Historical Perspective

Brown v. Board o f Education

As evidenced by its origins guardian dissatisfaction has always been a driving 

force in the school choice movement, beginning nearly 60 years ago. On May 17, 1954, 

the U.S. Supreme Court changed the face of education in the historic case of Brown v. 

Board o f  Education (Andre-Bechley, 2005; USHistory Atlas, n.d.). This landmark court 

hearing consolidated five separate cases o f several dissatisfied African American parents 

into one single trial, as they pursued equitable educational opportunities, facilities, and 

transportation for their children (United States Courts, n.d.; The Leadership Conference, 

n.d.). Hence, it could be concluded that the phenomenon of guardian dissatisfaction gave 

birth to the notion o f school choice.

Trent’s (1992) historical examination o f education revealed that African- 

American students “endure[d] hardships and disadvantages more intensely than children 

who were members o f other ethnic groups” (p. 295). In the 1940s, during a time where 

all resources and capital were exhausted by World War II, the American economy still
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managed to provide as much as eight times more funding to Caucasian students even in 

states populated with 80% African Americans (Trent, 1992). During these times African 

Americans students were continuously denied access to white schools just blocks from 

their homes, refused bus transportation by white taxpayers, and forced to walk up to 8 

miles to schools built for 180 students but housing 450 (The Leadership Conference, 

n.d.). Such conditions heightened guardian dissatisfaction, so much so that African 

American guardians in Kansas, South Carolina, Virginia, and Delaware all filed lawsuits 

that were eventually appealed to the Supreme Court, combined, and coined Brown vs. 

Board (The Leadership Conference, n.d).

Impacted by the expert testimony of black psychologist Kenneth B. Clark, the 

nine Supreme Court justices unanimously determined that segregation caused irreversible 

harm to African American students (Urban & Wagoner, 2014). Supreme Court Chief 

Justice Earl Warren established the foundation o f school choice as he delivered the 

opinion of the court stating:

Segregation o f white and colored children in public schools has a detrimental 

effect upon the colored children. The impact is greater when it has the sanction of 

the law, for the policy o f separating the races is usually interpreted as denoting the 

inferiority of the negro group. A sense o f inferiority affects the motivation of a 

child to learn. Segregation with the sanction of law, therefore, has a tendency to 

retard the educational and mental development of negro children and to deprive 

them of the benefits they would receive in a racially integrated school
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system... We conclude that, in the field o f public education, the doctrine of 

‘separate but equal’ has no place. Separate educational facilities are inherently 

unequal” (USHistoryAtlas, n.d.).

While the highest court in the land had ruled inequitable education illegal, no formal plan 

was established for making the transition to integration, instead attorney generals’ in 

states with laws supporting public school segregation were given the charge to develop 

their own plans for desegregation (United States Courts, n.d.).

As suspected the Brown v. Board ruling was met with great opposition in 

southern states (Urban & Wagoner, 2014; United States Courts, n.d.). Several Caucasian 

organizations emerged throughout the south to dispute the ruling, including some 

southern congressmen who passed “a manifesto in 1956 that called Brown decisions 

unwarranted, unconstitutional, and an abuse o f judicial power” (Urban & Wagoner, 2014, 

p. 271). States such as Virginia demonstrated a passive aggressive resistance to the 

Supreme Court ruling by granting tuition to private school enrollees (Ravitch, 2010).

The journey to desegregation did not happen immediately following the Brown v. Board 

ruling, but instead was a long drawn out process faced with much resistance and hostility, 

especially in the south.

The Freedom of Choice Plan

Perhaps the first official form of school choice in history was the freedom of 

choice plan. A frequent form of semi-compliance, the freedom of choice plan provided 

school choice options to all students, but forced no one to attend any specific school 

(Urban & Wagoner, 2014; Ravitch, 2010). Trent (1992) recalled his first childhood 

encounter with the implementation of the freedom of choice plan in his state and his
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personal choice not to attend a ‘segregation academy’ (Ravitch, 2010, p. 114). He 

reflected on the day his parents presented him and his brother with a letter offering them 

the choice to attend a segregated Caucasian school, to which they both refused (Trent, 

1992). Neither Trent (1992), nor his brother could fathom abandoning their reputable 

African American elementary school deeply involved in the fabric of the community. 

Trent (1992) described a unique learning experience facilitated by African American 

educators who “possessed a sense o f awareness about those aspects o f our culture, our 

language, and our behavior that had to be honored and incorporated into our learning 

experiences” (p. 292). This was not the personalized quality education African American 

students traditionally received at segregated Caucasian schools, which were often 

dangerous, abusive, and harmful environments for African Americans students. Several 

African American parents opted out of freedom o f choice options for fear that their 

children would become victims of white hatred commonly associated with segregated 

communities in the south (Trent, 1992).

With freedom choice plans the responsibility for integration rested solely in the 

hands o f African American guardians forced to make decisions to send their children 

where their children were not wanted. Despite the fact that Caucasian schools often had 

“better facilities, newer textbooks, and more comprehensive curricula,” African 

American guardians did not want to subject their children to environments in which they 

would be misunderstood and made to feel inferior and insignificant by Caucasian 

educators ill equipped to handle the diversity African American heritage presented 

(Trent, 1992, p. 298).
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The freedom of choice plan proved to be unsuccessful because most African 

American parents failed to actively engage. Ravitch (2010) facetiously coined it a “big 

surprise” when “White students remained enrolled in all-white schools, and black 

students remained in all-black schools” (p. 114). At any rate in 1964, the federal 

government took an active role in the enforcement of desegregation with the 

establishment of Title VI, which withheld federal education funds from districts allowing 

segregation (Urban & Wagoner, 2014). Eventually the freedom of choice plan was 

dismantled in 1968 with a Supreme Court ruling that the plan violated the Brown v. 

Board (Urban & Wagoner, 2014). The ruling also pushed states to create legitimate 

solutions to desegregation ultimately leading to the dismantling o f African American 

Schools and the integration of what were once “all-White schools” (Urban & Wagoner, 

2014; Trent, 1992, p. 293).

Magnet Schools

Mandatory busing for all students both Caucasian and African American became 

a common practice in plans designed to desegregate schools (Urban & Wagoner, 2014). 

Dougherty and Sostre (1992) suggested that in the 1970s at the height o f desegregation, 

working class and minority students heavily populated schools causing Caucasian middle 

class to grow increasingly dissatisfied enough to opt out o f public schools. In response 

local school districts, developed magnet schools to attract and maintain the Caucasian 

middle class population by establishing learning environments outside o f the traditional 

curriculum and factory model approach in typical public schools. In several states.
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magnet schools with racial balance quotas proved to be successful mechanisms for 

achieving court mandated integration (Urban & Wagoner, 2014; Hausman & Goldring, 

2000).

Consequently the enforcement o f desegregation led to the disassembling of 

African American schools. Irvine & Irvine argued that as African American educators 

were displaced and dismissed ‘the number of role models declined; in their stead, there 

were placed teaching and administrative staff that were either foreign or overtly hostile to 

the black students’ (as cited in Trent, 1991, p. 299). African American students who 

could not adjust to the changes ran the risk of below-average school achievement 

according to Trent (1992). Still magnet schools proved to be the most effective solution 

toward desegregation. Overtime “districts began to use magnet schools not just to further 

racial and class integration, but to improve schools” heavily populated with 

disenfranchised students (Dougherty & Sostre, 1992).

Today magnet schools have established a permanent presence in public school 

choice making it almost impossible to locate an urban school district that does not have a 

magnet program (Hausman & Goldring, 1999). With magnet programs serving 

approximately 1.2 million students in the early 1990s, the success o f this option has 

proven to produce highly satisfied guardians by offering “greater school choice in 

education” and a voluntary route to racial integration while “positively impacting] 

student achievement” (Hausman & Goldring, 2000, p. 106). Magnet schools are now one 

o f the frequently used options for guardians in the school choice movement.
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School Choice Movement

According to Andre-Bechely (2005) “some forms of public school choice,” such 

as magnet schools, “have been historically connected to desegregation, while others 

[were] more closely associated with neoliberal and conservative agendas” (p. 268). This 

notion was evidenced in the 1980s as conservatives pressed for privatization of 

government services including public schooling, in hopes of reducing government control 

and boosting the economy (Doughterty & Sostre, 1992). President Ronald Reagan 

endorsed school choice with repeated attempts at legislation mandating private-school 

tuition tax credits, while individual states began to encourage guardian choice through 

state vouchers promoting private and public school options that allowed guardians to take 

their tax dollars to the school o f their choice (Doughterty & Sostre, 1992).

Notions of this type o f school choice had experienced only faint 

acknowledgement years prior when it was first propositioned by Milton Friedman 

(Dougherty & Sostre, 1992; Ravitch, 2010). In a 1955 piece entitled The Role o f  

Government in Education, conservative economist Friedman voiced his vision of a 

voucher program allowing parents to take their tax dollars away from public schools and 

use them as tuition (in the form of vouchers) to attend private schools (Dougherty & 

Sostre, 1992; Ravitch, 2010). During this time very little interest was shown in the 

concept o f school choice. This idea was frequently opposed and did not gain much 

momentum in the early 1980s. Dougherty and Sostre (1992) suggested, “conservatives 

found that their new fervor of school choice was enough to put it on the political agenda 

but not enough to get it passed” (p. 164). Therefore in a final attempt to win over more 

support the Reagan administration repackaged the idea offering vouchers to
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underprivileged students to be used at any public or private school of choice, which 

resulted in a change in thinking for several opponents of school choice that initially 

believed vouchers only benefited the elite (Dougherty & Sostre, 1992; Ravitch, 2010).

To further expand the circle of school choice advocacy, the Bush administration 

preceded Reagan’s efforts by focusing first on the notion o f public school choice. 

Dougherty and Sostre (1992) suggested, that “Bush deliberately framed his initial call for 

parental choice in terms o f public school choice to first make the general idea o f choice 

palatable before coming out in favor o f his ultimate goal: private school choice” (p. 164). 

Bush proposed federal funding and support for public magnet school choice options 

(Dougherty & Sostre, 1992). This shift in the presentation of school choice paid off as 

the notion “began to enjoy unprecedented support among such unlikely groups as liberal 

policy scholars, urban educators, White parents, Black parents, and state governors” (p. 

164). What was once seen as ploys to privatize schooling began to gain the supporters 

that shunned the idea of private school choice, but found value in the options of public 

school choice.

According to Dougherty and Sostre (1992), the availability o f private and public 

school choice options was appealing to both Caucasian and African American parents. 

These authors indicated that public school choice offered Caucasian guardians the 

opportunity to ’’avoid public education or at least to carve out islands o f excellence within 

it” (p. 173) while also offering African American parents that are cynical about 

conventional school reform “the same freedom that White parents ” had to develop the 

institutions they desired most (Dougherty & Sostre, 1992, p. 168). There seems to be 

steadfast support for public and private school choice from the unlikeliest o f allies
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(Dougherty & Sostre, 1992). This diverse support for school choice suggests an ever

present dissatisfaction in the state o f public education that spans the socio-demographics 

of guardians.

Parent Perspectives

Social Stratification

At the time of this study, racial tensions in America have been on a steady 

increase, fueled by recent reports o f police brutality, the deaths of several unarmed 

African American males, nationwide protest, and major city riots. During the compilation 

of this literature review, journalist Fareed (2015) broadcasted a mini-segment on CNN 

addressing racial integration. Just days prior to the newscast, nine churchgoers were 

murdered at a Wednesday night service by a young white supremacist masquerading as a 

visitor. This bloodshed sparked a nationwide debate over the origins o f the confederate 

flag and whether or not it should be mounted above government buildings. The current 

tumultuous time of the U.S. is one that will likely be recorded in future studies o f race 

relations and social justice alongside the Civil Rights movement o f the 1950s. Therefore, 

Fareed (2015) questioned how the U.S. could still remain so segregated some 60 years 

after the Brown v. Board ruling.

Fareed (2015) discovered that over the last 20 years the racial make up of U.S. 

schools has grown progressively singular. He argued that “residential segregation has 

translated into unequal access to security, basic health care and crucially, education" 

(Fareed, 2015, p.2). Citing studies to support this notion, Fareed (2015) included a 

university study identifying states where Caucasian students lived in communities that 

had a 54 to 90 percent Caucasian population, a ProPublica study that determined schools
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with less than 1 percent Caucasian populations were steadily increasing, and finally a 

year old UCLA study discovering that the typical classroom for a Caucasian student in 

the U.S. has “30 students, 22... white, two... black, four Latino, one Asian and one 

‘Other,’” (Fareed, 2015, p.2). He also mentioned Secretary of Education Arne Duncan’s 

conclusion that multicultural schools enroll less than 15 percent Caucasian students 

(Fareed, 2015). Even magnet schools, which were originally intended for integration, 

have been criticized for the use o f tactics meant to establish and exclusive population of 

students with higher socioeconomic status (Bast & Walberg, 2003).

In a recent study, Schneider & Buckley (2007), examined such patterns of 

stratification and discovered signs that social class configuration of schools was a more 

pressing matter for highly educated parents considering choice options in the 

Washington, DC area. They designed a study intent on monitoring the internet “search 

behaviors o f parents” seeking information on public and charter school options 

(Schneider & Buckley, 2007, p. 9). The database provided extensive demographic, 

academic, and background information on all schools in the area. Throughout the study 

the site received visits from over 2300 affluent parents (Schneider & Buckley, 2007).

Schneider & Buckley (2007) discovered that while guardians often espoused 

desires for high quality teachers, internet search behaviors indicated guardians did not 

actually visit portions o f “the school profiles that [gave] that information” (p. 14). 

Contrarily, Schneider & Buckley (2007) revealed statistical evidence proving that deeper 

searches on the site indicated only a weeding out o f heavily black populated schools, but 

no evidence o f increasing higher academic performance with each school search. They 

concluded that parents often do not admit their concerns with the racial and
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socioeconomic make up of their child’s school in an effort to maintain “social 

desirability”, however in a more unidentifiable setting parents exhibited a strong concern 

for the social class make up o f their child’s school just as much, if  not more than the 

academic quality the school provided (Schneider & Buckley, 2007).

It appears parents mostly base their choice decisions on the demographic make up 

of the school. If this is the case, the possibility for more segregated and stratified schools 

is likely to increase as more dissatisfied parents take advantage o f school choice options. 

The results o f this would be a continued reduction in the diversity o f schools as parents 

likely choose to attend schools closely related to their personal demographic traits.

Therefore, it would stand to reason that today in education school choice has been 

counterproductive to the process o f integration. One may conclude that guardian 

dissatisfaction combined with the options o f school choice has contributed to a 

reemergence o f segregation in education even still today, making this study a relevant 

piece o f research in finding ways to dismantle “a system of stratification along...the lines 

of race, ethnicity, and socio-economic status in this country” (Trent, 1992, p. 305). 

Therefore, an investigation of the phenomenon o f guardian dissatisfaction requires a 

close examination at the experiences o f guardians in the context o f school choice in order 

to develop an understanding o f why there is a continued presence o f segregation in 

schools decades beyond Brown v. Board (Andre-Bechley, 2005).

Social Reproduction

In a Finnish longitudinal study, Raty (2007) closely examined the prior 

educational experiences o f 391 randomly sampled guardians as a means for gauging 

levels o f satisfaction. Raty (2007) sought to determine if guardians past school
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experiences served as a predictor o f their satisfaction with their children’s’ school. 

Participants o f primary school students categorized either “academically educated” or 

“vocationally educated” were asked to complete a survey recalling and evaluating their 

own childhood experiences in school prior to rating their level of satisfaction with the 

functioning of their child’s school across first, third, and fifth grade (Raty, 2007).

Raty (2007) found that both academically educated mothers and fathers with 

jovial memories of school were significantly more satisfied than their counterparts with 

undesirable recollections. Contrarily, only the vocational educated mothers demonstrated 

that positive and negative recollections significantly predicted satisfaction (Raty, 2007). 

Raty (2007) suggested the demographic group most disconnected from schools were 

vocationally educated fathers. While vocationally educated fathers recollections did not 

significantly predict their satisfaction of schools, Raty (2007) described these fathers as 

the most dissatisfied with school functions, and most likely to feel incapable of actively 

influencing any change in schools. This researcher attributed the distance between 

vocationally educated fathers’ and schools to communication barriers presented in the 

fathers having to interact with the “university educated women” teaching their children 

(Raty, 2007). Therefore, Raty (2007) concluded that parents’ past memories were 

powerful predictors in school satisfaction for at least the first five years of school, with 

the exception of vocationally educated fathers.

Parents’ memoirs of their own school experiences forecasted both optimistic and 

pessimistic attitudes concerning their own child’s educational experiences. U.S. 

researcher Gorman (as cited by Raty, 2007) discovered the most pleasant memories 

where those o f the middle class, while at least 50 percent of the working class guardians
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experienced ‘hidden injuries o f class’ (Sennet & Cobb, 1972). These dissatisfied 

guardians often reported feelings o f “frustration, disappointment, and even humiliation” 

in school, and loathed academically educated individuals, viewing them as “pretentious 

people” (Raty, 2007, p. 388). According to Raty (2007), such attitudes about schooling 

were passed down from generation to generation leading to the reproduction of various 

social phenomena.

In his book What kind o f  citizen: Educating our children fo r  the common good, 

educator Westheimer (2015) vividly described the social reproduction of schooling as a 

play already in motion before the actors even hit the stage. He explained how the 

narrative of school is already written for students long before they arrive in schools by 

media, society, and family recollections (Westheimer, 2015). Therefore, “examining 

parents’ school recollections helps us, then to better understand the dynamics of the 

social reproduction o f education” that possibly leads to guardian dissatisfaction and 

recurring segregation (Raty, 2007, p. 388).

Historically compulsory education schools have been proven to be social 

reproduction factories. In the early 1900, students on the receiving end o f the 

achievement gap were immigrants. Deschenes, Cuban, & Tyack (2001) described the 

harsh corporal punishment immigrant students faced if they were incapable o f performing 

as expected by the teacher. According to Leonard Ayrese (as citied by Deschenes et al., 

2001) these problem students were ‘thoroughly trained in failure’ often resulting in grade 

level retention or students dropping out to preferably work in factories.

Deschenes, Cuban, & Tyack (2001) argued that schools have often blamed the 

“social, cultural, or economic backgrounds of students” and used these factors to identify
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the students as the problem as oppose to blaming the structure of schooling as the 

problem (p. 527). These authors believed that even the federal government’s A Nation at 

Risk attempt to address the needs of marginalized learners in 1983, further demonstrated 

a failure to acknowledge that schools were designed to meet the needs of the most 

privileged learners, but instead the reform focused on more standardization in curriculum, 

instruction, and assessment (Deschenes et al., 2001). Deschenes, Cuban, & Tyack (2001) 

noted concerns in the ways in which schools have used social class to funnel specific 

students into specific job types. They concluded that the failure o f most students was 

often easily predicted by the students social class or race, as evidenced at the start of the 

twentieth century by the relatively 75% of minority students who were denied promotion 

and overly represented in mentally disabled classes (Deschenes et al., 2001). The 1900s 

were laden with notions that families o f specific cultural and economic backgrounds did 

not support or prepare their children for school, which likely contributed to the social 

reproduction occurring in classrooms (Deschenes et al., 2001; Sennett & Cobb, 1972).

At the height o f integration in the mid-60s romantic critics such as Jonathan 

Kozol documented the mistreatment of African American students entering schools that 

were once all white. After spending time as a substitute teacher in an inner-city school 

Kozol concluded that “the racial and social class differences between children and 

teachers were a significant cause of teachers’ lack o f affinity for their students” (Urban & 

Wagoner, 2013, p. 299). Frequently Caucasian teachers demonstrated limited 

expectations for African American students and subjected these students to extreme 

rejection and prejudice, as a result the teachers’ expectations became the students’ reality 

(Trent, 1992; Urban & Wagoner, 2013; Sennett & Cobb, 1972). Under these conditions
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African American students did not learn and were simply housed in schools to meet 

federal mandates of integration (Urban & Wagoner, 2013).

Decades later, critical theorist Jean Anyon evaluated the role social class played 

in the academic quality o f demographically opposing schools in 1980. Anyon (1980) 

shed light on social reproduction at the hands o f the educational institution, when she 

published her widely cited article Social class and the hidden curriculum o f  work. In this 

study, Anyon (1980) sought empirical evidence to support the arguments o f Bourdieu, 

Apple, Bowles, and Gintis who believed “knowledge and skills leading to social power 

and regard (medical, legal, managerial) are made available to the advantaged social 

groups but are withheld from the working classes to whom a more ‘practical’ curriculum 

is offered (manual skills, clerical knowledge)” (p. 67). Through the approach of social- 

class analysis, Anyon (1980) evaluated differences in the instructional presentation and 

work requirements of students in five different schools o f juxtaposing social classes. 

Anyon (1980) categorized the schools based on a specific set of identifiers. She labeled 

the schools working class, middle-class, affluent professional, and executive elite. The 

two working class schools consisted mostly of parents working “unskilled or semiskilled” 

blue-collar jobs (Anyon, 1980, p. 71). Parents in the middle-class school were diverse in 

their social class composed of both skilled blue-collar workers and white-collar workers. 

In this school parents held occupations such as carpenters, plumbers, technicians, 

supervisors, civil servants, and personal directors (Anyon, 1980). Primarily parent 

professionals such as cardiologist, lawyers, and executives composed the affluent 

professional school populations while the executive elite school parents were “top 

executives...in major U.S. based multinational corporations” (Anyon, 1980, p. 72).
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Through the art o f an ethnographic study, Anyon (1980) evaluated each type of school 

and discovered immense variations in the curriculum provided as well as the instruction, 

and assessment o f the students.

Grounded in procedural labor, the working class schools presented information in 

a repetitive manner expecting students to mechanically mimic steps. Anyon (1980) 

observed no evidence o f student choice or decision making, and she concluded that 

teachers “rarely explained] why the work [was] being assigned, how it might connect to 

other assignments, or what the idea [was] that [lay] behind the procedure or [gave] it 

coherence and perhaps meaning or significance”(p. 73). She likened instructional 

approaches to that of a drill sergeant and concluded that teachers relied on worksheets 

and board work that listed specific steps for students to duplicate and be assessed solely 

on their ability to follow those steps with no regard to correct or incorrect responses 

(Anyon, 1980).

Slightly different was the middle-class school where the focus became “getting 

the right answer” (Anyon, 1980, p.77). In this environment, students were still obligated 

to duplicate procedures, but were provided tasks that required some level o f personal 

thought, choice, and decision making to complete (Anyon, 1980). Unlike the working 

class schools, Anyon (1980) observed students discovering answers through textbooks 

and teachers who spent “a lot o f time explaining and expanding on what the textbook 

[said]” (p. 78). However, analytical and creative thought concerning the information 

students gleaned was not readily apparent.

The affluent professional schools made way for more creative and independent 

thinking as students were “continually asked to express and apply ideas and concepts”
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(Anyon, 1980, p. 79). Great pride was placed on completed products that displayed 

students “ individual thought and expressiveness, expansion and illustration o f ideas, and 

choice o f appropriate method and material” (Anyon, 1980, p. 79). Similarly, Anyon 

(1980) witnessed the executive elite school take creative thinking to new heights as 

teachers pushed students to become more analytical. In this school no answers, rules, or 

procedures were given and “children [were] continually asked to reason through a 

problem, to produce intellectual products that [were] both logically and of top academic 

quality” (Anyon, 1980, p.83). Anyon (1980) concluded that academics provided in this 

school were designed to prepare and propel executive elite students through life.

In this study, Anyon (1980) illustrated how underlined beliefs about social class 

negatively impacted the quality o f education students received. While Sennett & Cobb 

(1972) would have likely argued that the teachers in the study may have been unaware of 

the “hidden injuries” they were causing and “unwittingly set in motion in the classroom a 

vicious circle that produces exactly the kind of behavior they expect” (p. 83), 

nevertheless Anyon (2011) argued that “the power o f the Anglo culture often reach[ed] 

down into classrooms to strip working-class (and other) minority students o f their 

language and cultural beliefs” (p. 40). In a recount o f her previous 1997 publication 

Ghetto Schooling: A Political Economy o f  Urban Educational Reform, Anyon once again 

provided empirical evidence of this notion.

During her studies in a highly impoverished minority school located in Newark, 

New Jersey, Anyon (2011) discovered disenfranchised students and teachers 

overwhelmed by the conditions o f their work environment. In her field notes, Anyon 

(2011) described a school environment enamored with the stench of urine, broken
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window panes, chaotic hallways, frequently absent teachers, and children troubled with 

home lives that may include abuse, drugs, and death. She pondered the downfall of a 

school system once known for its excellence at the start o f the 20th century, and exposed 

an historically economic decline stemming from “corporate and governmental policies 

and practices” of corruption, suburbanization, poor tax policies, and bank redlining 

(Anyon, 2011, p. 55). Anyon (2011) argued that none o f these issues were within the 

control of the school, therefore, none of these issues could be fixed simply by reforming 

the structure o f schooling. She saw no rationale in attempting to fix the school but failing 

to fix the surrounding community and compared it to “trying to clean air on one side of a 

screen door” (Anyon, 2011, p. 50). She concluded through out her research that such 

discrepancies only serve to perpetuate the inequality of our society (Anyon, 1980; Anyon, 

2011).

Demographics and Desires

As accountability based government reform drives the train o f school choice the 

need to understand why some guardians decide to stay while others pack up their children 

and leave schools becomes even more pressingly apparent. Jacob and Lefgren (2007) 

suggested, “recent government education policies seem to assume that academic 

achievement as measured by test scores is the primary objective o f public education”, 

which was evidenced by NCLB’s mandate “to bring all ...students to ‘proficient* levels 

on math and reading test by 2014” (p.59). This very decree compelled researchers Jacob 

and Lefgren (2007) to question, “Are test scores the educational outcome that parents 

value most?” (p.59). In their quest to develop understanding Jacob & Lefgren (2007),
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discovered socioeconomic status played a pivotal role in identifying the educational 

factors that guardians esteemed most.

One frequent argument presented by school choice opponents has been the notion 

that “low-income and less educated” guardians were ill equipped to make choices 

concerning their child’s education and often focused on ‘‘non-academic (and thus 

‘wrong’) school attributes” when determining the effectiveness o f a school (Schnider & 

Buckley, 2002, p.5).

This assertion does not go uncorroborated and is evidenced by Schnider and 

Buckley’s (2002) synthesis of vast supporting literature produced by researchers Ascher, 

Fruchter, and Berne ini 996, Smith and Meier in 1995, Henig in 1994 and 1996, as well 

as Henig, Moser, Holyoke, and Lacireno-Paquet in 1999. Likewise, the findings o f a 

1992 report from the Carnegie Foundation (as cited by Schnider & Buckley, 2002) farther 

substantiated the claim concluding, “that ‘many parents base their school choice 

decisions on factors that have nothing to do with the quality of education’ including the 

availability o f day care, convenience, social factors, and the range and quality of 

interscholastic sports” (p.3-4). Notwithstanding the Carnegie Foundation’s assumption 

that there is actually an accurate way to measure academic quality, Jacob and Lefgren 

(2007) discovered quite the contrary in a more recent study examining relationships 

between parental demographics and parental teacher requests.

In their study Jacob and Lefgren (2007), analyzed parent teacher request data and 

principal teacher evaluation surveys o f 12 high and low poverty elementary schools.

High poverty schools were defined as having a population of 80% or more students 

eligible for free lunch services, while low poverty schools only possessed 20% or less
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free lunch eligibility. Jacob and Lefgren (2007) concluded that high-poverty parents 

were less concerned with their child’s satisfaction, and more concerned with the 

“teacher’s ability to improve student achievement”, as opposed to their Iow-poverty 

counterparts who preferred student satisfaction over student achievement (p. 63). Jacob 

and Lefgren (2007) reported, “parents in high-poverty schools strongly value a teacher’s 

ability to raise student achievement and appear indifferent to student satisfaction [while] 

in wealthier schools the results are reversed; parents most value a teacher’s ability to keep 

students happy” (p. 59-60). These researchers concluded that limited academic, 

financial, and personnel resources in high-poverty schools influenced these guardians to 

favor academic quality over student contentment because often experienced, competent 

teachers with advance degrees were hard to come by in such schools (Jacob & Lefgren, 

2007).

Balancing early literature that suggested low-income parents cared little about 

academic quality, Schnider & Buckley (2007) also cited immense findings supporting the 

notion that educational quality was a point o f concern for these parents. They 

synthesized survey data reports produced in 1998 from Peiser, as well as Greene,

William, and Peterson, reports from 2000 produced by Kleitz, Weiher, Tedin, and 

Matlan, and finally reports from 1998 by Schneider, Marschall, Teske, and Roch, which 

all concluded that students and all types o f parents (regardless o f income) desired a 

superior education that provided their children with high standards, curriculum, and 

teacher quality (Schnider & Buckley, 2007). In more than one study, researchers found 

“support for educational quality [was] stronger among low-income parents than among 

higher income ones” (Schneider & Buckley, 2007, p. 7). None of the studies indicated
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parents’ strong awareness of the schools race and class composition when considering 

school choice, but instead provided empirical evidence that heavily weighed the 

academic quality of schools.

Conclusion

A close evaluation of America’s academic standing on an international level 

validates the possibility for guardians o f all types to experience some level of 

dissatisfaction with the quality of schools in this country. However, there is substantial 

evidence supporting that an achievement gap exists among Caucasian students verses 

other minorities in the United States. Additionally, empirical evidence confirms that 

guardians personal recollections o f school experiences also serve as predictors when 

determining current levels of satisfaction these guardians may have with their own 

children’s schools. Therefore if schools have historically demonstrated race and class 

stratification, educational inequality, and social class reproduction, one is left to question 

exactly which types o f guardians are the most likely to experience the phenomenon of 

dissatisfaction with schools and what generates to their feels o f displeasure. While it may 

be assumed that minorities are most frequently victims o f educational inequalities and 

would likely produce the most dissatisfied guardians, additional studies indicate quite the 

opposite with affluent Caucasian guardians more frequently participating in the school 

choice movement. Therefore it is the purpose o f this study to better understand the 

phenomena o f the dissatisfied parent by 1.) attempting to identify the demographic 

characteristics of parents experiencing dissatisfaction, 2.) uncovering the generative 

mechanisms that result in their dissatisfaction, 3.) defining the educational expectation of 

dissatisfied parents, and 4.) describing dissatisfied guardians perceptions o f other schools.



CHAPTER 3 

METHODOLOGY 

Overview

The aim of this sequential explanatory mixed methods research (MMR) was to 

evaluate and examine the phenomenon o f parent dissatisfaction levels with the quality o f 

schools grades K-12th. The study sought to describe demographic characteristics that 

possibly predict guardians’ levels of school dissatisfaction with parents of K-12th school 

attendants, and ultimately examine generative mechanisms influencing parents’ 

perspectives and decision-making processes regarding their dissatisfaction o f both their 

local and national educational institutions. This study aimed to contribute to the body of 

knowledge on the educational outcomes disenfranchised guardians’ value most. 

Specifically mixed methods of quantitative and qualitative data collection and analysis 

investigated the following primary research questions:

1) Is there a significant difference in the level of parent dissatisfaction with the 

quality o f education in their oldest child’s grade school based upon the parents’ 

race, economic status, or gender?

2) Does the race, economic status, or gender o f parents predict their dissatisfaction 

with the quality o f education in their oldest child’s grade school?

3) What are dissatisfied parents’ perceptions of other grade schools?

4) What qualities do dissatisfied parents expect their child(ren)'s grade school(s) to 

possess?

70
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5) What generative mechanisms influence dissatisfied parents’ perceptions and 

decision-making processes regarding their displeasure with their child(ren)’s 

grade school(s)?

Full accounts o f the MMR methods imposed to answer these questions are 

revealed in this chapter. The information presented in this chapter begins with a 

comprehensive description o f the research design, and population sample, followed by a 

detailed breakdown o f both quantitative and qualitative data collection and analysis 

methods used throughout the study.

Research Design

Mixed methodology research (MMR), as described by Teddlie & Tashakkori 

(2010), offers an eclectic approach to research design that synergistically integrates “the 

most appropriate techniques from a myriad of QUAL, QUAN, and mixed methods to 

more thoroughly investigate a phenomenon of interest” (p.8). Amidst a century of 

paradigm wars between qualitative and quantitative researchers, MMR has emerged as a 

viable third option (Johnson & Onwuegbuzie, 2004; Denscombe. 2008; Creswell &

Clark, 2011; Clark & Creswell, 2008). Dating as far back as the late 1980s, this incipient 

methodological movement evolved from a need to respond to ever emerging complicated 

research problems requiring resolutions beyond the simplicity of the sole use of 

quantitative numbers or qualitative words alone (Creswell & Clark, 2011).

Today, mixed methods have become known as an “intuitive way of doing 

research that is constantly being displayed through our daily lives” (Creswell & Clark,

2011). One would be hard pressed to view recent news reports that do not substantiate 

findings without a mixture o f both qualitative and quantitative data. Yet despite the
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popularity o f MMR, not all research problems are best suited for this particular approach. 

Some do require singular modalities o f data collection and analysis. Contrarily, for 

studies in which a single data source does not sufficiently serve enough information, and 

further exploration and explanation are required to respond to the research questions, a 

mixed methodological approach is often best suited (Teddlie & Tashakkori, 2010; 

Creswell & Clark, 2011).

This third-way research design provides the liberty needed to combine methods 

and select from a plethora of tools relevant for adequately responding to the multifaceted 

demands o f more complex research questions. This particular study seeks to identify, 

examine, and explain parents’ levels o f dissatisfaction with the educational quality of 

grade schools. Since neither quantitative nor qualitative methods will suffice “by 

themselves, to capture the [possible] trends and details” o f parents’ likes and dislikes, a 

mixed methodological research design is in order (Ivankova, Creswell, & Stick, 2009, p.

3).

For the purposes o f this study, I believe that merging data from both quantifiable 

occurrences and socially constructed perceptions provides the freedom needed to play to 

each methods most complementary strength, as well as, increase opportunities for more 

robust data analysis (Ivankova, et al., 2009; Tashakkori & Teddle, 2010; Johnson, & 

Onwuegbuzie, 2004; Creswell, 2014). Therefore, the MMR design provides an open- 

ended approach to investigation that allows for a deeper development o f overall 

understanding concerning which parents are most unhappy, what causes that 

unhappiness, and what these parents most desire from schools for their children.
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In the last two decades, MMR has grown in the field as methodologically worthy, 

receiving accolades in the publications o f academics such as John Creswell, Vicki Clark, 

Abbas Tashakkori, Charles Teddle, Burke Johnson, Anthony Onwuegbuzie, Donna 

Mertens, Jennifer Green, and David Morgan (Cameron, 2011; Denscombe, 2008;

Creswell & Clark, 2011). Approaches to MMR have been deemed wide-ranging and 

complex by different mixed methodologists. Tashakkori and Teddle identified “about 

forty mixed-methods research designs reported in literature” (Ivankova, Creswell, & 

Stick, 2009, p. 4), whereas, Creswell and Clark (2011) updated their 2003 summary of 

different MMR design types into 15 different classifications across a range o f disciplines. 

These countless categories are referred to in MMR as typologies, or specific sets of 

characteristics particular to the design of the study (Creswell & Clark, 2011).

Several mixed methodologists agree there is no one all-inclusive list of 

typologies, but instead a preponderance o f possibilities (Creswell, & Clark, 2011).

Teddlie & Tashakkori (2006) argue, “that methodologists cannot create a complete 

taxonomy of MM designs, due to their (the designs') capacity to mutate into other diverse 

forms” (p. 13). Maxwell and Lommis (2003), along with Caracelli and Greene (1997), 

also agree that typology cannot adequately embody all the diverse possibilities in mixed 

methods studies. Despite the lack o f unanimity concerning the quantity and kinds of 

typologies, numerous methodologists conclude that typologies are valuable in that they 

provide researchers a palette o f possibilities to direct research design, facilitate an 

organizational guide for addressing the research questions, and establish a common 

language in the field of mixed methods research (Teddlie & Tashakkori, 2010; Teddlie & 

Tashakkori, 2006; Maxwell & Lommis, 2003; Creswell & Clark, 2011).
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Creswell & Clark (2011) recommended that novice mixed methodologists, such 

as myself, employ a typological approach to research design “as a guiding framework to 

help inform...choices” throughout the study (p.60). In the sociological study of 

education, Creswell and Clark (2011) specifically narrowed MMR typologies to six 

different design categories. They coined these typologies concurrent triangulation, 

concurrent nested, concurrent transformative, sequential explanatory, sequential 

exploratory, and sequential transformative. When selecting from these varied 

possibilities o f MMR design for this particular study, much consideration was given to 

three specific design essentials. These three considerations were the implementation 

methods of data collection, the methods for integrating all different data sets, and the 

placement o f priority on the types o f data collected (Ivankova, Creswell, & Stick, 2009).

Through the lens of critical realism, 1 proposed that this study was not only about 

developing a general explanation o f the phenomenon of guardians’ dissatisfaction with 

schools in the actual domain o f reality (qual), but also to explain possible mechanisms in 

the real domain o f reality (mixed) that may or may not cause levels o f dissatisfaction to 

transpire in the empirical domain (quan). To accomplish this task, before even 

attempting the process o f qualitative explanation, it was first necessary to quantitatively 

identify a sample o f dissatisfied guardians.

Often considered the most frequently used and straightforward MMR design, the 

sequential explanatory design serves the purpose o f employing qualitative results to 

thoroughly explain initial quantitative findings (Ivankova, Creswell, & Stick, 2009; 

Creswell & Clark, 2011). Considering my purpose for research, I believe the sequential 

explanatory design offered a set o f characteristics that allowed me to “assess trends and
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relationships with quantitative data” followed by an explanation o f “the mechanisms or 

reasons behind the resultant trends” o f guardians' dissatisfaction with the educational 

quality o f schools (Creswell & Clark, 2011, p. 82). Figure 3.1 is a derivative 

modification of Creswell & Clark’s (2011) visual model for the sequential explanatory 

MMR design, revised to address procedures employed in this study.

Phase

Quantitative Data 
Collection

Quantitative Data 
Analysis

Selection of  
Phenomenological 

Cases

Procedure
Online survey sampled 
from school district and 
Social Media

• ANOVA
• Linear Regression
• SPSS v. 21
• Describe events

Purposeful selection of 
dissatisfied guardians 
based on quantitative 
findings
Identify key components

Product
Numerical Data

• Descriptive Statistics
• Homogeneity of variance, 

normality, post hoc
• Non-zero variance, 

homoscedasticity, 
linearity, multicollinearity

Research Questions

• Is there a significant 
difference in the level 
of dissatisfaction based 
upon the parents' race, 
economic status, or 
gender?

• Does the race, 
economic status, or 
gender of parents 
predict dissatisfaction?

Qualitative Data 
CollectionI

Qualitative Data 
Analysis

Interpretation o f  
Study

• Semi-structured interviews * Interview transcripts

Theoretical analysis of 
generative mechanisms for 
dissatisfaction 
Transcription, indexing, 
induction, deduction, 
abduction, elimination, 
and identification

Explanation of quantitative 
findings
Interpretation of cases

• Indexes and themes
• Visual data display
• Implication of the study
• Recommendations

Implications of the study 
Recommendations

What qualities do 
dissatisfied parents 
expect their child!ren)s 
grade school(s) to 
possess?
What generative 
mechanisms influence 
dissatisfied parents' 
perceptions and 
decision-making 
processes regarding 
their displeasure with 
their child! rent's grade 
school(s)?
What are dissatisfied 
parents' perceptions of 
other grade schools?

Figure 3.1. Sequential Explanatory MMR Design
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True to critical realism, the sequential explanatory design first initiated a 

postpositivists’ perspective o f measurable variables and statistical analysis, followed by 

constructivist shifts to multiple perspectives and detailed descriptors (Creswell & Clark, 

2011). The implementation o f a sequential explanatory design allowed me to conduct 

two phases o f data collection in a consecutive fashion. Phase 1 o f this design consisted of 

quantitative data, which was collected and analyzed, then used to determine the further 

collection o f more qualitative data in phase II. The qualitative data collected was essential 

to the refinement, extension, and explanation of the phenomenon initially identified in 

both the literature and quantitative data collection (Creswell, 2012).

The integration o f quantitative and qualitative data sets could occur during 

various stages of a sequential explanatory MMR. This integration is simply defined as 

the points o f the study in which mixing o f both methods occurs (Ivankova, et al., 2009). 

For this study, the integration o f mixed methods first transpired during the “design stage 

by introducing both quantitative and qualitative research questions” and then during the 

intermediate point o f the research when the quantitative data was used to advise the 

selection of qualitative participants (Ivanknova, et al., 2009, p. 11). Finally, the results of 

both phases were blended during the data interpretation stage to completely define 

conclusions o f the study in its totality (Invanknova, et al., 2009). Figure 3.1 provides a 

compendious visual model to illustrate the implementation and integration o f quantitative 

and qualitative procedures employed throughout this sequential explanatory mixed 

methods study.

According to Creswell & Clark (2011) the explanatory sequential design presents 

two variants, referred to as the follow-up explanations variant and the participant-
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selection variant. Most frequently employed, the follow-up explanations variant gives 

priority to the quantitative phase o f the research and relies on subsequent qualitative data 

only to “help explain the quantitative results” (Creswell & Clark, 2011, p. 85). Since the 

implementation of the sequential explanatory MMR calls first for quantitative data 

collection, it is typical for priority and emphasis to be assigned to this specific data set in 

the follow-up explanation variant (Ivankova, et al, 2009; Creswell & Clark, 2011).

On the contrary, the participant-selection variant places priority on the qualitative 

phase of the MMR design, and suggest that the quantitative phase is only used to 

“identify and purposefully select the best participants” for further examination o f a 

phenomenon (Creswell & Clark, 2011, p. 86). In such cases research goals, questions, 

and designs for each phase dictate priority, meaning there are sequential explanatory 

designs in which qualitative data collection is favored over quantitative data, or both are 

weighted equally (Ivankova, et al., 2009). This decision is typically made by the 

researcher prior to the collection o f data or during the process of data analysis (Ivankova 

et al., 2009).

As a critical realist, I consider myself an applied scientist who analyzes “a 

situation as a whole, of thinking at several different levels at once, recognizing clues, 

piecing together diverse bits of information and assessing the likely outcomes of various 

courses” as opposed to the pure scientist who “deliberately excludes...the effects of 

intervening levels of reality” (Bhaskar, 2008, p. 120). Therefore, I value the inherit 

messiness of studying open systems and reject successionists views of causation and 

instead acknowledge the likelihood that the same mechanism could result in varied 

outcomes (Sayer, 2011).
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As a result of this view, for the purpose o f this study, I did not get trapped into 

simply counting the number of times parent dissatisfaction occurred but most importantly 

I examined all possible causes for parental dissatisfaction. Hence, the complexity o f this 

open system made it unclear what would emerge from either the quantitative or 

qualitative data sets, in turn making it even more difficult to assign priority to either set 

o f data prior to actual collection and analysis. While the research questions that drove 

this study hinted at an early mixed methods integration of both quantitative and 

qualitative data sets, a formal establishment o f priority for specific data collection 

methods was not assigned until the interpretative stages of qualitative data analysis 

occurring at the conclusion of the study (Ivankov, et al., 2009).

Population and Sample 

The targeted population o f this study consisted of parents o f US school students 

grades K-12th. During the first phase o f quantitative research, a convenience sample was 

drawn from the target populations to include parents’ of students with active Facebook 

and Twitter accounts that responded to an online quantitative survey as well as parents of 

students attending schools in a local school district in the northeastern comer of South 

Carolina. In this sample, participants engaged in the study simply because “they [were] 

willing and available” (Creswell, 2012, p. 145).

Active Facebook members were invited to participate in completing a brief 

quantitative Likert-scale survey rating their level of satisfaction with schools. I invited 

550 of my personal Facebook friends to participate in the study, in addition to sharing the 

hyperlink to the online survey with 100 of my followers on Twitter. Parents of public 

school students attending any of the eleven elementary, five middle, and four high
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schools in the upstate South Carolina school district were also invited to participate in 

completing an online survey following a hyper link provided on an email.

During this phase, the sample collected was limited only to guardians that were 18 

years or older, residing in the United States, were the primary caregiver o f at least one 

school age student, had an active Facebook or Twitter account, or students attended local 

upstate SC schools.

The second qualitative phase o f the study used purposeful sampling to closely 

examine the phenomena o f disgruntled parents of US students. Identifying a specific 

strategy for purposeful sampling prior to the analysis of the quantitative data was 

intangible. The characteristics o f the qualitative sample were determined based upon the 

quantitative results of phase one. As a result o f the quantitative findings, further 

addressed in Chapter 4, criterion sampling was employed for qualitative data collection.

Data Collection and Analysis Procedures 

Phase I: Quantitative Methods

The goal o f the first quantitative phase was to identify dissatisfied parents as well 

as to examine and describe possible differences o f dissatisfaction among parents of 

children based upon the three independent variables of the guardian’s race, gender, and 

economic status. Additionally this phase was used to also “ identify the potential 

predictive power o f [the] selected variables” (Ivankova, at el, 2006, p. 6). To achieve 

these quantitative goals parents were solicited to complete a digital version o f a survey 

specifically designed to address the issues of this research.

Survey Design. The initial survey instrument for the quantitative data collection 

phase o f this research (located in Appendix C) was crafted after careful consultation of
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the literature. Each question on the 25 item 4-point Likert-scale survey was supported by 

the findings o f prior academic studies. As a result, the first eight selections were the 

parent demographics of gender, race, age, marital status, education, grade level of the 

oldest students, and the free or reduced lunch status o f the child (Friedman, Bobrowski,

& Geraci, 2006). The remaining 17 items on the survey concentrated on 3 categories o f 

educational quality supported by literature. The categories included two statements for 

overall academic quality, four statements related to curriculum, six statements on 

assessment, and five statements concerning communication (Schneider & Buckley, 2002; 

Ersoy, 2007; Tuten, 2007; Osbum, Stegman, Suitt, & Ritter, 2004; Garrett, 2009). Each 

of the items were a statement that required participants to rate their belief as strongly 

agree, agree, disagree, or strongly disagree. At the conclusion of the survey, participants 

were offered an opportunity to provide contact information for participation in future 

qualitative data collection.

To assess the effectiveness of the first instrument, I conducted an initial pilot 

study. The target population for the pilot study consisted o f parents of elementary school 

students grades K-5. A convenience sample was drawn from the target population to 

include parents whose students attended a Title I public magnet community school in the 

Blue Ridge region of South Carolina. There were no gender, physical, mental, or health 

restrictions placed on the population. The only restriction was on age, all parents were 

required to be at least 18 years or older to participate.

During the study, data was obtained from participants who attended an evening 

event at the upstate SC school and volunteered to respond to the web-based survey. 

Participants completed the survey in a computer lab. I analyzed the data collected to
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determine if the responses provided would be sufficient in responding to my research 

question. To assess the reliability of the instrument and establish that participants 

provided consistent answers across all items, 1 conducted a Cronbach’s alpha. 

Additionally, 1 assessed the content validity o f the survey by enlisting three parent 

educators to evaluate the instrument. They each provided feedback on ease of 

readability. Based on the results from the parent educators and the Cronbach’s alpha, my 

initial instrument proved to generate both valid and reliable data.

However, despite the success o f the initial survey instrument design, after a more 

extensive examination o f recent literature, I made the decision to restructure the survey 

instrument to include my new findings. This new survey, C lark’s Quality o f  Education 

Parent Satisfaction Survey (listed in Appendix D), was a 21 item 5-point Likert-scale 

survey supported by the findings o f prior academic studies. The first eight selections 

were still the parent demographics o f gender, race, age, marital status, education, grade 

level o f the oldest students, and the free or reduced lunch status o f the child (Friedman, 

Bobrowski, & Geraci, 2006). Additionally, parents completing the social media version 

were asked to identify their state o f residency and the type of school their child attended.

Reduced from 17 items, there were now only 11 items on the survey concentrated 

on the educational quality o f schools as supported by literature. These statements were 

related to subcategories identified in the literature including curriculum and instruction, 

assessment, communication, and the awareness of individual student needs (Schneider & 

Buckley, 2002; Ersoy, 2007; Tuten, 2007; Osbum, Stegman, Suitt, & Ritter, 2004; 

Garrett, 2009; Friedman, Bobrowski, & Geraci, 2006; Raty, 2007). Table 2 below 

illustrates an alignment o f the survey items with subcategories identified in the literature.
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Table 2

Survey Items by Subcategories

Subcategories Clark’s Quality o f  Education Parent Satisfaction Survey Items

Curriculum & 10. What my child is being taught in school (Schneider & B uckley, 2002; Ersoy,
Instruction 2007).

11. How my child is being taught in school (R aty, 2007)

A ssessm ent 12. How my ch ild ’s progress is determined (Tuten, 2007; Raty, 2007)

13. How w ell my ch ild ’s report card show s what he/she can or cannot do (Tuten, 
2007).

14. How w ell state standardized test show what my child can or cannot do 
(Tuten, 2007; Raty, 2007; Osburn, Stegm an, Suitt, & Ritter, 2004)

Communication 15. How w ell my ch ild ’s teacher com m unicates with me (Garrett, 2009).

16. How  w ell my child’s school cooperates w ith m e (R aty, 2007)

18. The amount o f opportunities I am provided to influence my ch ild ’s schooling  
(Raty, 2007).

Student
Awareness

17. How fairly my child is treated at school (R aty, 2007).

19. The personal attention paid to my child as an individual (R aty, 2007).

20. How the school deals with my child’s d ifficulties and needs (R aty, 2007).

21. How culturally diverse my ch ild ’s school is (Parent Educator Suggestion)

Each o f the items was a statement that required participants to provide a letter grade 

rating their satisfaction o f their child's school as extremely satisfied by using a letter 

grade o f A, a letter grade o f B for satisfied, C for neutral, D for dissatisfied, and F as 

extremely dissatisfied. At the conclusion o f the survey, participants were provided an 

opportunity to openly share any additional experiences they may have had with their 

child’s school in addition to voluntarily providing contact information for participation in 

future qualitative data collection.
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After obtaining IRB approval, I reevaluated the effectiveness of my new survey 

instrument by extending my pilot study. The redesigned survey instrument was then 

tested under additional circumstances, the first being social media (Facebook) and the 

second at the same elementary school as the initial survey pilot. During the Facebook 

data collection 100 of my Facebook friends were invited to join a group titled “Parents 

Grade Your Child’s School”. The group page included a narrative o f the research 

purpose, a list o f participation eligibility and guidelines, and step-by-step directions on 

how to take the secured hyperlinked survey. Once participants clicked on the hyperlink 

they were sent directly to the protected survey on SurveyMonkey. However, during the 

second collection of data at the school site, parents did not complete and online version of 

the new survey, but instead voluntarily stopped by the research table set up at a school 

event, signed the informed consent, and completed a pencil and paper version o f the 

survey.

Again, I analyzed the two separate data sets from the revised survey to determine 

if the responses provided would be sufficient in addressing my research questions. To 

assess the reliability o f the instrument and establish that participants provided consistent 

answers across all items, I conducted a Cronbach’s alpha on both the school site survey 

as well as the Facebook survey. Additionally, I reassessed the content validity o f the 

survey by enlisting three parent educators to evaluate the instrument. They each provided 

feedback on ease of readability and the instruments ability to accurately reflect “all the 

possible topics and ideas” expected o f a parent school satisfaction survey (Salkind, 2011). 

Two out of the three parent educators suggested the inclusion of an additional question 

addressing cultural diversity, so 1 added item number 21 to the survey. Based on the



84

results from the parent educators and the Cronbach’s alpha, my newly revised instrument 

proved to generate both content validity and an even higher reliability rating, illustrated 

in Table 3 below.

Table 3

Pilot Study Comparisons

Sample I Sample 2 Sample 3
Population School Site Facebook School Site

Survey Version Online Online Paper

#  o f  Participants 62 81 68

% M ale 35 7 12

% Female 65 93 88

Frequent A ge Bracket 25-34 35-44 25-34

% Majority Race 22 9 44

% Minority Race 78 91 56

% Free/Reduced Lunch Status 79 32 91

% Agreed to Interview 60 60 -

Cronbach a  (m ust be .70) .727 .952 .954

States Represented -- CA, VA, FL, G A , Md„ 
M ich., NC, N J ,N C , OH, 

SC, T ex., TN, Va.

—

Each data collection point revealed informative possibilities about ways in which 

to achieve a more diverse sample. Conclusively, all three tests ran resulted in a saturated 

sample. The population generated from the local school yielded a high number o f young 

adult African American mothers who had graduated from high school. While drawing 

the sample solely from Facebook yielded participants that very much resembled myself,
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middle-aged college educated African American females. In the local school sample 

more than half o f the participants children partook in the subsidized lunch program, and 

less than half o f the Facebook sample received free or reduced lunch.

All tests successfully resulted in a sample o f 60 or more participants. The 

Facebook sample, which began with requesting only 100 individuals to follow the page 

and complete the survey, quickly snowballed to 552 members within days. Despite this 

only 102 participants were documented as attempting the survey with only 81 actually 

completing the full survey. Several individuals who wanted to participate contacted me 

in private messages to explain that they had started the survey, but stopped after realizing 

it was for parents o f elementary students only, noting they wished it was open to middle 

and high school.

My own experiences during the pilot study thus lead me to numerous conclusions 

concerning my methods o f collecting both quantitative and qualitative data. I learned that 

obtaining a sample population that included variance in all three variables of race, 

gender, and class was essential to answering my first two research questions. My pilot 

study confirmed a need for casting a broad net for sampling. It was my belief that a 

combined dataset from both social media and local prospects offered the greatest 

potential in achieving this task. Therefore I expanded the sample for this study to include 

parents o f students in elementary, middle, and high schools on both social media and all 

20 public schools within a local community. Incorporating social media allowed me to 

access a wider variety o f participants. Together both digital and physical data collections 

enabled me to reach a wider range o f individuals while overcoming my constraints of 

time and money.
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Quantitative Data Collection Procedures. Social media data collection for this 

study included the use o f both Facebook and Twitter. Using Facebook as a data 

collection platform, I created a group named, “Parents Grade Your Child’s School’’ 

(located in Appendix F). The group page included a narrative o f the research purpose, a 

list o f participation eligibility and guidelines, and step-by-step directions on how to take 

the secure hyperlinked survey. Additionally, I tweeted the hyperlink for the survey to 

each of my followers using the hash tag #gradeyourkidsschool (located in Appendix G). 

Once participants click on the hyperlink they were sent directly to the protected survey on 

SurveyMonkey, a popular online survey software contracted by the research university.

All information participants provided on the hyperlinked survey remained 

confidential and only visible by approved officials in this research study. To maximize 

the sample size the Facebook page was set as an open platform allowing any possible 

viewer access to take the secured survey and invite others. While individuals had the 

capability to access the Facebook page, they did not have access to anyone’s survey 

responses or personal information.

The hyperlink was also emailed to a list of parents provided by the local school 

district. Fliers describing the purpose of the research were distributed to the three Title 1 

schools with limited parent email contacts. The flier included a QR code allowing 

parents with QR reader to directly access the SurveyMonkey survey in one step. 

Participants without a QR reader were able to find the survey using an appropriate web 

address listed on the flier.

During this study, I was only interested in analyzing the data of guardians meeting 

the pre-established guidelines for participation. It was assumed that several members
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may not meet the sampling criteria. Questions three, six, and seven allowed participants 

to establish their eligibility for completing the survey. Respondents who did not meet the 

requirements for completing the survey were removed for the data prior to the analysis 

stage.

Upon completing the brief survey, it was my hope that qualifying Facebook 

participants would then employ the method of snowball sampling to in turn encourage 

their personal friends to also complete the survey and invite others to do the same. 

Pioneering snowball sampling in conjunction with Facebook, researcher, Brinkman- 

Bhutta (2009) found virtually no literature developing social networking tools like 

Facebook “as a tool o f research” but yielded 4,016 completed surveys from this method. 

In concurrence with other research literature Brinkman-Bhutta concluded that while 

snowball sampling limited a researcher’s ability to positively determine the number of 

individuals receiving and completing the survey, it also in turn provided access to broader 

range subjects related specifically to the research interest (Brickman-Bhutta, C., 2009; 

Biemacki & Waldorf, 1981; Creswell, 2012). Additionally, Twitter served as another 

means of snowball sampling, with the expectation that the hyperlink would be retweeted 

as a modem version of word o f mouth.

There were some disadvantages in using social media to collect data. There was 

very little literature available on the use of social media as a means for collecting data. 

According to Brickman-Bhutta (2009) “Although researchers and journalist devote much 

attention to social networking, I have yet to locate any work that exploits SNS [social 

network sites] as a tool o f  research” (p. 2). There was the possibility of selection bias 

relating to the use o f samples collected from the Internet population. However, concerns
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relating to this issue were significantly reduced when considering the population of 

Facebook users exceeds a membership of over 300 million users worldwide and Twitter 

has 316 million active users per month (Brickman-Bhutta, 2009; Twitter Usage, n.d.). 

While the use of an online survey may have hindered respondents with lack of online 

experience, it can be assumed that most participants had enough technological experience 

to take the survey as evidenced by their maintenance of personal Facebook and Twitter 

accounts. There was also the likelihood that some participants would be dishonest about 

eligibility for completing the survey, demographic information, or satisfaction level 

responses. However, this issue is not uncommon to any type o f research study and is 

traditionally addressed as an acceptable limitation.

While there were definite challenges to collecting data through social media, 1 

believe the advantages for this particular study were more influential. The use o f recent 

technology allowed me to present the survey in a more instantaneous and user-friendly 

format. Options to complete quick quizzes and surveys have grown very popular on 

Facebook in recent years. Currently BuzzFeed is a frontrunner in social media quiz 

design. According to analytics expert Dan Barker, even one o f the company’s most 

revealing surveys, How Privileged Are You?, went “mega-viral” receiving “well over 2 

million views, which means roughly 2 million people have told BuzzFeed whether they 

have been raped, attempted suicide or taken medication for mental health reasons” 

(Schoneld, 2014, para. 3).

Due to companies like BuzzFeed, it is now extremely common for Facebook 

members to see surveys like links on their timelines frequently throughout the day. 

Creating a catchy title and colorful group page for my survey possibly increased the
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chances o f participants responding and sharing. Facebook options allowed for the 

sharing of the survey page directly on possible participant’s timelines. These respondents 

did not have to type in a web address to access the survey, but instead conveniently 

clicked a button leading them straight to the questionnaire for convenient and time 

efficient responding. Twitter users simply had to click on the hyperlink leading them 

directly to the online survey. SurveyMonkey provided an instantaneous storing and 

organizing o f all data collected to a SPSS file, reducing the margin of human error 

relating to manually entering each participant’s responses. Additionally, network sites 

such as Facebook and Twitter made the process o f snowball sampling quicker and more 

cost efficient with like, share, repost, tag, and retweet options (Brickman-Bhutta, 2009). 

Quantitative Data Analysis.

For the purposes of analysis, the ANOVA was employed to identify dissatisfied 

parents as well as examine and describe possible differences o f dissatisfaction among 

guardians of school-aged children based upon the three independent variables. Then a 

linear regression was used to “ identify the potential predictive power o f [the] selected 

variables” (Ivankova, at el, 2006, p. 6). The capability of the ANOVA to compare 

“variance that’s due to differences between individuals within groups and variance due to 

differences between groups” made it an appropriate statistical tool o f measurement for 

this study (Salkind, 2011, p. 223-224).

According to Salkind (2011), to facilitate the use of an ANOVA there must be 

one specific dimension o f study (dissatisfaction), two or more possible grouping factors 

(race, gender, and class), and the examination of differences in mean scores across the 

actual grouping factors. In this study, the sample consisted o f the K-12th grade parents
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who choose to take the survey. Within this sample the ANOVA sought out variances in 

the dissatisfaction levels based upon the demographic characteristics of race, gender, and 

class, which served as grouping factors.

Prior to conducting the statistical analysis, I tested assumptions for homogeneity 

of variance and normality to assure the data collected could be appropriately analyzed by 

the ANOVA. Once assumptions were met the ANOVA was used to analyze the data for 

statistical significance. The ANOVA aided in alerting the possible presence of difference 

among groups, but it could not indicate specifically which pairing of groups produced the 

significance in means (Field, 2013). Therefore, if the ANOVA showed an overall 

difference post hoc test would be conducted to further explore the data.

Additionally, a linear regression test was used to examine closely the possibility 

of race, gender, or economic status as predictors o f guardian dissatisfaction. Linear 

regression is a powerful tool for the examination o f complexity among relationships 

between variables (Salkind, 2011). Prior to using a linear regression several assumptions 

were tested for violations, including non-zero variance, homoscedasticity, linearity, and 

multicollinearity.

Phase II: Qualitative Methods

People may not always express their dissatisfaction in ways that can be 

statistically evaluated. From a critical realist point of view, dissatisfaction exists outside 

of an individual’s perceptions and actions and cannot be solely reduced to the 

manifestation o f measureable occurrences (Bygstad & Munkvold, 2011). For this reason, 

qualitative methods o f data collection and analysis were required to identify generative 

mechanisms that cause dissatisfaction.
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During phase two, qualitative data was obtained through open-ended responses 

provided on the survey as well as the participation of multiple cases in semi-structured 

interviews. In this approach the quantitative data was used to paint a “general picture o f 

the research problem” while qualitative data provided further insight into the creation o f 

that picture (Creswell, 2012, p. 543). This closer look at data from multiple angles 

contributed to the ever-growing body o f knowledge surrounding the causation of the 

phenomenon o f parental dissatisfaction with quality of education provided to students in 

the US.

Interview Protocol. During two data collection o f the pilot study, I discovered 

high percentages of individuals willing to discuss their perceptions o f school one on one 

(60% at the school and 41 % online). Therefore, in addition to the survey instrument, I 

also established a qualitative interview protocol for conducting semi-structured 

interviews. During the initial data collection of the pilot study, I selected a few 

participants to engage in pilot of my qualitative interview process. I began the interview 

by providing a description of the project. I informed participants that the research study 

was designed to understand how satisfied they are with the educational quality o f their 

child’s public education. I explained that the information collected during the 45-minute 

interview would be used to better understand what influences their satisfaction or 

dissatisfaction with the quality o f education in their child’s school as well as with the 

quality of education across our nation.

In addition, I discussed the empowerment parents could receive by completing 

this interview, which allowed them the opportunity to discuss what they desired most for 

their child’s education. I explained the interview would offer insight to schools by
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shedding light on what satisfies and/or dissatisfies parents/guardians. I assured 

participants that they would be assigned a study number for identification purposes and 

pseudo names would be used to protect their identity in the case o f publication. Finally,

I asked four open-ended questions, before encouraging participants to share any 

additional information they wished on the topic. During the interview the four questions 

included:

1. Overall, are you satisfied or dissatisfied with what and how your child is being 

taught in school? What do you base your level of satisfaction on?

2. Overall, are you satisfied or dissatisfied with what and how children in the United 

States are being taught in school? Why or why not?

3. Do you feel like media (television, radio, newspaper, etc.) has played any role in 

how you view the quality of education in your oldest elementary child’s school? 

What about all schools in general? If so, please explain?

4. What do you desire most for your child’s education? What are the most important 

things schools should teach?

Unsure o f my exact method of sampling, during the pilot I chose the interview a 

heterogeneous mix o f participants ranging in satisfaction levels, race, class, and gender. 

Ultimately, 1 arranged to interview an African American couple o f grandparents with a 

and high satisfaction, a middle class Caucasian couple with average satisfaction, and a 

highly dissatisfied single African American mother of median SES.

The first interview I completed was with the Caucasian couple in the comfort o f 

their home. They were both very open to discussion and had a great deal o f insight to 

offer. However, in the middle o f the interview a news reporter showed up to conduct a
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“Where Are They Now” story on the family because they had recently moved into a 

Habitat for Humanity home. While both the reporter and family insisted I finish the 

interview, the reporter chimed in repeatedly sharing his opinions. Additionally, the 

phone rang frequently interrupting the flow o f the interview as well as the movement o f 

their two children and their pet in and out o f the interview space. The arrangement was 

very chaotic and did not prove to be conducive for collecting sufficient data.

The grandparents were also scheduled to interview in the comfort of their own 

home. Unfortunately, they were not available on the day they arranged the interview and 

1 was unable to contact them again to schedule a new one. The single mother’s interview 

was conducted in my office at my school. It was quiet and uninterrupted and she shared a 

great deal of information concerning her dissatisfaction with the school. She was very 

open and willing to talk about what made her unhappy. However, at times it was difficult 

for me to remain the researcher as she revealed information about my school and teachers 

that I had the power to fix right then and there, but to protect her confidentiality I could 

not.

I gleaned a great deal from the pilot interviews, which lead to interview protocol 

revisions. I kept all the front matter explaining the study purposes and protection of 

identity, but made several other major improvements. Logistically, I implemented the 

option of a phone interview to limit the possibility o f interruptions, as well as the 

inclusion of a reminder text prior to the interview to reduce the chance of cancelation. 

Methodologically, I determined that to develop a deeper understanding of dissatisfaction 

the qualitative sample must be drawn from parents who are highly dissatisfied, hence the 

establishment o f criterion sampling for this study. I also made the decision not to
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conduct any qualitative interviews with dissatisfied parents whose students attended my 

place of employment to avoid any compromising positions.

While my initial interview questions were open ended and allowed for 

participants to share varied perceptions, after completing the pilot 1 felt some of my 

interview questions were not well designed. My initial questions focused on both levels 

of satisfaction and dissatisfaction, however with the plan for criterion sampling finally 

established, I decided that questions focused on satisfaction were no longer warranted. I 

concluded that my pilot interview questions numbers one, two, and four were nothing 

more than a “mechanical translation of the research questions” lacking both “creativity 

and insight” that encouraged participants to expand on their lived experience of the 

phenomenon (Maxwell as cited by Glesne, 2011, p. 104). Additionally, 1 found question 

three was leading and ill fit to the research questions o f the study.

Therefore, 1 revised the semi-structured interview questions from the stance of 

presupposition and directly aligned each with my research questions, as evidenced in 

Table 4 below.
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Table 4

Aligned Interview and Research Questions

Interview Questions Aligned Qualitative Research 
Question

1. What is your child 's school missing? Think about this question as you 
finish the following statement. I wish my child’s school...

2. What do you want your child's school to do? Think about this question 
as you finish the following statement. I want my child’s school to ...

RQ4: What qualities do 
dissatisfied parents expect their 
child’s grade school to possess?

3. What do you believe the responsibility of the school is? What are they 
suppose to do? Think about this question as you finish the following 
statement. I expect my child’s school to ...

4. What is your perception of your child’s school? How do you view it? 
Think about these questions as you finish the following statement. I 
think my child’s school is ...

5.

6.

What influences you to make the decision that your child school is ...?

What makes you most dissatisfied with your child’s school? Think 
about this question as you finish the following statement. The things 
that make me unhappy with my child’s school are ....

RQ5: What generative 
mechanisms influence dissatisfied 
parents' perceptions and decision
making processes regarding their 

displeasure with their child’s 
grade school?

7. Why does... make you unhappy?

8. Which of these things makes you the unhappiest?

9. What do you think about schools across the United States of America. 
Think about this question as you finish the following statement. 
Schools in the United States are...

10. What influences you to form your opinions about schools in the US? RQ3: What are dissatisfied 
parents' perceptions o f other

11. What do you think about schools in other countries around the world. 
Think about this question as you finish the following statement. 
Schools in other countries are...

grade schools?

12. What influences you to form your opinions about schools in other 
countries?

Presupposing participants’ existing dissatisfaction, I created questions that did not lead 

the respondent to answer a particular way, but clearly established a precedence that the 

respondent did indeed have something to say about the lived experience (Glense, 2011). 

I employed my own method o f interviewing by posing a question to prompt thinking 

followed by an open-ended statement for participants to complete. This strategy
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provided participants a clear focus for arriving at responses quickly, while allowing me to 

respect their time by staying within the bounds of the pre-established limit o f 45 minutes.

Qualitative Data Collection Procedures. In this abstract phase o f the research, I 

aimed to develop a theoretical description o f mechanisms that produced the phenomenon 

of parental dissatisfaction and explained the observable events evidenced in the online 

survey results (Bygstad & Munkvold, 2011). Therefore in this intensive study, 1 selected 

“a limited number of cases” to systematically analyze the interrelationship among 

structures, mechanisms, and observed events o f dissatisfaction (Bygstad & Munkvold,

2011). Through the use o f criterion sampling, each case selected to participate in 

qualitative data collection met two specific criteria: each individual agreed to participate 

in a follow up interview; and each individual responded to 50% or more of the items on 

the survey with a grade o f D (dissatisfied) or F (highly dissatisfied). A day prior to the 

scheduled interview, participants received a text message reminding them of the date and 

time frame allotted to complete the interview.

Interviews were conducted over the phone for the convenience of participants. 

During scheduling local individuals were offered the option to complete a face-to-face 

interview, but all preferred to participate by phone. On the day o f the interview, I called 

each participant using a smartphone application called TapeACall. This application 

allows users to record incoming and outgoing phone calls. The calls are readily available 

to save and share via email.

At the start o f the interview, participants received a brief description on the 

purpose o f the study. They were then informed their identity would remain anonymous 

and that the conversation was being recorded. Next they were asked a series o f questions



97

followed by statement starters that prompted open-ended conversation. At the conclusion 

of each interview session, I emailed myself the recording in the format of a downloadable 

file.

Qualitative Data Analysis. As indicated by Budd (2012) a phenomenology is an 

analysis of a human experience from varied perceptions. For the purpose of this study 

the phenomenon of guardian dissatisfaction was the focus o f data analysis. The close 

examination o f this data produced possible generative mechanisms for the dissatisfaction 

o f parents with the educational quality o f US schools, using critical realists principles o f 

TMSA.

Few studies have engaged in the use of critical realism as a methodological 

model and to date there is “no shared body o f knowledge” on the best means for 

identifying mechanisms, however, critical realist believe “there are some key 

contributions that together may provide the basis for consistent methodology” (Bygstad 

& Munkvold, 2011, p. 4-5). In his work A Realist Theory o f  Science, first published in 

1978, Bhaskar (2008) laid the early foundation for generative mechanism identification 

using a four-stage model to examine open systemic events, which he called RRRE or 

resolution, redescription, retrodict, and eliminate. In the publication Critical Realism: An 

Introduction to Roy Bhaskar’s Philosophy, Collier (1994) comprehensively described 

each stage:

Resolution: the process is analyzed into its various causal components; 

redescription: granted that we have a background of theory about the various 

mechanisms operative in this open system, we can redescribe the causal 

components in terms of this theory. We will then be in the position to retrodict
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the cause of these components. However, since we are in an open system, there 

may be any number o f possible causes that could have codetermined these events. 

We need to eliminate such of these as we can, by means of independent evidence 

about the antecedent events (p. 122).

In his latter publication Scientific Realism and Human Emancipation, first 

published in 1986, Bhaskar (2009) argued that his initial model of RRRE was the 

methodology o f the pure scientist and introduced a revised model for applied science. In 

the new model, DREI, Bhaskar (2009) specified stages o f “description o f law-like 

behavior; retroduction, exploiting analogies with already known phenomena, to possible 

explanation of the behavior; elaboration and elimination o f alternative explanation; 

issuing (ideally) in the empirically-controlled identification or causal mechanism(s) at 

work” (p. 68). While RRRE and DREI shared several commonalities, major differences 

in the two models resided in retrodictive notions o f predicting antecedents that caused the 

event verses retroductive notions o f searching underlying mechanisms that further 

explain the event (Minger, 2014).

Several researchers have employed components from both o f Bhaskar’s models to 

develop a methodological approach to identifying generative mechanisms. Sayer (2000), 

Bygstad & Munkvold (2011), Crinson (2001), and DiRusso and Feast (2013) have all 

presented means for a critical realist methodology grounded in the works o f Bhaskar. To 

establish a methodological approach for the qualitative analysis of this study, I designed a 

six-stage procedure composed o f an exhaustive synthesis o f methods presented by these 

researchers in their recent studies o f employing critical realism.
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The six stages used for analyzing the data included transcription, indexing, 

inductive reasoning, deductive reasoning, abductive reasoning, and elimination and 

identification. Each stage consisted of a series of procedures that provided mixed 

methods of analyzing the data using one stage to confirm or disprove another.

Stage 1: Transcription. Using Hyper:TRANSCRIBE digital research software, I 

composed a description o f events by transcribing all data provided during the interview 

process (Crinson, 2001). These events were defined as “clusters o f observations” made 

by participants who experienced the phenomena (Bygstad & Munkvold, 2011, p. 5). 

Maxwell (2013) encouraged researchers to use the process o f transcription as a 

opportunity to begin early analysis by “developing] tentative ideas about categories and 

relationships” emerging (p. 105). Therefore, midway through the transcription process I 

started creating an ongoing list of open codes for dominant emergent themes that possibly 

aligned to the stratified domains o f TMSA.

Stage 2: Indexing. Using Hyper:RESEARCH, a software companion of Hyper: 

TRANSCRIBE, transcripts from each interview were examined separately for non

exclusive indexing to identify key components of each case (Bygstad & Munkvold, 2011; 

Crinson, 2001; DiRusso & Feast, 2013). Bygstad & Munkvold (2011) defined key 

components as “the real objects of the case, for example persons, organizations, and 

systems” (p. 5). Non-exclusive indexing consisted o f assigning a brief statement 

summarizing the essence o f the text to every observation stated by each participant 

during the interview. To prevent the premature formulation of conclusions during the 

initial stages o f analysis, no data was left unindexed, including all contradictions 

(Crinson, 2001). Upon the completion of all indexing, the transcribed data was then
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regrouped by indexes, grouping all observed events noted by participants under the 

appropriate index.

Stage 3: Inductive Reasoning (Description). During a process known as causal 

analysis or “the resolution of events into its components”, I used affinity diagramming to 

group together indexed data with similar “context and meaning” as a means for 

identifying “ law-like behavior” (Bhaskar, 2008, p. 125; Bhaskar, 1984, p. 68; DiRusso & 

Feast, 2013; Collier, 1994). These groupings were facilitated by the list of emergent 

codes created during stage 1 of transcription, in addition to any newly identified themes. 

These new groups were formed based upon abstracted “conceptual themes induced [from 

my] interpretative understanding” of participants’ “different theoretical perspectives and 

explanations” of the experienced phenomenon (Crinson, 2001, p. 10; Bygstad & 

Munkvold, 2011, p. 6; DiRusso & Feast, 2013).

Stage 4: Deductive Reasoning (Redescription). Theoretical redescription was 

then employed “so that the theories o f the various kinds o f mechanisms at work in the 

generation o f the event [could] be brought to bear on the event’s explanation” (Bhaskar, 

2008, p. 125). After rereading the newly organized transcripts, I used the themes induced 

during my causal analysis to transition from “the abstract to the concrete” and deduce a 

list of potential theories relevant to the study (Bystad & Munkvold, 2011; Crinson, 2001, 

p. 11). I then returned to the literature to “compare and integrate” related theories that 

may possibly provide structural context to participants’ observations, increase the 

theoretical sensitivity of the study, and offer a more in depth understanding o f the 

phenomenon (Bystad & Munkvold, 2011, p. 6; Crinson, 2001).
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Stage 5: Abductive Reasoning (Retroduction). The conditions required to produce 

the phenomena were inferred by postulating possible generative mechanisms that were 

necessary for producing parental dissatisfaction through a process o f retroduction 

(Crinson, 2001; Sayer, 2000; Collier, 1994; Bhaskar, 1986; Bhaskar, 2005). I examined 

presented social relationships in the data to clearly distinguish between contingencies of 

“what can be the case” verses necessities o f “what must be the case” for producing the 

social phenomena (Sayer, 2000, p. 16; Crinson, 2001). To avoid misattribution of 

causality, Sayer (2001) suggested I posed the follow question: Can parental 

dissatisfaction exist without [insert causal mechanisms]?

This realist question facilitated the close examination o f interplay between key 

components identified during the indexing stage (Bygsatd & Munkvold, 2011). These 

components were scrutinized for the presence of micro-macro mechanisms that describe 

“how different components interact to produce an outcome at the macro level” as well as 

macro-micro mechanisms “which explain how the whole enables and constrains the 

various parts” (Bygstad & Munkvold, 2011, p. 7).

Stage 6: Elimination and Identification. To eliminate alternative mechanisms, 1 

used the Context-Mechanism-Outcome model examining the impact o f context on the 

generative mechanisms outcome (Bygstad & Munkvold, 2011; Collier, 1994; Bhaskar,

1986). The outcome of the mechanisms was then scrutinized through a process of 

forward and backward chaining to further understand the intentions and results o f the 

proposed mechanisms (Bygstad & Munkvold, 2011). Relating the proposed mechanisms 

to all empirical evidence, I finally identified the generative mechanisms with “strongest
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explanatory power” in understanding the phenomenon o f parental dissatisfaction 

(Bygstad & Munkvold, 2011, p. 7; Collier, 1994; Bhaskar, 2005).

Stages 1-4 were followed to conduct an analysis o f research questions three and 

four, however to address the final research question five these four stages unaided did not 

suffice. Alone each reasoning stage o f this process provides limited explanatory power 

o f the generative mechanisms of the phenomenon. To simply induce is to only examine 

the actual domain, while solely deducing would result in a lack of specificity (Crinson, 

2001). Retroduction is needed to bring about a complete synthesis of the conditions 

required to generate the phenomenon, however, it should not be assumed that the 

combination of stage three and four will lead to immediate retroduction of a concept 

(Crinson, 2001). Quite the contrary, it is the “representations, beliefs, practices, and 

shared meanings” o f a social group “which constitute discourse” that allows for 

“inductive theorising” to take place, while “deductive theorising” brings attention to the 

ways “in which social structural features are reproduced in the discourse o f such social 

agents,” and the examination of these interrelationships that leads a critical realist to 

retroduce the generative mechanisms of the lived phenomenon (Crinson, 2001, p. 11).

Summary

The aim of this sequential explanatory mixed methods research (MMR) was to 

evaluate and examine the phenomenon of parent dissatisfaction levels with the 

educational quality o f schools grades K -12th. Using an expansive sample size 

quantitative data was collected from a local school district as well as social media.

Survey results were statistically analyzed and follow up interviews were conduct with a 

select group o f individuals meeting the specific criteria. Qualitative data was then
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collected and analysis following a series of steps grounded in critical realism. The results 

o f this analysis in relation to the research questions are fully described in the chapter to 

follow.



CHAPTER 4 

RESULTS 

Overview

This sequential explanatory research study was designed to examine the 

phenomenon o f parental dissatisfaction with schools in the US. Employing mixed 

methods o f quantitative and qualitative data collection and analysis the study describes 

demographic characteristics with the potential predicting power o f dissatisfaction as well 

as examines the emergent o f generative mechanisms that lead to observable and 

unobservable occurrences o f the phenomenon.

This chapter reveals the results of this complex study and facilitates a discussion 

around the findings. The information presented begins with a result summary of 

quantitative data collection processes as well as an analysis o f data in relationship the 

correlating research questions. The chapter then addresses the results of the qualitative 

collection and analysis process in connection the research questions. Ultimately the 

analyses o f both sets of data are merged into a comprehensive discussion concerning the 

information gathered as it relates to current literature reviewed in chapter 2.

Quantitative Results

Research Design

Information collected from Facebook, Twitter, and all local schools was

combined into a singular set o f data. Prior to analysis the data was transformed to

establish the dependent and independent variables. First the variable o f race was

104
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recoded. On the survey respondents were asked to select their race from a list o f six 

possible categories, including Caucasian, Black or African-American, Hispanic or Latino, 

Asian/Pacific Islander, or not listed with the option to specify. To reduce the number o f 

groups for the variable o f race the data was recoded into only two categories. All 

participants who specified Caucasian were renamed as the majority race, while all other 

categories were collapsed into a single group and rename the minority race, 

dichotomizing the variable of race. Additionally, the 10 categories for the variable of 

educational status were condensed into only three groups and renamed high school or 

less, some type o f college studies or degree, and advanced graduate degree. Next, the 

newly established educational status groups were combined with the category of 

students’ subsidized lunch status to create a new variable for measuring socioeconomic 

status, with three groups o f low, middle, and maximum SES. Finally, by combining the 

satisfaction ratings o f survey items 10 through 21,1 created a composite overall 

dissatisfaction variable. The completion o f all recoding resulted in one dependent 

variable (overall dissatisfaction) and three independent variables (race, gender, SES). 

Procedures

The survey was distributed a week prior to the occurrence o f a huge event in the 

community, a hometown rival game between the only two high schools with football 

teams. As an incentive for completing the survey the superintendent o f the district agreed 

to provide one family from each of the 20 schools two free tickets to the game. The 

superintendent also provided me access to an Excel spreadsheet listing 10,783 possible 

active email addresses for 7,680 parents, with several parents possessing more than one 

email address. Using a Microsoft email address, I sent several email blasts using



106

recipient lists o f approximately 500 at a time. This email (located in Appendix A) invited 

parents to complete the survey for a chance to win football tickets.

Email blasts are defined as the sending of an email to a massive volume of 

random recipients. Several companies, including Microsoft, have set up parameters 

within the software that prevent an individual from sending the same email to large 

volumes of email addresses consecutively over a short period o f time. This type of 

activity is recognized by the computer system as spamming and will immediately 

blacklist that individual from sending any more emails after a certain point. Unaware of 

these email restrictions, I was blacklisted by Microsoft after sending 7,789 emails from 

my list o f over 10,000. This blacklisting prohibited me from using my email address for 

a time period extending pass the window for administering the survey, therefore I was 

unable to finish the remaining emails on the list provided.

The Excel spreadsheet supplied by the district included parents email addresses as 

well as the schools their children attended. From this list I was able to conclude that the 

three Title I elementary schools had a limited number o f parent email addresses listed.

To access this portion o f the population I created fliers (located in Appendix B) that 

allowed parents to access the survey by following a Quick Response (QR) code. I 

distributed a total o f 1,600 brightly colored fliers to the three schools and the principals 

agreed to instruct teachers to send the fliers home to parents in students’ communication 

folders.

Over the course o f two days emails were sent inviting parents to complete the 

online survey. All recipients did not receive their email, as evidenced by the return of
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350 mailer daemons, indicating an incorrect email address. Additionally, 1,600 fliers 

were distributed to schools with limited email access. As a result, 368 participants 

consented to completing the survey, but 61 of those individuals did not go any further 

than the consent screen. The consent screen information is located in Appendix H.

Thirty minutes into the activation o f the online survey one participant contacted me via 

email to express concern relating to a glitch in the survey that prevented participants from 

answering all the questions. This issue was corrected immediately and only prevented 15 

participants from fully completing the survey.

Participants

Facebook request for 550 friends to complete the survey snowballed into 938 

invites. Eighty-one survey participants indicated they were informed o f the survey as a 

result o f Facebook. One hundred Twitter users were invited to complete the survey. The 

hyperlinked invitation was retweeted 12 times on Twitter. Ten of the survey participants 

in the data collected indicated they were informed of the survey on Twitter.

Ultimately 398 participants completed the survey, 307 district respondents, 81 

Facebook respondents, 10 Twitter respondents, and one unidentified social media 

respondent. While all 92 social media participants answered every question on the 

survey, some district participants chose to skip some of the survey questions. Therefore 

343 individuals completed the entire survey 281 were females and 62 males.

Descriptive Statistics

Table 5 details the mean scores for participants’ responses based upon the 

independent variables o f race, SES, and gender.
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Table 5

Descriptive Statistics

Race SES Gender Mean Std. D eviation N

M inimal
Fem ale 25.56 9.00 59
M ale 18.78 6.73 9
Total 24.66 9.00 68

Median
Fem ale 23.78 7.86 68

Majority M ale 27.40 9 .86 20
Total 24.60 8.42 88
Female 25.30 9.63 43

M aximum Male 21 .67 7.34 6
Total 24.86 9 .39 49

M inimal Female 23.00 7.29 38
M ale 22.27 10.07 11
Total 22 .84 7.88 49

Median Female 25.06 7.32 52
Minority M ale 23.46 7.75 13

Total 24.74 7.37 65
M axim um Fem ale 27.19 7.55 21

M ale 24.67 5.77 3
Total 26.88 7.30 24

M inimal Fem ale 24.56 8.43 97
M ale 20 .70 8.69 20

Total Total 23.90 8.56 117
Median Female 24.33 7.62 120

Male 25.85 9.17 33
Total 24.66 7.97 153

M axim um Fem ale 25.92 8.99 64
M ale 22 .67 6.65 9
Total 25.52 8.76 73

Male survey participants with a median SES had the highest reported average of 

dissatisfaction o f the majority race. However, female participants with a maximum SES 

had the highest reported average of dissatisfaction for the minority race. When not taking 

into account the variable o f race the most dissatisfied parents from the survey sample 

were females with a maximum SES.

Testing for Assumptions

ANOVA Assumption Criteria. Prior to using an ANOVA, several assumptions 

were tested to detect possible violations. Homogeneity of variances was shown based on
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the result o f the Levene's test p  value of greater than .05. Knowledge o f the data 

collection process was used to demonstrate that data were independent. Additionally, the 

dependent variable’s distribution across each combination of groups o f the independent 

variables was assessed using both numerical and graphical methods. If at least one of the 

two criteria were met normality could be shown. The criteria for assessment were Normal 

Q-Q Plots that appeared visually normal, and a p  value greater than .05 on a 

Kolmogorov-Smimov test. Once assumptions were met, the ANOVA was used to 

analyze the data for statistical significance.

Linear Regression Assumption Criteria. Prior to using a linear regression, several 

assumptions were tested to detect possible violations. Based on what was known about 

the collection of the data in addition to close evaluation o f the actual data set variable 

types (all continuous), non-zero variance, independence of values on the outcome 

variable, and uncorrelated predictors and external variables were considered met. The 

presence o f influential data points was verified based on an inspection o f all cases that 

presented a standardized residual greater than three. To address cases with a standardized 

value greater than three and Cook’s values above 1, an analysis including and omitting 

the influential data points was conducted. A Durbin-Watson test was completed to 

determine if there were independent errors. No autocorrelation was assumed if the test 

value was between 1 and 3. The criteria forjudging homoscedasticity, normally 

distributed errors and linearity were based on visual analysis of: (a) a scatterplot showing 

the relationship between the predictor and outcome, to examine linearity, (b) a 

Zpred*Zresid plot to examine the presence of random scattering o f data points, and (c) a 

histogram of the residual errors to examine for normality of the distribution. The absence
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o f multicollinearity was evaluated by examining a correlation matrix o f variable for the 

presence o f any correlation between predictor variables higher than .90. For further 

support collinearity statistics were based on the following criteria established by Fields 

(2013): (i) no Variance Inflation Factor (VIF) greater than 10, (ii) the average VIF was 

not substantially greater than 1 indicated a biased regression, (iii) tolerance was above 

0.10. Once assumptions were met, a linear regression was used to analyze the data for 

prediction capacity.

Statistical Results for Research Question

Research Question 1. This study relies on the results of an ANOVA, in response 

to addressing research question one: Is there a significant difference in the level of parent 

dissatisfaction with the quality o f education in their oldest child’s grade school based 

upon the parents’ race, economic status, or gender?

A thorough analysis o f data indicated that assumptions have been met for the 

completion o f the ANOVA. Based on what is known about the data collection it is 

assumed to be independent and calculated on at least an interval scale. Participant’s 

scores are not dependent upon one another. The Levene’s test establishes homogeneity 

o f variances with a p  value o f greater than .05, / ’(l 1, 331) = 1.00, pf= .442.

Additionally, the results of the Shapiro-Wilk test imply normality for 10 o f the 12 

independent variable combination groups: female majority race with minimal SES, £>(59) 

= 0.96, p=  .080; female minority with minimal SES, D(38)=0.95,/?=.l 16; female 

minority with median SES, D(52) = 0.98, p  = .478; female minority with maximum SES, 

£>(21 )= 0.96,p=.605; male majority with minimal SES, D(9)= Q.85,/^.079; male 

majority with median SES, £>(20)= 0.95,/?=.348; male majority with maximum SES,



D(6)= 0.93,/?=.583; male minority with minimal SES, D(l 1)=0 .87,/?=.074; and male 

minority median SES, D(13)=0.94, p=.476. According to the Shaprio-Wilk test, groups 

that violate normality are: female majority with median SES, Z)(68) = 0.96,/?= .019; 

female majority with maximum SES, Z)(43)=0.92,/?=.005; and male minority with 

maximum SES, £>(3)=0.750,/?=000 as indicated in Table 6. Therefore, the assumption 

of normality for the female majority with some type o f college studies or degree, the 

female majority with an advance graduate degree, and the male minority with an advance 

graduate degree is met through visual assessment of the Normal Q-Q Plots in Figures 4.1- 

4.3. Since ANOVA is robust to violations o f normality, based upon this fact and the 

conclusion o f the assumptions it is an appropriate statistical tool for analyzing the data.

Table 6

Results o f  the Shapiro- Wilk Test fo r  Each Group

Group
Statistic

Shapiro-W ilk
d f P

Fem ale Majority M inimal SES 0.96 59 .080

Fem ale Majority M edian SES 0.96 68 .019

Fem ale Majority M axim um  SES 0.92 43 .005

Fem ale Minority M inim al SES 0.95 38 .116

Overall Fem ale Minority M edian SES  
D issatisfaction

0.98 52 .478

Fem ale Minority M axim um  SES 0.96 21 .605

M ale Majority M inimal SES 0.85 9 .079

M ale Majority Median SES 0.95 20 .348

M ale Majority M axim um SES 0.93 6 .583

M ale Minority M inimal SES 0.87 11 .074

M ale Minority Median SES 0.94 13 .476

M ale Minority M inimal SES 0.75 3 .000
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Figure 4.1. Normal Q-Q Plot for Female Majority Median SES 
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Figure 4.2. Normal Q-Q Plot for Female Majority Maximum SES
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Normal Q-Q Plot of Overall Dissatisfaction
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Figure 4.3. Normal Q-Q Plot for Male Minority Maximum SES

The ANOVA results indicate there is no statistically significant three-way 

interaction between race, gender, and SES, F (2,33 l)=2.30,p=. 101. Additionally, there 

is no statistically significant two-way interaction between race and SES, F{2, 331), 

p=.529; race and gender, F (l, 331 ),p=  .812; or SES and gender, F(2, 331 ),/?=. 162. The 

results are reported in Table 7.
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Table 7

Tests o f  Between-Subject Effects

Source d f SS MS F P
Race 1 10.24 10.24 0.15 .700
SES 2 265.21 132.61 1.92 .148
Gender 1 138.77 138.77 2.01 .157
R ace*SES 2 87.98 43 .99 0.64 .529

Race*Gender 1 3.89 3.89 0.06 .812

SES*Gender 2 252.86 126.429 1.83 .162

R ace*SES*G ender 2 317.99 158.99 2.30 .101

Error 331 22841.13 69.01

Total 343 231086 .00

Corrected Total 342 23801 .382
R Squared = .040 (Adjusted R Squared = .008)

In response to the first research question it is conclusive that there is no 

significant difference in the level of parent dissatisfaction with the quality of education in 

their oldest child’s grade school based upon the parents’ race, economic status, or gender. 

According to the results o f the ANOVA these variables do not offer any statistical 

explanation as to why parents are unhappy.

Research Question 2. This study relies on the results o f a linear regression, in 

response to addressing the second research question: Does the race, economic status, or 

gender of parents predict their dissatisfaction with the quality of education in their oldest 

child’s grade school? A thorough analysis o f data indicated that assumptions have been 

met for the completion o f a linear regression.

Based on what was known about the collection o f the data in addition to close 

evaluation of the actual data set variable types (all continuous), non-zero variance,
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independence o f values on the outcome variable, and uncorrelated predictors and external 

variables are considered met assumptions. It is safe to assume there are no cases of 

standardized residuals because SPSS failed to identify and did not produce a table, which 

indicated otherwise. According to Table 8 the value of R2 was .01, indicating that the 

model provides no additionally information and is as useful as guessing the mean for 

each case. This table confirms that auto-correlation can be assumed because the Durbin- 

Watson statistic (1.87) fell between 1.00 and 3.00.

Table 8

Model Summary

R R Squared Adjusted R Std. Error o f Durbin-W atson
Square the Estimate

0.12 0.01 0.01 8.32 1.87

A visual analysis of Figure 4.4 indicates a random spread of data points. This 

scatterplot illustrates an approximate normal distribution o f errors, linearity, and 

homoscedasicity. Visual analysis o f the histogram in Figure 4.5 indicates an approximate 

normal distribution. However, linear regression analysis is robust against irregularities o f 

normality, therefore the assumption o f normally distributed errors is deemed true.
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Scatterplot 
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Table 9 displays the correlation among the variables. This matrix shows the 

correlation among each combination o f predictor variables to be less than .90, indicating 

no strong correlation exists. The VIF for gender (1.00), race (1.01), and SES (1.01) are 

all less than 10 and not substantially greater than 1.00. The tolerance for gender (1.00), 

race (0.99), and SES (0.99) does not fall below 0.20. Therefore the assumption of 

absence o f multicollinearity is met.

Table 9

Correlation Matrix o f  Race, SES, Gender, and Dissatisfaction

Overall
D issatisfaction

SES Gender Race

Pearson
Overall
Dissatisfaction 1.00 0.11 -0.05 -0.02

Correlation SES 0.11 1.00 0.02 -0.11
Gender -0.05 0.02 1.00 0.03
Race -0 .02 -0.11 0.03 1.00

Table 10 uses the sum o f squares to indicate whether the overall model predicts 

the outcome variable to a significant degree. Race, SES, and gender do not statistically 

predict parental dissatisfaction, F{3, 339)=68.23,/j=.190. Table 11 examines the 

statistical significances o f each independent variable and list regression coefficients and 

standard errors for this model.

Table 10

ANOVA Table

Source d f SS MS F P
Regression 3 331.73 110.58 1.60 .190
Residual 339 23469.65 69.23
Total 342 23801.38



118

Table 11

Summary o f  Multiple Regression Analysis

Variable B SEh B P
Intercept 22.66 2.59 .000
SES 0.43 0.21 -0.51 .048
Gender -1 .10 1.17 -0 .00 .349
Race -0.02 0.92 0.11 .982

The linear regression ran to predict parental dissatisfaction based on race, gender, 

and SES meets all assumptions. In response to the second research question it is 

conclusive that race, gender, and SES are not statistically significant predictors of 

parental dissatisfaction with the quality of education in their oldest child’s grade school. 

However, according to the results of the linear regression the variable o f SES does offer 

some statistical explanation as to the unhappiness o f parents.

Qualitative Results

Research Design

Through the lens of TMSA, I began this phase of the study following the first four 

stages o f data analysis (transcription, indexing, induction, deduction) to address the 

following qualitative research questions:

3) What are dissatisfied parents’ perceptions of other grade schools?

4) What qualities do dissatisfied parents expect their child(ren)’s grade school(s) to 

possess?

These early stages o f data analysis in addition to the findings o f the questions above were 

then used to continue the remaining stages o f the analysis process (abduction, elimination
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and identification) to identify possible generative mechanisms addressed in the final 

research question:

5) What generative mechanisms influence dissatisfied parents’ perceptions and 

decision-making processes regarding their displeasure with their child(ren)'s 

grade school(s)?

Procedures

Data was collected and analyzed from participants who completed the survey and 

indicated interest in a follow up interview. Fifty three percent o f the sample completing 

the online survey indicated interest in participating in a follow up interview. From these 

213 individuals, 15 expressed dissatisfaction levels of 50 percent or higher and 10 of 

these individuals completed a semi-structured phone interview.

Fifteen cases met the sampling criteria. Thirteen were contacted using the phone 

numbers provided on the online survey to schedule a 45-minute phone interview. Two of 

the participants met the criteria with a dissatisfaction rating of 100%, but were not 

contacted due to their child’s enrollment at the school in which I work. One participant 

hung up the phone after I introduced myself. I attempted to call back, but he did not 

answer. Two participants were not reachable so I left voicemails in addition to sending 

an email describing the interview process and requesting information on the best time to 

call for scheduling. I was able to schedule ten interviews by phone and two responded to 

the email.

I failed to send a reminder email to the first participant scheduled for an 

interview, and she did not answer my phone call. I left a message and sent a follow-up 

email, but she did not respond. After receiving a reminder another participant declined
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the interview via text, due to a scheduling conflict. Third attempts were made to 

reschedule the interview, but the participant chose not to respond. Ultimately, I 

interviewed 10 individuals.

Participants

The demographic make up of the interview cases unintentionally resembled the 

demographic make up o f the survey sample in both gender and race. Table 12 provides a 

description.

Table 12

Matrix Comparison o f  Survey and Interview Demographics

Variable Survey Participants Interviewed Cases
Female 82% 80%

Gender M ale 18% 20%

Majority 62% 60%
Race Minority 38% 40%

Min 34% 0%
SES Med 44% 60%

M ax 22% 40%

Table 13 is a detailed matrix of the characteristics of the individual cases that 

participated in the interviews. When considering the three independent variables, this 

50% of parents with a median SES and 50% of the parents with a maximum SES. Eighty 

percent of the same was female while 20% were male and 60% of were the majority race 

while 40% were the minority. To protect the identity o f the participants pseudo names 

have been used. Two o f the cases that emerged were my former college classmates 

(Monica and Brittany), which I had not spoken with directly in over fifteen years.
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Table 13

Matrix o f  Interview Cases

A ge G ender R ace SES E ducation
O ccupatio

n

G rade
o f

C h ild

%
D issa tisfied

Location
Survey
Source

Susan 55-64 F Maj M ed A ssoc U nknow n 75% SC D istric t

K aren 45-54 F Maj M ed Bach U nknow n i r h 50% SC D istric t

C rystal 34-44 F M aj M ed A ssoc U nknow n 2nd 42% SC D istric t

P atricia 34-44 F M aj M ax M asters  + T eacher 8,h 58% CA T w itter

M artha 3 4-44 F M aj M ax M asters T eacher 4 '" 92% SC D istric t

M onica 34-44 F M in M ax M asters T eacher gih 58% SC Facebook

Brittany 34-44 F M in M ed Bach Social
W ork

3 rd 0% SC F acebook

Shonte 34-44 F M in M ax M asters H ealthcare I '1 75% CA T w itter

D aniel 45-54 M Maj M ed Bach M anufactu
ring

ylh 50% SC D istrict

E than 25-34 M M in M ax Bach T eacher 2nd 50% TX Facebook

Susan was a widowed grandmother raising a granddaughter in eighth grade and a 

grandson in ninth, who both attend public schools. Karen is married and the mother of a 

gifted and talented son with ADD in his sophomore year at a university, a middle school 

daughter, and eleventh grade daughter also diagnosed with ADD and ADHD. All of 

Karen children attended public school. Crystal is married and the mother o f a 20-year- 

old, preschooler, and second grade daughter who recently left private school to attend a 

public magnet school. I interviewed Crystal by mistake and did not realize that she did 

not meet the pre-established criterion o f 50% or more dissatisfaction rating until after the 

interview was conducted. Patricia is also a married mother. She has two sons, one in 

high school and the other in elementary school (both public). Martha was divorced 

mother of a fourth grade son who is identified as gifted and talented and attends a public 

school. Monica was a widowed mother raising a fifth grade and eighth grade daughter.
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The eighth grade daughter is identified as gifted and talented and is also a student in one 

of her mother’s classes.

Brittany is married and the mother of two sons, one less than a year old and the 

other a second grade home school student. Brittany had a 0% dissatisfaction overall 

dissatisfaction rating. I located her by reading the comments on from question 21 on the 

survey. She stated, “1 have recently begun home schooling. I was very dissatisfied with 

his public school environment.”

Shonte was a single mother raising a first grade son attending the neighborhood 

public school. Daniel is a married father o f a sophomore son attending a university, a 

high school son, and a middle school daughter. All three of his children are identified as 

gifted and talented. Ethan is a divorced joint custodial father of a two-year-old daughter 

and second grade son that attends the neighborhood public school.

Each o f the 10 members o f this sample readily participated in the semi-structured 

interviews. No one expressed hesitation or resistance in responding to any o f the 

questions posed, and in most cases offered additional information beyond the scope of the 

questions resulting in 257 pages o f transcribed data.

Interpretive Results for Research Questions

As mentioned outlined in chapter 3 o f this study, I designed a six-stage procedure 

composed of an exhaustive synthesis o f critical realist methods for the qualitative 

analysis o f the interview data. The six stages used for analyzing the data included 

transcription, indexing, inductive reasoning, deductive reasoning, abductive reasoning,
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and elimination and identification. Each stage consisted o f a series of procedures that 

provided mixed methods of analyzing the data using one stage to confirm or disprove 

another.

Stage 1: Transcription. During the process o f transcription, several dominant 

common ideas begin to emerge as 1 started considering and questioning observable 

results, perceptions, and generative mechanisms. I discovered that many of these notions 

were identical to the subcategories I used to develop Clark's Quality o f  Education Parent

Satisfaction Survey. All the open codes that transpired and questions I reflected upon

during this stage are organized in Table 14 by the key components o f TMSA.

Table 14

Transcription Emergent Open Codes

Domains of Reality Emergent Open Codes

Empirical Domain (observable results): Quantitative Data
What proves dissatisfaction is a real • D escriptive Statistics
phenomenon experienced by an identifiable • Statistical A nalysis
group o f  individuals? • School choice (use of)

Actual Domain (perceptions): Perspective-the v iew  o f  the individual
How does the phenomenon manifest itse lf  in • Educator’s view point
the minds o f  individuals? • Parents with high regard for education

• W orking M iddle C lass
•  Parents o f  G ifted Students

Perceptions-what one believes/perceives
• C hild’s School/U S  Schools/International Schools

Generative Mechanisms: Limit parental involvem ent and influence
What must be present fo r  dissatisfaction to he Lack o f  student awareness
true? Poor school climate

D issonance with curriculum and instruction
O verem phasis on accountability assessm ents

Stage 2: Indexing. Indexing o f all transcribed data resulted in the generation of 

147 different indexes. Several indexes were repeatedly assigned to multiple chunks of
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transcription throughout the indexing process. Based on a HypenRESEARCH frequency 

reports the most recurrent indexes of this data set are failure to accommodate students’ 

holistically (27 occurrences), lack o f communication with parents (26 occurrences), and 

dissatisfaction resulting in school choice (21 occurrences).

Stage 3: Inductive Reasoning. Drawing from the list o f the transcription codes 

created in stage one, along with new emergences, each index was organized into 

appropriate groups. Several indexes were assigned to more than one related group. The 

affinity diagram in Appendix J illustrates how the indexes were systematically grouped 

by open codes.

Stage 4: Deductive Reasoning. During this deductive reasoning stage, I moved 

from themes to theories. After rereading the newly organized transcripts, I used the 

inductive themes of stage 3 to move from single events to big ideas and overarching 

concepts. 1 deduced a list of potential theories relevant to the study. I then categorized 

the developing theories under the appropriate research questions and revisited related 

literature to closely examine and connect interrelated theories.

Research Question 3. What are dissatisfied parents’ perceptions of other grade 

schools? I theorize that the majority of dissatisfied parents in this sample perceived 

national and international schools as binary oppositions. In his study, Lees (2007) 

addressed the Western world’s narrow focused and standardized way o f schooling. Lees 

(2007) suggested in response to perceived educational crisis policymakers have 

influenced ‘‘adversarial educational paradigms...characterised by binary, either-or, "all- 

good/all-bad’ discourses” that he concluded, “undermine the potential for creative 

collaboration between stakeholders” in education (Less, 2007, p. 48).
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Such binary logic surfaced in this study as parents shared their perceptions of US 

schools and schools in other countries. When speaking of national verses international 

schools, US schools were most frequently referred to using negative terminology, while 

international schools were mostly referenced in a positive light. Despite the fact that I 

asked about US schools and international schools using two separate interview questions, 

many participants could not speak of one entity without addressing the other in contrast.

When asked to finish the statement, “Schools around the world a re ...” Susan, 

grandmother o f an eleventh grader replied:

Schools in other countries seems to be more focused on the kids actually learning 

and not dumbing down things to make everything equal like the United States is. 

Cause sometimes I think that in schools that they try to lower expectations so that 

the numbers look better for them and that makes the education not as good 

because kids that excel doesn’t have the ability to do that as much as they should. 

Schools around the world in Japan and Germany and places like that, they don’t 

mess around with stuff like that they have a standard.

In her responses to the question specifically about international schools, Susan 

immediately juxtaposed the US as evidence and support o f her perception. Brittany did 

the same when she responded, “I think just from my perception, not knowing 

specifically, but I think they are probably more innovative than we are. I feel like we, 

like I said before are very textbook work driven, test driven. ”

Another mother o f an eleventh grader also indirectly made comparisons to the US 

in her responses concerning international schools. Karen stated:
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Well if you look at Japanese and Asian schools education is a much bigger deal. 

The success and drive and the amount o f hours that the kids are required to put in 

on a daily basis, kids would be ashamed not to do well in school. You know, it’s 

a much bigger focus.

Karen’s repeated use of the phrase “much bigger” denotes she was making a comparison 

between international education and another counter part. This counterpart is assumed to 

be the US.

Teachers, Monica and Patricia compared the abilities o f students in their 

classroom when asked to describe perceptions of international schools. Monica stated:

I have an Ethiopian this year and she is dynamite, I am her English teacher and 

English is her second language and she is doing better than some people that 

were bom with English in their mouth. You see what I am saying, there is a 

certain commitment to certain things because o f where they were, the culture, 

where as, 1 don’t know if...I feel like that’s the issue here. We have a 

smorgasbord of everything, there is not a basis of culture particularly with certain 

sets of Americans.

While Patricia concluded:

Every student I get that has an Indian background their parents have already 

taught them math and they excel in math. I mean they are like 2 years ahead of 

any other student that I have. It is interesting. I don't know what the secret is but 

clearly they have a way of teaching math where their kids learn number sense 

quickly and they retain it and they can do multiplication in the first grade.

When asked to finish the statement, “Schools in America are ...” without
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hesitation high school teacher, Ethan responded, “Falling behind the rest o f the world. 

Schools in America are falling behind the rest of the world.” While Crystal stated, 

“Looking at studies of how the US ranks in the world with other nations, we don't seem 

to be fairing that well.” When asked to consider international schools, much like Monica, 

Crystal referenced language responding:

Well there is a lot of them that are still ahead of us in many ways. Language is 

one of those. Like I said you have kids that are coming from other countries that 

are learning multiple languages and we are struggling to learn one.

Shonte was the only parent that dealt with her perceptions of both international 

and national schools as separate entities. However, her description o f both still 

represented a stark contrast o f all-good, all bad with the US acting as the antagonist. 

Admittedly Martha knew very little about international schools. Daniel was the only 

individual to reference US schools in a positive light. Making a comparison between the 

intern engineers he supervises, concludes, “My engineer Georgia Tech engineer from 

Deli was educated at the International Indian School in Dubai. He was well prepared, but 

I don’t think he was any further ahead than the kids that are from here.” Despite his 

obvious distain for the middle and high schools his children attend, Daniel still viewed 

the US educational system in a positive light along side international schools.

In the case o f this interview sample Daniel’s perception was the outlier. The 

majority of the participants described US schools negatively in comparison to 

international schools. Table 15 outlines a list o f the binary oppositional comparisons 

frequently mentioned by participants in this sample.



128

Table 15

Binary Oppositions o f  US and International Schools

Perceptions of 
National Schools

Perceptions of 
International Schools

Behind Ahead
Reactive Proactive
Outdated Innovative

Institutionalized Student Centered
Divided U nified
Unequal Equal
Scattered Focused

Apathetic Parents Involved Parents
Test-oriented Goal-oriented

Preparing for a test Preparing for life
Large C lass Size Small C lass Size

Standstill Progressive
Indoctrination Critical Thinking

Research Question 4. What qualities do dissatisfied parents expect their 

child(ren)’s grade school to possess? Examining the data I theorized that, all dissatisfied 

parents from this sample expected their children to receive a progressive education 

facilitated by teachers possessing the pedagogical content knowledge needed to prepare 

their children to be either college or career ready. These parents viewed education is 

living, breathing, and existing outside beyond the physical schools. Therefore they 

expected schools to possess the skills, tools, and resources necessary for developing 

productive future citizens who were prepared to think critically about the world around 

them. The ideology of education many parents described was progressive in its nature.

The Progressive philosophy concludes that genuine thought processes occur when 

learning is presented as “a “problematic situation”, a block or hitch in the ongoing stream 

of experience” (Ozmon & Craver, 2008, p. 128). Father o f progressivism, Dewey (1916) 

described three essential purposes for educational institutions: to provide a progressing



129

simplified environment for learning, to weed out worthless or adverse information for the 

betterment o f society, and to expose individuals to an all-encompassing view of the world 

around them.

Dewey further developed this idea by suggesting that individuals created meaning 

from the experiences lived through in the social settings o f schools. According to Dewey 

the power to create meaning was the essence of acquiring and assimilating knowledge. 

Dewey suggested that the source of this meaning making experience was derived from an 

active learning experience. He insisted that life is education and education is life, “not an 

affair of “telling” and being told, but an active and constructive process” (Dewey, 1916, 

p. 26). His view indicated that students bring their own life experiences to the school 

social setting and these experiences can enhance their ability to learn.

In his publication School and Society, Dewey (1907) outlined his believes for the 

design of progressive schools. He did not envision passive learners but students actively 

and intimately engage in the real and materials things o f their learning environment. The 

school would transcend its role as a place for acquiring facts, and instead function as an 

active community valuing the life experiences and interests students brought with them to 

school each day. They would not be expected to check their lives and the door. Dewey 

(1907) elaborated:

Our schools an embryonic community life, active with types of occupations that 

reflect the life o f the larger society, and permeated throughout with the spirit of 

art, history, and science. Then the school introduces and trains each child o f 

society into membership within such a little community, saturating him with the 

spirit o f service, and providing him with the instruments o f effective self
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direction, we shall have the deepest and best guarantee o f a larger society which is 

worthy, lovely, and harmonious (para. 44).

Over 100 years later, the parents in this study offered up visions for their children much 

like the desires o f Dewey’s heart. These parents had a great deal to say about the type o f 

education they expect their children to receive.

Monica and Susan discussed balanced programs that appropriately integrated life 

skills and the arts. Monica suggested:

I would love programs that help with things that include interpersonal skills. 

Things that also help in regard to surviving outside o f school, like home 

economics. Also, I feel like there should be more opportunities for students to 

have experiences in arts. I feel like that is one o f the deficiencies is that those 

students that have those gifts and talents in those areas they are not cultivated as 

much, particularly after a certain age, unless the parents go outside and do it 

themselves.

Similarly Susan stated:

I think they should be educated. I think they should take economics. I think they 

should make sure they know how to handle money. Make sure they are ready for 

college as far as education, but its gotten so far away from just being education. I 

love the arts. Both o f my grandkids have been involved in sports, been involved in 

music and I think it helps them grow to be involved in different things.

Patricia and Martha, both educators, expected schools to engage students in 

learning experiences that required deep critical thinking. Patricia stated she wanted her 

school to:
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Educate him with skills he needs to be prepared for college. He should have 

practice in learning how to read and understanding what he reads, learning how to 

do math, learning how to write, and learning how to use technology. I feel like 

they do a lot of what I would call Depth o f Knowledge level 1 work where it’s 

just write your spelling words 5 times, read this story 10 times, copy this from the 

book. I don’t feel like those are higher order thinking things that most jobs and 

colleges require now days, so I have concerns about that.

While Martha alluded:

I expect my child’s school to teach them how to think and that’s not really 

happening. I feel like they teach them not to really think for themselves. Just like 

here is a bunch o f information you need to know, but not really teaching how to 

go about solving problems and thinking through things. I think that’s pretty much 

the norm for all children, you know with all the testing we have to do, its basically 

teach to the test and I see that in my own son’s class. It’s like if its not being 

tested we’re not going to worry about it, but that leaves very little time for 

actually teaching the process o f working for something, working through a 

problem, or things like that.

When challenged to describe her ideal school, Martha hesitated then stated:

Oh goodness! Ummmm it would be hard to do, but the kids would be working 

more at their own pace. You know if a kids done with something early, its not 

just sit here and do busy work, but here is something else that's really going to 

capture your interest. Let’s work this problem; let’s see if we can find a solution.

I think using topics that interest kids you can teach your reading and your writing
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and your math through a topic that is going to interest the kids. And 1 am not 

saying each individual child has their own individual curriculum, but kind of, I 

guess more project based where kids interested in this type o f topic get this 

project to work on and through the project they learn the other skills that they are 

going to need.

Crystal had similar believes when she describes her ideal school as:

More hands on, more like I said before language opportunities. 1 can bash 

(names school) all day long, but 1 do have to put in here that I do like that fact that 

it’s an arts school. My daughter is now playing the violin; she added that to her 

piano, and her other activities, but I think that maybe there is so much focus on 

that that they lost the focus on these other programs. But you know I just don't 

feel like she is challenged enough overall from the educational standpoint. But I 

think the STEM provides a good (switches thoughts). I like the way the STEM 

program puts problems and ideas in ways that make the child think about it rather 

than just memorization, there is a lot o f  memorization in what she is doing now. I 

don’t feel like memorization is challenging and I don’t think memorization sticks 

with you in the long run verses having to work through and learn it in more 

creative ways.

Parents in this sample not only had high expectations for a progressive education, 

but high expectations for teachers as professional experts. In his book Pedagogy Primer, 

Anderson (2009) detailed the characteristics o f a professional expert by establishing his 

profile through the findings o f Shulman who challenges the views o f professionalism of 

education to be regarded as both a science and art form. According to Anderson (2009),
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Shulman argued that effective teachers ground their instruction in scientific knowledge, 

but are quite capable o f artfully crafting the presentation of this information for learners. 

Anderson (2009) defined the common characteristics an effective educator as an expert 

who is reflective in the instructional choices and decisions he or she makes while always 

focusing first on the strengths learners already have, as opposed to the learning gaps that 

must be filled.

In most cases novice teachers are defined as new to the field with little or no 

experience, however in light o f Anderson’s (2009) deductions about expert and novice 

teachers, it is easy to also conclude the novice simply does not mean new. There are 

likely many cases were a novice teacher may possess several years o f experience and still 

lack the self-regulatory, reflective, and metacognitive ability to expertly address the 

needs of all learners. In her interview educator Patricia alludes to this stating:

My younger son’s school has a lot of very old teachers, like in their seventies and 

it just seems like a lot o f them are not more aware of the modem methods. They 

refuse to do the Common Core curriculum or they just seem kind of negative. He 

has an IEP and they won’t implement his 1EP so there is just a lot of basic stuff at 

his school that’s lacking.

Achieving the level o f expert teacher means moving beyond a simple 

understanding of content and subject matter, which is often the science o f teaching. To 

truly become an expert one must engage in the employment o f pedagogical content 

knowledge, also likened to the art o f teaching (Anderson, 2009). There is a grave 

difference in knowing something and knowing how to assist someone else in knowing the 

very same thing. This notion is at the very heart of pedagogical content knowledge.
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Expert teachers move past their understanding of facts, concepts, and information into a 

place o f pedagogical purpose, student cognitive development, appropriate curricular 

resources, and instructional strategies. Such experts live in a consistent state of growth 

and change because they are aware that learning is not a stagnate process. As expert 

teachers are bombarded with disjointed philosophies, policies, and practice that plague 

education, they find the balance between both process and product. These experts 

logically and appropriately organize the scientific knowledge of education in an artistic 

manner that addresses the cognitive, affective, and psychomotor needs o f learners 

(Anderson, 2009). They step into their true professional power by generating a 

curriculum that merges and marries the best o f all the opposing views on the varied 

continuums of education without compromising the integrity o f the content or needs of 

the students.

The dissatisfied parents in this sample seemed to value the importance o f teachers 

possessing such characteristics. Daniel expressed some serious concerns with the 

professionalism of teachers. He proclaimed:

The things that make me unhappy with my child's school are unprofessional 

teachers. I know more about their trips to Disney, about their favorite colleges, 

and about what they did over the summer than 1 know about the way they teach. 

And that’s coming through my children. Now that may only be 2 minutes at the 

beginning of class, but it’s the impression that they leave on the kids and that's all 

the way through. That's three different children going through school having to 

listen to everybody’s personal issues and everybody’s personal problems.
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The notion o f professionalism manifested for Ethan as he expressed a desire for 

educational specialists keen on both content and student cognition. He stated:

I expect my child’s school to be able to introduce my son to new information and 

new concepts and also be able to monitor how well my child receives and applies 

the information...So here is a reading specialist who can diagnose and remediate 

my son’s reading problems, or my son’s math problems, or whatever problems 

whatever subject he has. Here are the problems; here is how the school can 

address those problems.

One survey respondent wrote:

I can see how some students fall through the cracks when it comes to learning the 

fundamentals o f middle school math. Without guidance and encouragement (as 

she states she hated math but now that isn’t as true) at home, she would have 

muddled through but ended up lacking in terms of some key concepts. Need 

middle school math teachers who have a degree in math as well as education. 

Shonte also detailed expectations of disciplinary expertise that should be 

demonstrated through the accurate presentation of nonbiased information.

I expect them to provide him with culturally competent, medically, scientifically, 

and historically accurate education. You know I expect for them to be using 

materials that are historically accurate and broadly based that are coming from a 

cultural perspective that is not just majority inclined, for lack of a better term.

That they be cognizant o f the experience of all Americans and all people, cause if 

it’s a world history class then 1 need you to come from a perspective o f not just 

the majority. If it is a science class or a health class then 1 expect for the material
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to be medically and scientifically accurate. I don’t expect for there to be a great 

amount o f opinion or value per say entered into those subjects. For example, my 

background is Public Health. So if we are doing something that is on 

reproductive health, I don’t need you to come from an abstinence perspective, or 

anything like that. 1 simply need you to provide information on anatomy, 

physiology, protective factors, and the scientific effectiveness rate o f those 

protective factors. Teach just the facts. That’s because we are in a public school. 

If 1 was in a parochial school then o f course I would understand that it might be 

values driven, but being that it’s a public school I expect for information to be just 

the facts.

Relatedly, Susan also supported the need for factual instruction stating:

When it comes to morality and religion and things like that I don’t think any 

certain (switches topics)... I don’t think they should exclude things in history 

because it might offend somebody, because its history. They need to know that 

because when they go to college tis going to come up, you know. Everything 

should be taught in history and science you know. I don’t mind...well 1 do 1 

guess because when they teach evolution then they are teaching that there’s no 

other...ummmm... there’s no other way and evolution is a theory. It’s not fact. I 

just think that they spend too much time trying to cram stuff in that’s not most 

facts that are not necessarily preparing them for college. College is a big step and 

they don’t teach most kids. The reason they flunk out in the first year o f college is 

they really aren’t ready for it and it’s the schools, our schools’ fault!
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Like Susan, Karen argued:

I don’t always feel like education is geared to prepare them as well as it could or 

should for college...Let’s teach them how to take notes. Let’s teach them how to 

plan, give the daily planners. Teach them how to allocate time, not only for their 

daily stuff at school, but what you have going on at home... You know start 

helping teach those kids because those people go out and become leaders you 

know out in the world and they are going to struggle with that kind of thing. 

Much like Susan and Karen the desire for a college ready education did not 

escape many of the parents in this sample. While federal legislation required schools to 

adopt college and career readiness instructional standards, preparing students for both 

was not the consensus of this sample. Most believe students should graduate with some 

future path o f productivity, be it higher education or the workforce.

When asked if she thought schools are doing a good job preparing kids for 

college, Karen adamantly declared:

They’re not! Kids are not prepared! I don’t think any o f mine were necessarily 

prepared from high school for college. They taught the material, they learned the 

math, they learned the English, they learned the reading, you know that kind of 

stuff. Teach my child how to be prepared to go forward in life and be a 

responsible working person in the world be it going on to vocational school, 

being it going out to work at the post office, wherever. You know, they need to 

learn life skills as well.

Ethan and Daniel both detail similar notions of exactly the type o f college or 

career readiness preparation they felt students should receive. Ethan suggested:
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Education looks like hands on experience. It looks like raising up a generation o f 

kids that are pursuing making positive change or effecting positive change in their 

community. 1 don’t see anything wrong with teaching kids how to be plumbers, 

how to be electricians, how to be carpenters and painters those are things that 

sustain a community. Now when I graduate from high school instead of having a 

diploma that you can’t do anything with but go to college or go to the military, I 

have a plumber’s license and I can go be an entrepreneur. 1 can sell my service as 

a plumber and fix the houses in my community...! don’t have to sell drugs, now 1 

can go out and sell this service, or now 1 can go to college and have a working 

knowledge of how mathematics works in the world. Cause sometimes what 

happens is 1 don’t care about Algebra 2, how in the world am I going to use it in 

my everyday life? My mom works at Wal-Mart, she doesn’t use Algebra 2. My 

grandma is disabled she doesn’t use Algebra 2. My dad is locked up or nowhere 

to be found, he’s not using Algebra 2. So why should I use Algebra 2, I’m 

disconnected from it. But if 1 am a plumber, if I am a carpenter, if I am learning 

how to glean a field or raise animals, now guess what, now I have a very real 

application that Algebra 2 might be something that makes my job a lot easier. 

Daniel concluded:

I expect my child’s school to prepare them for the next level. I think it is about 

mastering the concepts that are age appropriate and the skills appropriate so that 

means to me putting them in the right place to be successful and creating an 

environment o f success a culture o f success at all levels. They should be prepared 

for the next level. Whatever it is that’s going to be for them. Whether it is
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college, whether it’s some sort o f situation where they can learn a hard skill.

Learn something whether it be for manufacturing or something else, some other 

sort of trade skill. But they should be aware o f the problem solving and the 

techniques it takes to be successful. It’s not always about remembering the 

Pythagorean theorem or it’s not always about remembering specifically what the 

tread cycle is. It’s about the problem solving that goes into that and how to work 

their way through.

The discourse o f this sample provided a clear picture o f their educational 

expectations. There seemed to be no outliers in response to the research question: What 

qualities do dissatisfied parents expect their child(ren)’s grade school(s) to possess? 

Dissatisfied parents in this sample indicated expectations of a progressive education 

provided by educators with sound professional content knowledge that will prepare their 

children for college or a career.

Research Question 5. What generative mechanisms influence dissatisfied parents’ 

perceptions and decision-making processes regarding their displeasure with their 

child(ren)’s grade school(s)? As I scrutinized what must be in order for parents to 

experience dissatisfaction, three perceptions emerged as potential generative mechanisms 

from this sample. The dissatisfied parents in this sample perceived their child’s school 

as: 1.) providing a test-centered curriculum; 2.) unwilling to engage in a mutual 

partnership; and 3.) unconcerned with well-being and holistic needs of its students.

Using these possible mechanisms, I returned to the literature to increase the theoretical 

sensitivity o f my interpretations.
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Generative Mechanism 1. Data collected during the interview presented a strong 

sense o f parental distain for a perceived hyper focus on standardized testing in schools. 

Volante (2004) suggested that test-centered curriculums resulted in instructional practices 

“that are clearly not in the best interest o f children” including things such as “relentless 

drilling on test content, eliminating important content not covered by the test, and 

providing interminably long practice sessions” (p. 1). This author described such 

practices as having a “dumbing effect on teaching and learning as worksheets, drills, 

practice test and similar rote practices consume greater amounts of classroom time” 

narrowing the focus of the curriculum (Volante, 2004, p.2). Several dissatisfied parents 

in this sample echoed remnants o f these findings throughout the discourse of the 

interviews. These parents felt that testing overload had little to no impact on their 

children’s future success beyond grade school.

Karen noted:

Even my two kids that are self driven and focused, 1 don’t always feel like 

education is geared to prepare them as well as it could or should for college. 

Especially in South Carolina the teachers are very focused on the teach to the 

test. You know its benchmark this, benchmark that, MAP test this, MAP test that, 

you know this test, that test. Its too much testing and not enough teaching.

One unidentified survey responded stated:

1 feel that the public school system is generating a bunch of idiots. I feel that too 

much emphasis is being placed on standardized test scores. These test do not 

show how well a child is learning. I feel that schools are not teaching our kids to
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better them, but to get good scores on stupid state tests so schools can get more 

government assistance. Put more emphasis on TEACHING!

After feeling the pressure o f a test-centered curriculum, Brittany decided to 

remove her second grade son from a public magnet school and is now homeschooling 

him. When asked about his former school she stated:

They are focused on making sure they win whatever school awards there are and 

focused on making sure those test scores are high and things o f that nature. And 

they will drill that information into those kids, they will! 1 feel like we (US 

schools) probably want everybody to kind o f be the same and everybody’s going 

to learn the same information, cause everybody’s going to be prepared for the test 

that are going to come out, so your class can be or your school can be ranked 

number 1. You can’t be free-spirited and pick up what you need to learn in a 

different way, like it just seems like we are going to drill it in.

Daniel deduced that the over emphasis on testing hinders the need for content 

mastery. He felt schools were controlled by calendar deadlines to prepare for the test as 

oppose to ensure students mastered the material. He elaborated:

It’s been very clear that they feel this pressure to hit certain dates and to do 

certain things. 1 mean you hear the comments about ‘We are teaching for testing, 

we are teaching for this, we’re teaching for that’. No! You are teaching for 

competency and mastery and if you have lost sight o f that then your 

administration needs to remind you that you are teaching to prepare for the next 

level!
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He then mentions a school where he believes mastery teaching is the focus. Daniel 

continued:

One middle school follows a process o f mastery, where if you don’t do well on a 

test there are retest opportunities. I think people see that a s .. .well it can be 

taking certain ways, and maybe its an experiment at that school, but in my mind if 

you are learning specific concepts, if you don’t understand it in September, and 

you don’t do well at it in September, if you don’t go back to remaster then you are 

potentially losing opportunity in October and November all the way through May 

o f next year. So I don’t think there is focus on mastery, I think there is focus on 

the calendar and it shows through all the things they do.

Karen valued repeat opportunities for mastery stating:

If my kid want to make an A and they did bad on a test and my kid comes to the 

teacher and says ‘I really struggled with that material and it counted for so much 

can I do something. 1 can do extra?’ And don't want it just to be for my child, but 

if she is willing to work at it to bring her grade up from you a low B to a high B, 

because each point counts in your GPA, each point counts in your over all class 

rank, which also effects whether you qualify for state scholarships. So you know, 

is my kid my just goofing off and trying to make up for it or is my kid truly a 

good student and participates in class and just struggles with some test. And that's 

what I'm seeing with that child. She is one o f my 2 ADD kids and my older one I 

didn't have that issue with. She struggles more testing and doing some things. 

While Brittany compared her son’s mastery in both home school and public 

school setting. She stated:
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Now kindergarten and first were excellent and he retained that information, but 

they just wanted him to learn the stuff so he could pass the test and move on. 

When 1 tell you that I’ve been working with early math stuff trying to see what he 

really does know so I can figure out where we need to go next, basic stuff, like he 

knew some o f it and had seen it before, but he didn’t retain a lot o f that stuff. But 

they moved on so quickly. We did hours of homework on stuff and he would do 

it then, but then once he was finished with it and we got those grade back and I 

was like good job, then he was through. It’s kind of like its forced in there. It 

seems different now, like he is retaining it because he cares and he is kind of just 

learning it and doesn’t have the pressure.

On more than one occasions Crystal used the term “dumb down” in reference to 

her child’s school. She criticized:

My gripe is that I feel like my child is being dumb downed to bring the rest o f the 

class up. I feel like my child is being kept down educationally to help boast the 

education o f the other kids. They are dumbing my kid down.

Comparing US education to other countries Susan believed:

Schools in other countries seem to be more focused on the kids actually learning 

not dumbing down things to make everything equal like the United States is. 

Cause sometimes I think that in schools they try to lower expectations so that 

numbers look better for them and that makes the education not as good because 

kids that excel don’t have the ability to do that as much as they should
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Educator Martha felt the test-center curriculum hindered both students and 

teachers. She stated:

Schools are limited because o f all the testing that’s required. When you have to 

teach to a test in order to be judged, because the teacher is judged based on how 

the kids do, it really limits the learning that can actually go on within the 

schools.

She explained, “You know with all the testing we have to do, its basically teach

to the test and I see that in my own son’s class. It’s like if its not being tested we’re not

going to worry about it.”

While one survey responded described schools as “uncreative environment and 

teaching methods, stifling the kids’ prospect o f higher education and broader horizons.” 

Brittany summed it all up stating:

Schools across America are boring! Not exciting for these kids. I feel like we (the 

US) are very textbook workbook driven, test-driven and I could give a damn 

about a textbook! Its just different ways to do stuff and think we are probably less 

likely to try new things.

Generative Mechanism 2. An overwhelming perception o f schools as unwilling 

to engage in a mutual partnership with parents emerged from this sample o f dissatisfied 

parents. Interview after interview parents described interactions that resembled that o f a 

dysfunctional relationship lacking the fundamentals o f relational ethics (Hargrave, 

Jennings, & Anderson, 1991). Each member o f the sample recurrently addressed notions 

o f relational ethics.



145

According to Hargrave et al. (1991), relational ethics is defined as “the subjective 

balance o f trustworthiness, justice, loyalty, merit, and entitlement between members o f a 

relationship” that “requires them to assume responsibility for consequences and strive for 

fairness and equity in the process o f give and take” (p. 146). These researchers 

concluded that humans are innately driven to seek what is fair and just, which requires 

that relationships maintain equilibrium between what one gives to and receives from the 

relationship. In functional relationships, expectations of giving and receiving are 

balanced, fair, and just and when maintained over long periods o f time eventually lead to 

trust and a sense o f satisfaction (Hargrave et al., 1991). On the other hand, if any 

member involved in the relationship feels as the responsibilities o f giving and receiving 

are imbalanced dysfunction erupts into mistrust and ultimately dissatisfaction (Hargrave 

et al., 1991).

In their work examining family therapy Hargrave et al. (1991), concluded that 

relational ethics are present in both vertical and horizontal relationships. Vertical 

relationships are defined as relationships that are “just and fair” but naturally 

“asymmetrical in give and take” and composed of “succeeding generations, such as 

parents and children” (p. 147). While horizontal relationships are composed of “partners 

o f equal positions who have mutual obligation and expectations o f each other, such as 

spouses, siblings, and friends” (Hargrave et al., 1991, p. 147). Examining these two 

relationship types was pivotal in the analysis o f potential generative mechanisms two and 

three.

Drawing from relationship theories o f Hargrave et al. (1991) and Hirschman's 

(1970) work on economic loyalty, Oostdam & Hooge (2013) examined the dynamics of
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mutual partnerships among schools and parents, coined the terms vertical and horizontal 

loyalty. “Vertical loyalty is loyalty to those who have given us the most fundamental o f 

all things: life itself’ while “horizontal loyalty is shown in mutual relationships that have 

been entered into by choice and can be ended” (Oostdam & Hooge, 2013, p. 342-343). 

For the purposes o f this study, horizontal loyalty is viewed as the loyalty parents have to 

schools and schools have to parents.

Applying theories of relational ethics, the dissatisfied parents in this sample 

perceived dysfunction in their relationship hindering their horizontal loyalty to their 

children’s schools. Schools did not make these parents feel as if they belonged, had 

abilities, or could make decisions concerning their children’s education, therefore the 

development o f productive partnerships was unsustainable (Oostdam & Hooge, 2013).

While all parents expressed the desire for a just and balanced horizontal 

relationship that would increase loyalty and result in a trusting mutual partnership, the 

types o f partnerships parents desired manifested differently for different participants. 

Oostdam & Hooge (2013) identified three specific types o f partnerships including social 

partnerships, formal partnerships, and educational partnerships. Evidence o f parents 

desire for each of these partnerships emerged in this data set.

Social partnerships are those that encourage collaboration amongst the 

community (Oostdam & Hooge, 2013). Schools engaging parents in this type of 

partnership find ways to provide parents easy access to a variety o f outside resources 

such as the arts, athletics, and other extra curricular activities. According to Oostdam & 

Hooge, (2013) these partnerships may manifest in the school acting “as an 

intermediary... if  the children cannot make use of these facilities because of financial
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constraints at home” (p. 340). The parents in this sample demonstrated appreciation for 

social partnerships that provided their students access to the extras.

Ethan expressed grave concern for involving the community in social 

partnerships. He expressed:

1 wish my child’s school had better parent teacher student community based 

interaction. It’s not enough connectivity; the kids are kind o f detached from the 

community. There is no sense o f obligation to their surroundings, their 

environment, their community. Although the elementary schools are hidden 

inside, you know the elementary schools aren’t on the main highway, although 

they are hidden inside o f the community, there’s no giving back. There’s no how 

can we make our... how can we improve or give back to our community?

Not all parents viewed social partnership through the lens o f community 

connections. Most spoke of the topic as it related to extracurricular activities. Susan 

stated, “1 love the arts! Both o f my grandkids have been involved in sports, been involved 

in music and I think it helps them grow to be involved in different things...”

Brittany was initially drawn to her son’s magnet schools as a result o f their focus 

on a second language. She admittedly recalled:

I remember us feeling like we were so lucky to already be zoned for the school 

and then when we moved we kept him going. And strictly because of the 

language, for no other reason than that because 1 felt like it would really benefit 

him cause we have a big population o f Hispanic people in my county. 

Additionally, Crystal who recently moved her child from a private school to a 

public school reminisced on the extracurricular tasks she was missing.
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She stated:

My child has several years of second language, from preschool up. She has had 

second language every since preschool. You know with internet with 

globalization and everything we have going on and how small the world is 

becoming and we are probably one of the only countries, I mean only one o f the 

major countries in the world that does not offer that.

Monica, who recently withdrew her gifted daughter from a magnet program due 

to dissatisfaction, reflected on prior experiences and the social partnerships she lost as 

well. Monica shared:

Well when my daughter was in the magnet program there was a lot more offered 

to her in regards to resources and things that would benefit her, not only in the 

present year, but in the future. And it also allowed her to grow in different 

areas...They did a lot o f field studies and it was a higher level o f rigor. I’m not 

going to fib to you, our magnet programs, they are dynamic. So it’s like there 

was drawbacks in the decision 1 had to make. You know taking her from the 

magnet program I knew that would take away those opportunities...

Some participants seemed to highly appreciate extracurricular options, while 

others felt that while it was beneficial, too much focus on the extras ran the risk of 

hindering learning. With all three of her children highly involved in sports, Karen 

explained:

My district is a good district. We’ve got a lot o f great teachers. I mean a lot of 

phenomenal teachers and coaches and you know they seem to really...they want 

to be the best. They want to be in the top 20. They want to be the top in their
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district in athletics and you know athletics unfortunately with football being the 

all mighty kid is way too much o f the focus...They’re STUDENT athletes not 

ATHLETE students!

As a parent Ethan valued social partnerships, but as a teacher he felt they needed 

revision. He laid out a detailed plan on how he felt such partnerships should come about. 

Ethan proposed, “The kids in my high school, they pass the class only to do sports or 

only to be a part o f an extra curricular activity and even though it might be UIL or 

whatever, 1 don’t see how playing football enriches the learning environment.” When 

asked to define UIL, he continued:

UIL is like the University Interscholastic League. It is a body of politicians or 

mediators that say ‘Hey if you wanna play sports or if  you want to be in the band 

or compete on this academic decathlon type level you have to maintain a certain 

grade point average.’ And anybody that fails cannot participate in a sport or 

activity that is UIL. Okay so a lot of kids will perform in class only to the point 

that allows them the eligibility to perform in UIL regulated activities. And as 

soon as that sport is over with and as soon as the last football game passes what 

do they do is start slacking off and start skipping and I mean its called 

‘edutainment’. So they will pass their classes only to the point that allows them to 

play the sport and then once the class is done there goes the education. They 

don’t wan to come to class anymore they don’t want to do whatever. It's a bad 

cycle. I would like for, letting the community, like say if you are zoned to a 

school, letting that community sponsor all the football and the dance team and the 

cheerleading and you completely remove those things from the environment and
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you make it part o f a little league. So instead of it being high school football now 

its high school age football, but it’s in a little league setting or little league 

division. And then only allowing things like science club or drama club or ROTC 

and band, things where you are actually learning something, letting those things 

stay in school settings.

While overall dissatisfied with her daughter’s current public schools, Crystal did 

rave about the art program as one of her few areas of satisfaction, but like others still 

expressed academic concerns. “I do like that it is an arts school. It’s a great art 

school, but I just don’t’ think it has the educational structure it needs for challenging 

students”

Patricia never addressed a desire for social partnerships, but did mention several 

kinds as she discussed the diversity o f schools in her area. She explained:

Well, just in my own little area, like my own county there are schools that on the 

old scale they would get a 10 on a 1-10, they are very rich, parents put a lot of 

money in. They have PE and music, and art and drama and stuff that the schools 

in our district don’t have. If I was to go to the other side o f the county, I mean 

those kids are getting breakfast, lunch, and dinner and they do get free after 

school, and dental care, and medical care...

With this group of dissatisfied parents, formal partnerships were the least 

frequently mentioned. Oostdam & Hooge (2013) defined formal partnerships 

opportunities for involvement in a variety o f school activities, commonly referred to as 

volunteering. In this sample only one participant made reference to formal partnership 

and only in the context o f describing inequity in schools.



151

Grandmother Susan stated:

But just that it just seems that ummm that you know there are some parents who 

get volunteer and they get to contribute to the school in a lot of ways because they 

have the extra time or they have the extra money. And it seems like theys 

children are given a lot more chances umm when the mess up and stuff then the 

kids who are just from normal families... If the kids parents get to volunteer for 

sporting events and stuff like that or give more or you know just anything its like 

and those same kids seem to be treated different and 1 mean its been that way 

forever. It was that way when my children were in school and it was that way 

when I was in school.

An educational partnership was the most commonly addressed type o f horizontal 

relationship by this group o f dissatisfied parents. Educational partnerships can be 

subdivided into two groups, pedagogical and didactical. Pedagogical partnerships are 

those in which schools work with parents to ensure that neither home nor school are 

viewed as separate unrelated entities in the eyes of the child (Oostdam & Hooge, 2013). 

Successful pedagogical partnerships engage parents in “issues such as punishment and 

reward, the teaching of norms and values, dealing with bullying, safety and providing 

guidance for children” (Oostdam & Hooge, 2013, p. 341). According to Oostdam & 

Hooge (2013), didactical partnerships focus on ensuring that parents are “well informed 

about, and involv[ed]...in, their child’s learning process” (p. 342). In this study, the 

majority o f dissatisfied parents indicated a strong desire for both types o f educational 

relationships and frequently perceived schools as unwilling to develop either type.
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Karen spoke in great length about the need for pedagogical and didactical 

partnerships on several occasions throughout the interview. She indicated:

I wish my child’s school had an ability to have some kind of way to have 

feedback. One o f the things 1 have said in terms of the high school is that they 

need a parent council; parents who got a degree and are a little more educated. 

That's probably what you are going to find that are going to want to do that to be 

on a panel or a board or a council or what not. And to go and give feedback, like 

this teacher is great and what not. This is what I think we need to do to 

improve...There is no way for me to give feedback, you know. At this point I 

have to schedule an appointment, go in a do that, and my goal is not to run people 

out o f education. My goal is to make them a better teacher...

As she discussed her concerns with a specific scheduling and work overload issue for her 

daughter she argued, “They don't think things out, which with a parent commission or a 

parent council could come back and say great this is wonderful, but...”

Unlike Karen, both of Patricia’s children attend schools with an active parent 

council. Patricia explained:

The school site counsel is a legal body for the school, so 1 am on it for both 

schools. It's comprised of parents, administrators, and teachers. At the middle 

school level it also has students although they only have one on there, currently 

there are three spots. So they decide things like where is the money spent, the 

money that is allowed to be allocated, it's the categorical type money. They
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decide what the school plan is going to say and then they monitor that plan to see 

if it’s being implemented. So 1 am on that for both of the schools for both of the 

boys.

Then Patricia detailed how a school council does not necessarily guarantee 

satisfaction as she discussed the experience o f other parent school council members who 

where dissatisfied enough to remove their children. She shared:

I feel like communication is an issue. I've brought it up several times at the 

school council meetings; you know there's just not enough phone calls or fliers or 

anything. They tend to notify either the day o f an event or the day before and for 

most people that's just not enough notice, especially if they don't offer childcare.

It also seems like the same people are on everything, like the PTA president is 

also the president of the site counsel, is also the president o f the parent group and 

it just seems like there is only a few people who do everything. And like she 

even pulled her child out o f the school, but she still sits on all those groups. She 

said her child was being bullied by a boy, so she pulled her out. And she has been 

out over a year. Then the other school site president pulled her son to and 

because of an issue she had with a teacher, but yet they both still serve in these 

high capacity positions with no children at the school. So that causes some 

friction to because o f other parents come and feel like well you don't even have 

your kid here, but now you think you know what’s best for my child. So there 

just a lot of ummm, I don't know even know what to call it. It just seems like 

umm, it's just a lot of strange things that go on.
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Daniel also addressed the need for feedback stating:

I wish my child's school provided a more transparent process for evaluation and 

feedback. 1 think there is a lack of kind of a plan, do, check, act. I don't think that 

the whole system is in play. I think they complain too much about their current 

state and don't do enough to understand how to fix their problems. There are 

classic issues that everyone seems to complain about, but I don't see anyone doing 

anything to improve it.

When asked to provide and an example of a classic issue, Daniel continued:

For example, (stated teacher’s full name), earlier in the year complaining about 

disciplining her class, and children's attentiveness, and preparation as they come 

into the classroom. That was midway through the first, almost toward the end of 

the first nine weeks. There was no escalation o f information, it came to a head and 

her frustration was communicated through a lengthy email. My daughter 

happened to be one of her students, we happen to be friends with her, and her 

frustration lead to her writing this very long email complaining about all these 

classic things o f kids don't pay attention, they're not coming to class prepared, 

they need to be quiet when they are in class and things. Part o f it is the students 

responsibility, part o f it teachers responsibility, but fixing it is not the solution of 

an email. It is a process to fix and is and expectation o f the system to support 

that. And I don't think that any o f those things are in place right now so it lead to 

in my mind a very unprofessional email and that's just unfortunate because I think 

it is a indication o f a lack of control. It is an indication that the system doesn't 

support her, that her management doesn't provide her that feedback and she went
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rogue in sending an email that probably should have gone through her 

administration instead being something that was blankly sent out to parents. It 

was sent to all parents.

Daniel wasn’t the only participant to mention the lack o f proactive 

communications in schools. Shonte stated:

I wish that they would be more communicative with parents about the actual 

curriculum and more proactive. When we hear things its just around, its after 

testing is already completed, like the standardized testing for example. Or it's 

after the grades have already come out and then the communication is more 

reactionary. Where as if they were proactive in saying ‘Hey we have this 

standardized test coming out’. Again my son is in first grade so I know a lot of 

the test are just benchmarking or what not and they don't really feed into the state,

I don't think, or they are not mandated, I'm not quite sure, so maybe that's why we 

don't hear about them, but I would still like to know, especially if it is something 

that is being used to judge him on where he stands with is peers.

When asked if she had mentioned her desired to the school, Shonte remarked:

Yes! They responded that usually that (in their words) ‘overwhelms parents.’

They don't like to overwhelm parents with a lot o f information. I said that's not 

overwhelming, especially if there are things that need to be addressed. You know 

it’s counterintuitive to do it after the fact. If you let somebody know before and 

let somebody know the types o f things you are looking for then we can be apart o f 

the process. So they let me know that they would be able to communicate with 

me more regularly. I think my issue is why should a parent have to ask for that
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special treatment? Why isn't that just standardized? And what if I hadn't said 

anything; I guess I still wouldn't have that information. So it just sort o f make 

sense to be open and communicate as much as possible and if people want to opt 

out then they should have that option to opt out, but I shouldn't have to opt in to 

getting information about my child.

In Brittany’s past experience with her son’s school she recalled what made her 

most unhappy.

Just the communication with the parents because even with talking with some of 

the other parents, if you are not sort o f aggressive, going up there and 

consistently emailing they are not going to communicate with you about anything. 

And then they wait until things blow up before telling you what’s going on. My 

son is not going to come home and tell me about something that happened in 

school, especially if it was him. So don’t just let stuff build up, if you see stuff 

say something.

One survey responder commented, “When a child is reprimanded for misbehaving 

(ISS or lunch detention) the Parent should be notified the day of the incident by phone 

call so the problem can be handled immediately. Not by mailing a letter 3 to 4 days 

later.”

Later in his interview, Daniel detailed another experience similar to Brittany’s.

He stated:

Our middle son was in trouble. He had been given lunch detention and we were 

informed at the 15th lunch detention that he was about to be suspended for a day 

of school. And we asked the question why are we just now hearing about this 15th
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lunch detention and was there not a better way to communicate that. Now he had 

responsibility to tell us that he was going to lunch detention, but we also felt like 

that if it was something that was going to lead to suspension, that there 

needed...he obviously was having a problem, he was obviously struggling with 

something and he wasn’t conforming to school rules and to leave us out o f the 

picture until it was a serious incident was a failure on both his part and the 

teachers and the administration.

The topic o f omitting parents from the partnership and expecting students to act 

on their own behalf emerged frequently in this data set. Karen stated:

You know the thing that me and a lot o f my friends cannot stand to hear, 

especially when kids start at 9th grade in the high school is, ‘Well we're trying to 

teach your kids to be independent. We're trying to prepare them for college.’ It's 

their excuse as to why they don't want to communicate, or they don't, it's like they 

shut the door to parents being involved in education when they step into the high 

school. That's all well and good, but they are not in college yet. Allow us to stay 

involved as you begin to try to prepare them. Give us the rules, help them 

succeed...

Later during the interview Karen revisited the topic stating:

I need to have something that helps me have oversight on that child that I am 

trying to teach to grow and be ready and go out in the world. I'm not just going to 

turn her lose. I'm going to give it to her in baby steps at a time until I'm sure she's 

got the skill, you know.
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Similarly Brittany recounted:

So third grade started good, we thought we were going enjoy it cause we made it 

out o f second grade with a lot communication, and it was rough. If 1 had been 

one o f those parents that didn't get involved he would have failed. 1 don't know 

how many kids probably ended up failing out o f that class, but if you were not 

involved and didn't communicated you would fail that class because the teacher 

would not send home. ...They put a lot o f responsibility on the kids. I feel like 

they are trying to make them be little adults to quick. I mean we are talking about 

second grade. It was just too much, it was too stressful for him and the 

communication was not that great. I mean yeah you can put a newsletter on you 

website as a teacher that's fine, but to put so much responsibility on the kids? My 

son is not going to write down everything you say. You need to send home a note 

or something or put everything in a newsletter. And maybe I just want too much from the 

teacher. I don't know, but I still feel like, I don't trust my kid with a whole lot, let alone 

his education.

Like Karen, Brittany also later returned to the topic stating,

The amount o f homework, the lack of communication from the teacher to the 

parent, and like I said it doesn't have to be a phone call, just be consistent in what 

you send home and what you say they need to do as far as like assignments and 

things, don't put all the responsibility on the kid. My dissatisfaction would have to 

go back to the communication, because I didn't know what was going on in 

school. My son of course wasn't really communicating what I needed to know to 

be able to help him. So not having the assignment sheet sent on time or early, or
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not having the website updated, or not responding to emails quickly, but then by 

the time I email them its afterschool and they have a life too. But you know by 

not giving me the information I needed to be able to help him that made it harder 

on us in order to be able to do the work.

Also dissatisfied with the level of communication Martha mentioned: 

Communication is awful. The teacher has actually told me that she doesn't have 

time for my child and also she has told one o f our friend's parents that too. So its 

kind of like I'm not the only one that she doesn't have time for, but yet the teacher 

doesn't see a problem with it.

Most parents expressed a strong desire to remain informed as a means for helping 

their children be successful. Referencing her oldest son, Karen stated:

I struggled for him in high school, but teachers fought me on a lot of it, believe it 

or not they fought me on a lot of it. You know like can you please email me and 

let me know what the assignment is each day because by the time he came home 

from school, his ADD medicine would have worn off and if I could say ‘You 

know you have an English assignment,’ Oh yea! He'd go get it out. You know, 

‘Hey you know you've got math.’ Oh yeah! He was tired, long day, medicine 

gone, that kind o f thing, plus he was in the marching band and the honors jazz 

band and you know so, very involved in school. Just because they are in high 

school is no reason the teacher can't drop you an email once a week. Upcoming 

next week, FYI, you know, takes them 10 minutes.... Then his English teacher 

spent 10 emails arguing with me about why she didn’t have time to send me a 

two-minute each day. Really? All 1 wanna know, either its on the syllabus,
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which you have emailed me a copy of, if you have changed something or added 

something or a reminder that something is due. It's all I want.

Patricia felt parents who spoke out about their dissatisfaction were often 

ostracized. She mentioned:

If any body comes in and said my daughter was punched in the eye at recess 

today, what happen, what’s being done then that parent seems to kind of get black 

balled. And there was one man who filed a compliant because his son kept 

getting called names and because he was being called derogatory names like 

faggot and things like that. The department of justice told him to call the police 

and file a formal report. Well when he did that later that day the principal called 

the police on him, so it just felt like a very clear case o f retaliation or it just seem 

odd to me that certain parents seem to be ban from campus and others seem to be 

welcomed. And 1 don't see any particular reason why some are verses some aren't 

other than anyone that has every filed a formal, like a William’s complaint or a 

uniform complaint with the district, or a call to area director. They seem to be 

then like don't come on this campus again and if you do I am going to be very 

rude to you.

Some parents acknowledged that while they had “equal status in the partnership” 

with schools, it did “not mean that they are equal to each other” in their horizontal 

relationship with schools (Oostdam & Hooge, 2013). Parents in this sample expressed 

that they had a very different role from the school in ensuring their child’s success, but 

this did not negate their desire to be a part of their child’s education.
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According to Daniel:

If you broke it up into 1/3 responsibility for the parents, 1/3 for the students, and 

1/3 administration and the school, right now I think the students are bringing more 

than the administration. And I think that the parents could do more, but you know 

with the lack of communication until it reaches a point of a major problem we're 

not quite sure where to go next. So we put a lot of responsibility on the students. 

Karen stated:

Teach my child how to be prepared to go forward in life and be a responsible 

working person in the world...You know they need to learn life skills as well, 

how to balance a budget, how to balance a checkbook. You know, 1 don't step 

out o f that role as a parent, but it’s nice when they get reinforcements at school. 

Ethan concluded:

As a parent, my job 1 feel is more of, this is what your supposed to know, this is 

the objective and now we are going to drill and practice this objective. I would 

really love it if even in elementary school, middle school, and high school every 

year the teachers make a syllabus, you know they make lesson plans, they should 

have lessons that they teach the kids at school and they should have lesson plans 

or objectives that parents should have to go over with kids at home. So the 

education doesn't stop at school, the education carries on from the time they leave 

school til the time they get home. Now when they get home now the education 

process continues, here are the rest o f the objectives. Now you can't expect the 

parents to introduce new information, but maybe if you had 3 or 4 lessons that 

could carry over, or drill and practice, or could enrich or enhance or continue the
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learning that the parents would have to go over with the kids. And maybe you 

can't enforce that with parents, but I'm pretty sure if you made that a requirement 

for the parent you know ‘Hey this public school yes, but here the education 

doesn't stop at 3:30 or 3:00.’ The education carries on and you are expected to do 

3 or 4 more hours o f education once you get home in order to meet learning 

objectives. I as a parent, I would want it, even if you made it optionally, 1 would 

love to come home and have material to help my son. Cause even though I am a 

teacher, what if 1 wasn't a teacher or what if I was a security officer, or what if 1 

worked in fast food or at Wal-Mart or retail and I don't have access to the type of 

resources to continue the learning process once my kid gets home. I'm just 

dependent on the school now to educate my son or my daughter.

Even parents that did not meet the dissatisfaction criteria for an interview 

expressed displeasure concerning their dialectical relationship with the school. A survey 

responder stated:

Teachers need to have more study guides and communication on their websites so 

parents can help at home. Some teachers have nothing for parents to see as far as 

homework or test coming up. Teachers make it hard for parents to help the child, 

just give us the study guides so we can help the child at home. It is difficult to 

read a child’s handwriting from their notes.

Similarly Karen summed it all up:

You know make them accountable, create a syllabus, post the syllabus, send the 

parent an extra copy the syllabus to have at home. And if you must change the 

syllabus, not only email the child, but email the parent. It's a mailing list. And
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you know what I've gotten in meetings, "Well we are trying to teach the child that 

they need to be checking their email everyday." Great! How often do you expect 

them to stop the homework that they're doing to go and check the email changes. 

So that you know that is a big BIG frustration for parents! How hard is it to add 

the parents email address to the list? Its not! It’s a fight to keep the parents 

involved, you know.

Generative Mechanism 3. Every dissatisfied parent in this sample perceived 

schools as unconcerned with the well-being and holistic needs o f its students. This 

potential generative mechanism illustrated theories of horizontal and vertical 

relationships and loyalty. The vertical loyalty that exists between a parent and child 

superseded the horizontal loyalty that may exist between parents and schools. Therefore, 

when parents in this sample perceived that their children were not being treated just and 

fair “the parents’ emotional involvement” with the child caused the parents to “come up 

against” the “professional and detached attitude on the part o f the school” which manifest 

as dissatisfaction (Oostdam & Hooge, 2013, p. 343).

In 2014, the United Nations Convention on the Rights o f the Child identified the 

child as “a human being, who has the right to be respected as a unique individual with her 

own perspective and personal intentions by fellow human beings and by the state, its 

institutions, and other organizations” (Kosher, Jiang, Ben-Arieh, & Huebner, 2014, p. 8). 

Integrating “civic, political, social, economic, and cultural rights” as aspects of the 

holistic child, the Convention addressed child well-being of the child through the 

establishment o f three specific rights, which included provision, protection, and
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participation (Kosher et al., 2014, p. 9). According to Kosher et al. (2014) these rights 

ensured that schools include:

(a) provision rights- schools and education should be easily and readily accessible 

to all children and provide them opportunities to meet basic needs as well as 

fostering opportunities for learning, development, health, and overall well-being;

(b) protection rights- schools and education should be a protected haven for 

children, free of physical, mental or any other danger (p. 11-12).

Participation rights are the rights of the child to play an active role in decisions being 

made on their behalf. While participation rights seemed to emerge more in the parents 

desire for a progressive curriculum, several parents provided numerous events recounting 

a disregard for the provision and protection rights o f the child by the school, which 

generated their high levels of parental dissatisfaction.

Very few dissatisfied parents in this sample mentioned concerns for child 

protection as it related to physical safety. Ethan stated, “Now as far as safety goes, you 

know a school is supposed to be a safe haven, a place where your kids can go to learn 

about nutrition, and receive a balanced diet, and be in a safe environment.” While Patricia 

concluded:

Well 1 am on the site counsel there and apparently now 49% of the kids say they 

feel safe at the school, but in the past it was like 6%, but still it seems that if 1 out 

o f every 2 kids on campus doesn't feel safe that its not a very safe environment. 

They have a school resource officer on their side and then one on the adjoining 

campus at the high school, but I know they are fully sworn police officers, it's not 

like they are just security. They seem to be on lockdown a lot, they seem to have
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weapons bought on campus, there seem to be issues with students fighting or with 

students threatening teachers. It seems like there are a lot o f problems with just 

basic safety.

Despite the limited mentions of physical safety, a clear focus on emotional safety 

and the unjust treatment o f students was a recurrent theme mentioned in several of the 

interviews. Many parents voiced concerns with intimidation and provided examples of 

situations in which the teacher or educator in charge acted as a bully toward students. 

Susan expressed high expectations for the proper treatment o f children. She shared:

1 expect my child's school to treat everybody the same way. To reach out to those

that are not as economically... ummm who dunnin' have, you know, who

dunnin' have as much. To treat them the same way as they would the kid who 

sats beside ‘em whose parents are always involved in everything. They need to 

because they need it. Most the kids who are from foster families and who live in 

children's homes, who dunnin have... I mean right now grand my grandson knows 

kids who are basically on their own because their parents are addicts and or their 

parents just really don't care. And those kids seem to be the first ones that they.... 

ummm... that are easily discarded at school instead the school should reach out to 

those kids.

When asked to elaborate, Susan continued:

There’s still people there that... ummm, ummm.... there still some instances that 

teachers have been very way out o f line and there still seems to be...needs to be... 

umm... those teachers need to have the same ...um m m ... punishment as if the 

kids do that. You know what I'm saying. If a child is... um m m ...if one o f the
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kids are... ummm.... disrespectful and a smart aleck and agitator and they get in 

trouble, if the teacher is the same way they should also be suspended for a few 

days or you know (laughs). The kids need to see that just because you are a 

teacher dunnin mean that you get to act anyway you want to act. This is a

counselor actually ummm m y.... ummm.... and this is personal but my

grandson... umm... she has never like him. We don't know why accept that 

maybe my grandson is very outspoken so... ummm.... and he is not disrespectful 

unless he is pushed and then he has no filter. And it comes from... ummm... a lot 

of things, a lot o f the way he had to grow up early in his life and.... ummm.... he 

is very defensive because he has seen more than most children his age. But this 

and I've tried to talk to her we've had meetings and actually the last meeting we 

ever had she actually made me cry. So... (laughs)...And she is still there and you 

know she has this... umm... he was looking, he was asking where a particular 

place was to pay for his high school ring. And her comment to him was ‘Why are 

you looking for that? I didn't think you were on the path to graduate.’ I mean how 

is that suppose to make a kid feel. I mean actually he is on the path to graduate, 

but why would a counselor say that? I hear she is a really nice person so I 

understand there is probably some bad history between the two o f them because 

o f his freshman year when... ummm... when she would smart off and he would 

smart back and she don't like that cause she don't think... he is not in one o f her 

economically advanced, I mean economic (sighs) ...H e is not someone that she 

thinks she has to be nice to because his parents dunnit contribute to the school.

She is one of the problems. You know she is just one o f them, but...um m m ... its
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that one’s personal to me. But I have seen it happen with a lot of other kids, not 

necessarily my grandson’s friends but kids of my friends, kids of people 1 work 

with.

Daniel also recounted an incident in which he felt a teacher intimidated his son.

He detailed:

Very specifically, that my middle son was bullied by (states person’s full name). 

We had a very specific issue with her, my wife met with her, and asked her to 

keep the conversation between us, the parents and teacher, until we came up with 

a resolution. She immediately went to our son, pulled him out of class, and put 

him out in the hallway and asked why his parents were there asking her questions. 

That to us was a clear sign that she lacked control, that she doesn't understand the 

process, and parents and teachers can have a conversation, that asking a 12 year 

old why his parents were there having a conversation with her was very immature 

on her side and unprofessional at best. And it lead us to lack trust in her ability to 

maintain professional conversations when she is engaging a 12 year old to ask 

why we were there asking questions about her.” An additionally an unidentified 

survey responder specifically stated, “My son was bullied by a teacher while in 

7th grade.

Karen detailed how she made a special request for another teacher for her child 

after hearing the teacher she was originally assigned yelling at students in the hall. She 

stated:

When you get a teacher that screams and yells at the kids and I had that situation. 

It wasn't the teacher I had. It was one my kid was supposed to have and I had
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emailed the principal because she had had a very bad first grade year. And I said 

okay you've got to put her in somebody else’s class, and here is her personality, 

here is what she needs you know to be successful and to go forward and he moved 

her. He listened. You know he was a phenomenal principal. You couldn't go in 

and ask for a specific teacher, but you could go in say here is my child and here is 

what my child's grows best in. But that teacher that she was originally assigned to 

screamed and yelled and had meltdowns in the classroom and this was a veteran 

teacher. It was somebody that needed to go on a sabbatical or do something else 

for a little while. She had lost her love for teaching...

Monica worried that teachers were often disconnected from their students. She 

felt this was one o f the greatest challenges in schools. She verbalized:

1 have just seen how the only thing that some educators need is just a true 

connection to students, an understanding, and respect for them and they would 

have them, and they don't even grasp that. And that's the only one thing they are 

lacking, they might have good content, you know everything, but they don't 

understand the importance of connections and actually meshing in with students 

so you know who they really are, so you can feel them a little bit and relate to 

them, therefore, that's a connection, a relationship, and so therefore you work 

better when the relationship is good and the connection is good. But some people 

don't get that and that's what's lacking and it's just because they are not exposed 

and so they come up with preconceived notions. I have just found some educators 

who allow things, a child is a child and what they do today should be gone 

tomorrow, especially if the punishment's been dealt and there shouldn't be any
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retaliation, that's not even in the description of a teacher so I'm ju s t.. .1 think those 

things, you know, but I think its just interpersonal skills.

A survey responder added to this idea o f connectivity:

My child had a teacher last year that he said just didn't like him and he didn't 

understand why. He felt he struggled in that class due to her feelings against him 

because when he asked for help her heart wasn't into it to see this child succeed. 

He has a couple o f teachers this year he said he can tell they just don't care if you 

succeed or fail. That's not the role models you want teaching your children. 

Parents frequently verbalized worries about their children’s mental state, and felt 

schools caused harm to their children as oppose to helping them. Susan expressed, “1 

can't stand to see a kid hurting and in schools they shouldn’t get hurt at school. No kid 

should ever get hurt at school, especially by the teachers.”

One survey responders spoke on issues with dress code enforcement stating:

Girls are being overly sexualized by the dress code. Teachers who do not know 

the students personally are quick to bring them down in front of their peers in the 

hallways and give them a violation. Clothing for a developing girl is already 

difficult to purchase and maintain. The teachers are majorly hurting young girls 

psyche before and between classes by calling out good/sweet girls and labeling 

them as being "too sexual" with their attire. This is proving to be a distraction to 

learning, because these girls are mortified after being labeled and cannot focus 

(Maslow's Hierarchy o f needs). AND NO my daughter has not been "dress coded" 

one time, but I've heard from too many of her peers about how mortifying this is.
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While another mentioned, “Some parts of the dress code only applies to girls with certain 

types of body.”

Prior to Brittany’s decision to home school she struggled with witnessing her 

child experience high levels o f anxiety at a full Spanish emersion magnet school that he 

was zoned to attend. She explained:

He just was unhappy and the only reason I didn't take him out any sooner was 

because he could do the work. You know we all hated school. I hated school the 

entire time so that at first I felt like that's just a given you're not going to like 

school. But the more it went on and on, I was like why can't you be in a position 

where you like school. I just don't feel like it has to be the norm to not like it. 

Brittany continued:

I mean we are talking about second grade. She used to be a third grade teacher so 

1 felt like she was still teaching on a third grade level. She said, ‘If they are over 

prepared that's better.’ Well okay that's fine, but a seven year old shouldn't be 

stressed and he was stressed. He would cry at night, more so in third grade then, 

complaining about not wanting to go to school the next day. Then he wouldn't 

even sleep well and then the next day it would be a struggle to get him up and 

motivated to go. We are talking about an 8 year old. He is worried about getting 

yelled at for not getting the right answer and afraid to raise his hand to answer a 

question because the teachers would refuse to speak in English too. But I'm like 

if he doesn't understand then he is going to have to ask you in English and if you 

want to break it down to him, you got to speak some English. So that was kind o f 

the last straw.
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Karen’s high school son also demonstrated high anxiety resulting in him running 

away from home. She detailed:

My older child was doing the IB program at (names school) and had a mental 

meltdown due to the excessive amount o f over assignments in 1 o f the IB classes, 

and ran away from home. Left school, locked his cell phone in his locker at 

school, got in the car went to the house, picked up his computer, and left the state. 

This is a child that could not find his way from one side o f the town to the other 

because he has had his head down in a game all o f his life, but because he was so 

stressed he went to a stranger that he only knew online in Georgia in a very, very 

bad part o f town, very bad. So you know, it pushed him too far.

Many dissatisfied parents felt the workload required o f their children was 

excessive, developmentally inappropriate, and left little room for children to be 

themselves. Brittany mentioned:

It's like I want him to be happy and I want him to be well rounded and I want to 

spend time and help him building his character and stuff and focusing on things 

that he is interested and still doing the basics, but I don't know its 3rd grade. This 

is not 8th or 9th grade, like calm down a little bit.” She continued, “Now I know 

they got to learn this stuff, but I felt like it was just too much. He was already in 

school all day and then he came home with a good solid two hours worth of 

homework, or busy work, in my opinion. Just kind of unnecessary like why are 

we talking about the same stuff for an entire week, if he got it lets move on. And 

that was kind of his mentality; he is like I'm not trying to talk about this stuff 

forever, plus he didn't care. 1 just don't know. My son is kind of like me. We are
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a little free spirited and we just want to learn what we wanna learn and keep it 

moving.

Karen stated:

Like for instance, my 11th grader last year as a 1 Oth grader in her English class, 

they have the same amount o f hours seat time in the classroom because they have 

longer in the day, but they have less days to go home and get to prepare. So the 

teachers are still trying to cover the same number o f novels and my child was 

having to read a novel in class, and a novel at home, and run cross country and 

play softball, you know that kind o f thing. They don't think this out... there is 

nothing in the South Carolina Department o f Education Standards that says the 

child must read 17 books. It says the child must master this, do this, learn to 

write, diagnose, summarize...yaduh yaduh yaduh. It's the skills they are 

supposed to be getting not the volume o f work.

Speaking in reference to her son she stated:

I had already sent the teachers a message saying can you let us know in advance 

what the homework is, if it gets to 11:30 at night can I not send him to bed and I 

let you know that I watched him personally work from the time he walked in from 

band, got his shower, ate dinner, sat down and worked on homework. Can I let 

you know that I sent him to bed at 11:30? Can I get an extension, no I can't do 

that. Really? Smart child, it's not for stupid stuff. But I sat down with him one 

night to do the assignments and, he had four different textbooks o f which he had 

three different assignments that was assigned for one night and I sat down and 

helped him do the homework. I helped him do one o f the assignments and I have
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a college degree and it took me 2.5 hours to answer 30 questions. He made 100 on 

the test, so I don't feel guilty for helping, I don't. I'd stop and ask him the 

questions; he'd know the answer verbatim. Like I said smart boy, teach it to him 

he knows it. But what was the purpose in that? Why four books, all covering the 

Civil War? Not like they were four different things, but four different points of 

view.

Parents also voiced alarm about schools failing to accommodate the individual 

needs o f the student. Some were concerned about how school addressed the 

implementation o f federal documents such as Individualized Educational Programs (IEP) 

and 504 plans. Additionally, meeting the needs o f gifted and talented (GT) students was 

also mentioned frequently.

Martha stated:

I wish my child school had a better appreciation for giftedness. I am a teacher 

and as a teacher we do a pretty good job o f bringing up the bottom 10 % since 

NCLB, but I feel like that top 10 % are being left behind, because they are not 

being pushed, they're not being expanded. There is too much attention on the 

lower half or the lower portion and we are not addressing the high achievers. I 

think my biggest area o f unhappiness is the fact that there is not a good program 

to challenge the kids, any of the kids, but especially the high achiever to really get 

them thinking as opposed to just feeding them information and wanting them to 

regurgitate it.

Martha was so unhappy with her child’s school that she was making plans to 

move him to another school within the months following our interview. When asked what
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caused her to make this decision she detailed a personal experience she had with her 

son’s teacher. She shared:

When he went to his teacher and asked her is she could give him more of a 

challenge. My fourth grader went to his teacher and asked her that and she told 

him that he goes to his Project Challenge class, that's the GT class, he goes to 

Project Challenge for a challenge, but when he is in her classroom he does the 

same exact work as everybody else. That and talking to her and the principal 1 

got the same kind of response, that's just not acceptable because if a kid isn't 

challenged, they’re not living to their potential. And also he was getting the idea 

that he doesn't have to work hard and that’s and awful idea for a kid to have. And 

at that point I was just like you know what, they are not willing to give him what 

he needs. They are not even willing to entertain the thought of giving him what 

he needs

Former private school parent, Crystal expressed feelings much like Martha’s and 

was also making plans to move her child to another school. In the interview she 

frequently compared her daughter’s current public school with the private school she 

once attended and was highly pleased with. Crystal stated:

I know its not until after second grade that they start with the challenging and 

gifted program. I don’t know if that program at a later age will be more 

challenging and be more what I think would fit her or not. I don't feel like its at 

the same level that she would be if she was at her old private school because I just 

feel like she'd be more into the time tables, and I know they get into that a little bit
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later, but 1 just don't feel like overall its at the same level she would be if she was 

at her old school.

Patricia was displeased with the school’s implementation of her son’s IEP enough 

to consider hiring an advocate, but feared it would further ostracize her child. She 

explained:

He has an IEP and they won't implement his IEP so there is just a lot o f basic stuff 

at his school that's lacking. I have complained to the principal and the Special Ed 

department so there is now some compliance, but its compliance with complaints. 

Like the whole class will be told well we have to do this because he needs this, or 

we could do that but we can't because he has to do this. So it doesn't feel like it is 

appropriately implemented to me still at this point. At some point I might go 

ahead and hire and advocate. Two of the other parents who pulled their kids out 

of the school said that when they really got forceful with the teacher that, like they 

hired advocates and filed formal complaints, that teacher started to bully their 

child, like pick on him. So I don't want it to get worse for him. So it's kind of a 

very hard situation.

Karen also found struggles in getting the school to accommodate her children’s 

504 requirements. She stated:

High school is much more resistant to it. The junior when she was at middle 

school and she really, she got put on her medication in 5th grade, we didn't begin 

to needing accommodation for her until 7th grade. And when she started need 

accommodations I had her pediatrician send a fax to the school a list o f the 

standard 504 accommodations and they emailed that over and I set up an
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appointment. And when I called the guidance counselor at her middle school to 

say we need to come in, we need a 504, I'm starting to see problems, I think we 

need to get some of the standard accommodations in place. And the guidance 

counselor argued with me that she was an honor student, she did not qualify for 

504. I said you are wrong, go back and read your literature, you are wrong. Then 

she argued that she did not have a physical disability, like walking and speaking 

so she did not qualify for a 504. I said AGAIN you are wrong, you need to go 

back and reeducate yourself on what a 504 is. Then when I went to the meeting 

they claimed to have never gotten the fax though the doctor had sent me one as 

well. So I gave them my copy and then the two guidance counselors sat in front 

of me reading it and laughing in front o f me. Well then this past year, we didn't 

need them, we needed them in 7th and 8th, 9th grade was fine, 10th started having 

problems in school, so I contacted the guidance counselor, it took her forever to 

figure out why we didn't have a 504 or anything in her plan, she found finally in 

the notes from the guidance counselors from the guidance counselor over at the 

middle school the stuff they had never put it in official writing. I didn't ask for 

anything outrageous because I don't believe the real world has a 504 plan so I am 

only going to ask for what my child needs to succeed. The one in high school 

right now, I mean she'll tell you ‘I can take notes or I can pay attention. I can't do 

either one of those particularly well.’ The smart ass teacher (pardon my 

language) will go, ‘Well their not going to give her notes in college' and I look at 

them and go ‘Yeah they will because my son at college had accommodations like 

that too. You know you are wrong! You people are apparently not educated...It's
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not a 504 at the collegiate level, its different it moves from being one kind of an 

act, civil to liberal or something.’ It has a different name when you go to the 

college education level, but its still a disabilities act, they still qualify to get 

certain things. You know it’s a struggle. It cost my 11th grader the ability to be in 

honors math next semester because her teacher desperately wanted to give her 

extended time on test. She said I can tell she is struggling and not getting finish, 

but I can't give it to her if I don't give it to everybody else without the 504. It took 

so long that the first nine weeks were gone by time we finally got everything in 

flow so she didn't make the cut off to be able to stay in the class. So she got put 

down to a CP level for this year. So you know there is disorganization on all 

levels of it as far o f that as it comes and goes. You get literalist who will follow it 

to the T, you get the ones that will balk at it, and you get the ones that don't really 

know what they're doing you know. When it works it works great. When it 

doesn't work, it's horrible.

Monica and Brittany both desired more social opportunities for their children and 

felt that schools rarely enforced that. Monica remarked on how she wished the school 

had more social interaction. She stated:

Had a time for my child to be social. There is no break and I see the deficiencies 

in it she's not happy, because she doesn't get that social time or that time to just be 

her at the school. I feel like my school needs a break. A typical day is going from 

block to block. She goes to six blocks, two are co-curricular the rest are general. 

She is in 8th grade so she is taking Algebra I and she is also taking a foreign 

language, but she is taking AVID, which is something that is like extracurricular
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as well as she is in basketball. So it's just that she goes from class to class to class. 

The only time she is ever social is in the cafeteria which is lunch, which in only 

like 15-20 minutes o f the day.

Similarly Brittany noted:

I don't like it being... 1 don't want to compare it to a prison, but it's just so stiff. I 

guess maybe that have to be, but I just don't think school should be so hard, 1 

mean just the environment. Am I making any sense? They really don't have time 

to interact with each other. The first thing people say to me when I tell them 1 

homeschool now is they worry about his socialization. Well when do you think 

he was socializing in school cause it was sit at your desk do your work, nobody 

talk in the hallway, quiet lunch eat your food in 20 something minutes or 

whatever, get up and go, go to recess for a little bit, super early in the morning so 

you have the rest of the day to sit and do work. When did he socialize then? He 

didn't!

Ethan and Shonte expressed a strong need for a culturally competent learning 

environment designed to meet the needs o f a diverse population. Ethan mentioned:

I think that they are really just perpetuating a cycle of traditions and traditional 

education that doesn't really have any meaning to the kids. They don't learn about 

themselves. They learn tradition and not education. Well, what I mean is, the 

things they learn in school do not resemble them or do not relate to them. It's 

more o f just a generic history. They might learn a little bit about China or a little 

bit about... umm... but everything is just Christmas and Halloween. There is no 

connection to black faces. There is more connections to Latin faces than there are
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to African American faces, I mean besides Martin Luther King, everybody knows 

Martin Luther King, but there is no other connection. There is no this is me, this 

is what my people have done, this is what I can be inspired to do based off of the 

history o f my people. I mean it’s just disconnected.

Ethan elaborated:

I feel like the celebration o f those major commercial holidays or that ritual of 

saying the Pledge of Allegiance... umm... 1 just feel like that is stripping away 

from them developing their own identity. Kids need to have culture, you know, 

you go into some places, you know Hispanics have their culture, Whites have 

their culture, Asians have their culture, but for African Americans, my son goes to 

a predominately African American school, for African Americans there really is 

no culture. We're not teaching them etiquette, we’re not teaching them manners, 

we're not teaching them...we're not teaching their parents what they should be 

teaching their kids about manners, and etiquette, and culture, and how to strive.” 

Additionally Shonte shared:

1 think that they are use to providing education to a homogenous group. To a 

group predominantly Caucasian and recent years has become more....there has 

been an influx of Spanish speaking immigrants and 1 think they have tried to be a 

little responsive, by providing information about Hispanic awareness month and 

all sorts o f different things, but 1 think some o f the effort they put forth they don't 

really seem genuine. When it comes the quality o f the library and the number of 

after school programs they have they are doing great, but when I look at some of 

the curriculum things if its something for Thanksgiving or Columbus Day or
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another general national holiday it comes from a very pointed perspective.

When asked to elaborate she continued:

1 feel that sometimes there is a little value added to the curriculum. For example, 

around Columbus Day there was some information that came home with him that 

I was not pleased about, and 1 did express that to the teacher, about Columbus 

making friends with Native Americans and things o f that nature. Things that are 

just historically inaccurate and wrong. You know so, it was materials like a 

coloring book that the children were suppose to complete and it had a picture of 

Columbus coming to shore and the Native Americans were scantily clad and he 

was not. He was smiling and giving them gold and they were giving him some 

com and you know it was kind o f ridiculous. That kind of thing, where we 

absolutely know that's not what happen. So 1 raised that to the teacher, she says 

that those were just the materials that she could find and I said that you know I 

need a little bit more historically accurate information if you have to cover 

Columbus, if you have to say that and you want to do it in an age appropriate way 

then you can probably find that if that's what your aim is. But if your aim is to 

provide some values based indoctrination then that's what you are going to do to. 

So, I don't know, I'm a little bit o f a trouble maker (she laughs).

Shonte concluded:

I think that there’s a lot o f methodology that’s from the 1950s and previous. I feel 

that some of the teaching techniques are tools that help the teachers who are 

predominately Caucasian females. And they are not responsive to the needs of 

different learners, o f differently able individuals. 1 think to not be able to equip
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those students as well as you equip students that fit the teachers particular 

experience is putting us at a detriment as a country.

Contrarily, while Brittany acknowledged knowing several African American 

mothers in a Facebook support group who choose to homeschool their children for the 

reasons mentioned by Ethan and Shonte, she announced that had nothing to do with her 

decision. She stated:

1 had no idea it was so many black people that home school, 1 tell you the truth. 

It's a lot, not right around here locally, that I know of yet, but I'm sure there 

probably are. But the network o f women in that Facebook group, its' a lot o f us. 1 

love it. I'm like oh look at my people! Now a lot o f them seem to be very 

militant. I am not militant or anything and I didn't take my baby out because he 

didn’t' learn enough black history (laughs).

While the parents in this sample had a variety of reasons for their dissatisfaction 

concerning their children’s well-being and holistic needs, ultimately each wanted their 

children to thrive and be happy while in school. Susan stated:

There have been so many times when somebody could have actually really really 

made a big difference in a child's life and instead choose not to. Like I said earlier 

reaching out to a kid that maybe having a bad day or a bad life period, that they 

have been through a lot or seen a lot. Some go to school just needing someone to 

say something positive and not negative or needing someone to ask can I give you 

some extra help.

Crystal hoped schools would “provide an environment in which my child can 

thrive from an educational standpoint.” While Brittany felt “Kids should not be unhappy
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to go to school. You can learn the same stuff and it be positive and it can still be fun. I 

just believe that.” Finally, Monica summed this generative mechanism up best when she 

stated:

Schools should provide my child with the opportunities and experiences to 

understand herself holistically. Not just academically, but also in all the 

developmental domains that are essential and giving her what she needs and 

allowing her to see a level of success within herself, building confidence. Just 

being a resource in regards in to any area in which she has a deficiency.

Stage 5: Abductive Reasoning. To further examine the three potential generative 

mechanisms, I postulated possible conditions required to produce parental dissatisfaction 

by examining the social relationships presented in data. Asking what could be present to 

cause dissatisfaction verses what must be present to cause dissatisfaction I distinguish 

between contingencies (what can be) and necessities (what must be). To avoid 

misattribution of causality I questioned the following:

a. Can parental dissatisfaction exist without parents perceiving their child’s school 

as providing a test-centered curriculum?

b. Can parental dissatisfaction exist without parents perceiving their child’s school 

as unwilling to engage in a mutual partnership?

c. Can parental dissatisfaction exist without parents perceiving their child’s school 

as unconcern with the holistic needs of its students?

After considering all o f the literature examined throughout this study, my initial 

abduction was that parental dissatisfaction could only exist outside o f the presence of two 

o f the four potential mechanisms. While test-centered instruction could be the cause of
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parental dissatisfaction, 1 abducted that this does not have to be for dissatisfaction to 

exist, making it a contingency as oppose to necessity. However, it appears parental 

dissatisfaction cannot exist without lack o f horizontal loyalty leading to parents' 

perceptions o f schools as unconcerned with the well-being and holistic needs of their 

child and unwilling to engage in mutual partnerships. Therefore, I temporarily concluded 

that generative mechanism three and four are necessary in order for the phenomenon to 

occur.

Stage 6: Elimination and Identification. Before completely eliminating any 

mechanisms, 1 used the Context-Mechanism-Outcome model to examine the impact of 

context on all three generative mechanism outcomes. 1 scrutinized each mechanism 

through a process of forward and backward chaining to further understand the intentions 

and results o f the proposed mechanisms. Within the context o f time, I questioned if 

parental dissatisfaction would still exist with or without the proposed generative 

mechanism.

Historical evidence supports the notion that since the establishment o f schools 

there has always been parents who were concerned with the well-being and holistic needs 

of their children and desired an active role in their education. Dating as far back as 

Colonial America, many small faith based schools were governed by parents who had the 

power to influence curriculum as well as select teachers (Hiatt, 1994). However, in the 

mid-1800s educational reformists Horace Mann and Henry Barnard lead the crusade for 

the development o f common schools. They advocated the standardization o f schools, 

which lead to bureaucratization, and the professionalization o f educators. These 

reformers believed parents were ill equipped to contribute to the education of their
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children in turn “should turn over the process o f education to professionals hired by the 

state” (Hiatt, 1994, p. 32). By 1860, public school systems fashioned after Mann’s 

common school vision were apart of nearly all states (Hiatt, 1994).

The deliberate relinquishment of parent control over education was not 

universally embraced. In 1897, National Congress of Mothers (NCM) attempted to 

regain parental control over public schools. These middle to upper class mothers took on 

the charge o f studying both curriculum and child development all while encouraging 

“other parents to be active in schools” on a national, state and local level (Hiatt, 1994, p. 

34). This ultimately led to the formation o f the Parent Teacher Association (PTA), an 

organization is still in existence today (Hiatt, 1994).

Predated by the phenomenon of parental dissatisfaction, the test-centered 

curriculum is a recent concept resulting from the NCLB Act o f 2001. As far back as 

1897, the establishment o f the PTA alludes to the presence o f parental dissatisfaction. 

Therefore in a process o f forward chaining, it can be assume that in future context 

parental dissatisfaction would still exist even if the test-centered curriculum did not. As 

a result, I confirm my conclusion from stage 5 that while parents’ perceptions of a test- 

centered curriculum may exist alongside parental dissatisfaction, it is not necessarily the 

cause o f it. However, the historical evidence of parents concern with the well-being and 

holistic needs o f their children and desire for an active role in their education suggest that 

these generative mechanisms must be present to bring about dissatisfaction. One would 

assume in the future these mechanisms would possess the same generative powers. 

Therefore, in response to research question 5 ,1 conclude that a perception that the school 

is unconcerned with the well-being and holistic needs of its students and unwilling to
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engage in a mutual partnership with parents are the two generative mechanisms with the 

greatest capacity for explaining what influences parents’ decision-making process 

regarding their displeasure with their child(ren)’s grade school.

Summary

It is conclusive that there is no significant difference in the level of parent 

dissatisfaction with the quality o f education in their oldest child’s grade school based 

upon the parents’ race, economic status, or gender. According to the results o f the 

ANOVA these variables do not offer any statistical explanation as to why parents are 

unhappy. Additionally race, gender, and SES are not statistically significant predictors of 

parental dissatisfaction with the quality o f education in their oldest child’s grade school. 

However, according to the results of the linear regression the variable of SES does offer 

some statistical explanation as to the unhappiness o f parents.

The majority of dissatisfied parents in this sample perceived national and 

international schools as binary oppositions. When speaking of national verses 

international schools, US schools were most frequently referred to using negative 

terminology, while international schools were mostly referenced in a positive light. 

Dissatisfied parents in this sample indicate expectations o f a progressive education 

provided by educators with sound professional content knowledge that will prepare their 

children for college or a career. Ultimately, a perception that the school is unconcerned 

with the well-being and holistic needs o f its students and unwilling to engage in a mutual 

partnership with parents are the two generative mechanisms with the greatest capacity for 

explaining what influences parents’ decision-making process regarding their displeasure 

with their child(ren)’s grade school.



CHAPTER 5 

DISCUSSION AND RECOMMENDATIONS 

Summary

Currently, the pendulum of power ostensibly appears to be swinging back into 

parents’ domain with the idea of school choice. Numerous studies have related notions 

o f school choice with levels o f parental dissatisfaction, making the terms seemingly 

inseparable. While some researchers proposed that various demographics (education, 

ethnicity, social class) influenced parents’ school dissatisfaction and decision making, 

only a few studies have addressed why parents decide to switch or remain at current 

schools, and little is known about factors that influence parents perceptions o f schools.

The aim of this sequential explanatory mixed methods research (MMR) was to 

evaluate and examine the phenomenon o f parent dissatisfaction levels with the quality of 

schools grades K-12,h. The study sought to describe demographic characteristics that 

possibly predict guardians’ levels o f school dissatisfaction with parents o f K-12th school 

attendants, and ultimately examine generative mechanisms influencing parents’ 

perspectives and decision-making processes regarding their dissatisfaction of both local 

and national educational institutions. This study aimed to contribute to the body of 

knowledge on the educational outcomes displeased guardians’ value most.

The targeted population of this study consisted o f parents o f US schools students

grades K-12th. A sample o f 343 parents in a local school district, from Facebook, and

Twitter completed the C lark’s Quality o f  Education Parent Satisfaction Survey to assess

186
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levels o f parents’ dissatisfaction with the schools. The results were analyzed using an 

ANOVA and linear regression.

ANOVA results from the survey indicate a parents’ race, socio-economic status 

(SES), or gender do not offer any statistical explanation as to why parents are unhappy. 

Additionally these independent variables are not statistically significant predictors of 

parental dissatisfaction with the quality o f education in their oldest child’s grade school, 

however, the variable o f SES does offer some statistical explanation as to the 

unhappiness o f parents.

Additionally, semi-structured phone interviews were conducted with 10 parents 

who indicated dissatisfaction ratings of 50% or higher on the survey. An analysis of 

interview transcripts concluded, the majority o f dissatisfied parents in this sample 

perceive national and international schools as binary oppositions, frequently referring to 

educational quality in the US negatively and opposing international institutions in a 

positive light. These dissatisfied parents expect a progressive education provided by 

highly trained professionals to prepare their children for college or a career. Ultimately, 

the two generative mechanisms with the greatest capacity for producing dissatisfaction 

are parents perceptions that schools are unconcerned with the well-being and holistic 

needs o f children and unwilling to engage in mutual partnerships with parents.

Interpretations o f Findings

Voice and Choice

The phenomenon o f parental dissatisfaction is evidenced by findings in studies 

such as the 2007 Gallup Poll interviewing thousands o f parents across the US. In this 

study, researcher Carroll reported that over half of parents were dissatisfied with the
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quality of education in US grade schools, which was also in line with a fairly consistent 

data trend over the last eight years. Studies such as Hausman & Goldring (2000), 

addressed notions that dissatisfaction and school choice worked hand and hand, 

concluding parents opt for choice when they are dissatisfied with their child’s school. 

Therefore recent school reform has addressed dissatisfaction with the option of school 

choice contingent upon standardized test scores. This legislation assumed that parents’ 

decisions about their children’s’ schools are only driven by academic performance.

Based upon my findings, in this current context of time, standardized testing is 

indeed a contingency for parental dissatisfaction. Therefore, I conclude that 

accountability testing plays a large role in parental dissatisfaction. However, 1 do not 

believe it drives dissatisfaction in the way that policymakers’ assume that it does.

Through their legal mandates, legislators allude that high tests scores will make parents 

happy and they will stay in high performing schools, while low tests scores will make 

parents angry enough to leave low performing schools.

My findings are quite the contrary. I argue that, while standardized test fuels 

parental dissatisfaction, it is not the actual results o f the tests but instead it is the loyalty 

the school has to the accountability testing policy and the power the policy wills over the 

school. This imbalance o f loyalty causes the school to neglect valuable relationships with 

both parents and students. It is the very act, neglect of these relationships, that generates 

the manifestation of parental dissatisfaction that leads to weakened loyalty and the 

parents desire to voice their concerns or exit the school (Hirschman, 1970).

In his work Exit, Voice and Loyalty, Hirschman (1970) concluded there were two 

responses to dissatisfaction. People who are unhappy either leave the place of
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displeasure not making any attempts to fix it, or they voice their concerns in hopes that 

they can contribute to change. Both voice and exit were apparent in this study.

The pilot studies used to design the Clark’s Quality o f  Education Parent 

Satisfaction Survey, indicated a high interest in parent voice with sixty percent of the 

survey completers showing interest in a follow up interview. The findings o f this study 

mirror this desire, with more than half o f the survey participants agreeing to voice their 

perceptions. 1 selected 10 of the most dissatisfied parents and when speaking with them 

discovered that the subject educational quality proved to be a hot button topic. Those 

who were interviewed openly discussed their concerns with ease, some providing 

numerous pages o f transcription for every individual question posed.

In addition to their willingness to voice their dissatisfaction, several participants 

also exercised choice. A survey responder wrote:

We opted to pull our daughter from public school when she finished 3rd grade. 

BEST thing we ever did! Her new school is small and we feel they are more 

attuned to help her in areas that she struggles. The change in her has been 

amazing!

This exit mindset was not uncommon among several interviewees who also mentioned 

having exercised choice in the past or the intent to exercise it in the near future. One 

mother was so dissatisfied she removed her child from public school and recently began 

homeschooling. Another child was previously enrolled in a private school that her 

mother was very pleased with, but now attending a public school that the mother 

expressed several concerns with and intended to remove her at the end of the year. A 

father had allowed two o f his children to stay in the neighborhood middle school, but
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paid out of district tuition to send his son to a different high school. While two mothers 

were so unhappy they were considering moving their children to different schools in the 

months following our interview.

Loyalty and Relationships

The results of this study can be summed up in two words, loyalty and 

relationships. Hargrave et al. (1991) separated relationships into two categories, vertical 

and horizontal. Vertical relationships are those that exist between parents and children. 

They are often one-way relationships in which the parent or giver o f life continues to give 

to the child that which is needed for future survival. While horizontal relationships are 

two-way relationships in which both parties may not have equal roles, but a mutual 

responsibility in giving what is needed and taking what is needed to ensure the 

relationship survives. In a horizontal relationship and imbalance o f either partner (too 

much giving, or too much taking) will likely result in dissatisfaction by one or both 

parties involved.

These two types o f relationships naturally align with two types o f loyalty, vertical 

and horizontal loyalty (Oostdam & Hooge, 2011). Like its counterpart vertical 

relationships, vertical loyalty has natural origins. Vertical loyalty is an eternal 

commitment that never ends due to the nature of the life giving relationship. However, 

horizontal loyalty can be terminated if either party’s needs are not being fulfilled in a 

balanced horizontal relationship. Due to the nature o f the school and parent relationship 

(neither gives life to the other) loyalty is horizontal in that the parents are free to cut ties 

if they feel the school is not meeting their requirements of a mutually balanced 

relationship.
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The parents in this study prove to be highly dissatisfied with schools due to 

dysfunctional horizontal relationships that result in the diminishment of horizontal 

loyalty. The first identify generative mechanism with the most explanatory power in 

developing an understanding o f the phenomenon o f parental dissatisfaction was the 

perception from parents that schools were unwilling to engage in mutual partnerships. 

Quantitative survey results support this theory, indicating that the question asking parents 

to rate “how well my child’s teacher communicates with m e...” received the second 

highest average o f parents being dissatisfied or extremely dissatisfied (Appendix I). 

Additionally, every parent interviewed made mention of the lack o f and/or need for 

social, formal, and/or educational partnerships (Oostdam & Hooge, 2011). One parent 

stated, “It’s like they shut the door to parents being involved in education...” and this 

seem to be the general consensus o f the dissatisfied parents interviewed.

In this study, the horizontal relationship between schools and parents was not only 

damaged by the generative mechanism of failure to establish mutual partnerships, but 

also the parents’ perceived ideas that schools were unconcerned with the well-being and 

holistic needs o f the students. Quantitative survey results support this theory, indicating 

that the question asking parents to rate “the personal attention paid to my child as an 

individual...” received the third highest average o f parents being dissatisfied or 

extremely dissatisfied. In addition, parents in this sample describe various events of 

teacher’s bullying students, failure to adhere to lEPs, 504 plans, or address the needs of 

gifted students, as well as, excessive workloads leading to child anxiety, and culturally 

incompetent curriculums as a few examples of failures to address student’s holistic needs. 

As one parent stated, “Nobody is willing to say, ‘Hey you know what, you’re right. Your
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kid needs something else and we are going to work to make that happen.’ Like nobody is 

really done that.” These violations of children’s rights to provisions and protection only 

cause parents to become more dissatisfied and disloyal to the school.

Though not identified, as a generative mechanism parents perceive schools as 

providing a test-centered curriculum. Survey responders found little value in 

standardized assessments and responded to the question “how well standardized test 

show what my child can or cannot do ...” with the highest average o f parents being 

dissatisfied or extremely dissatisfied. As a parent mentioned, “Teachers are very focused 

on the teach to the test. You know its benchmark this, benchmark that, MAP test this, 

MAP test that...too much testing not enough teaching.”

While the test-centered curriculum is ever present in this data set of dissatisfied 

parents, the perception o f teach to the test does not withstand the test o f time and 

therefore can not be confirmed as a generative mechanism of dissatisfaction. Parental 

dissatisfaction existed before the test-centered curriculum and it will likely exist long 

after. However, in the current context o f time this study demonstrates that the test-center 

curriculum is a contingency of parental dissatisfaction. It can be present in relation to 

dissatisfaction, but it does not have to be present for dissatisfaction to exist.

Based on my findings, I believe the test-centered curriculum is highly interrelated 

with the generative mechanisms of parents perceived unwillingness of schools to engage 

in mutual partnerships and their perceived lack o f school’s concern for the well-being and 

holistic needs o f children. Current pressures o f accountability testing negatively impact 

the fair and just treatment of parents and students further causing damage to relationships 

and loyalty. Moreover, I argue that the test-centered curriculum limits the
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implementation of the education dissatisfied parents value most for their children and 

causes these parents to view the quality o f US education as a whole in a negative light in 

comparison to other countries.

Relational dysfunction is apparent at various levels concerning parents, schools, 

students, and policymakers, therefore, in my investigation of the phenomenon o f parental 

dissatisfaction the relationship status o f several stakeholders must be examined. When 

considering the balance o f relationships and loyalty, the data reveals a parent perception 

that schools are vertically loyal to policymakers who design accountability test.

Policies and those who create them give life to the how schools function, making 

the relationship among the two vertical. Schools demonstrate vertical loyalty to the test 

mandate policies o f policymakers causing a hyper focus on achieving high test results, 

despite expenses o f narrowing the curriculum or violating children’s rights. The focus on 

standardized testing results in perceived instructional practices that parents in this sample 

do not support. They overwhelmingly favor progressive curriculum that provides 

students “with opportunities and experiences to understand...[themselves] holistically” 

but feel schools are “just feeding them information and wanting them to regurgitate it.’’

Some parents in this sample link the implementation o f a test-centered curriculum 

to excessive workloads for students as well as student anxiety. Researcher Healy (2007) 

concluded, “Loyalty can interfere with our deepest convictions in deciding on and 

judging moral behavior. It can cloud our ability to be impartial where questions o f our 

ties to others come into play” (p. 746). Based on their own recollections, the dissatisfied 

parents in this study perceived that schools are more committed to the test and therefore 

incapable o f making the best decisions for students.
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Ironically, just as the market-based design of school choice policy is rooted in the 

discipline o f economics, so are the concepts o f loyalty needed to address parental 

dissatisfaction. In terms o f economics loyalty generally focuses on “how firms can, 

through advertising and their public ‘face’, reinforce ‘brand loyalty’” (Healy, 2007). 

Brand loyalty is a consumer’s commitment to a particular brand or product. It is the goal 

o f a business to create brand loyalty that is vertical, thereby maintaining a consumers 

blind commitment regardless o f whether or not the item or person is worthy or deserving 

o f loyalty, this is called inertial brand loyalty (Healy, 2007).

Healy (2007) suggested “when I have loyalty towards something or someone, I 

regard it as in some way being ‘mine’...when what belongs to me prospers, I feel pride; 

when it is hurt or suffers, I suffer or feel the pain as well” (p. 746). In this sample, no 

parents perceived that schools or teachers demonstrated hurt or pain in response to the 

hurt and pain of their children, but instead schools mentioned in this study demonstrated 

an inertial brand loyalty toward testing over the well-being of students. Schools vertical 

loyalty toward policymakers resulted in inertial brand loyalty to testing. Today it is not 

uncommon to hear educators in US schools today refer the standardized results as “my 

test scores” despite the fact that students are the actual individuals earning the score.

This proves there is a commitment to high test scoring because high test scores have been 

deemed by policymakers worthy o f receiving the loyalty and service of educators.

Since parents are life givers and sustainers o f their children they function in a 

vertical relationship. Vertical loyalties between parents and their children are strong and 

unlikely to break. According to Oostdam & Hooge (2013) this unwavering loyalty means 

parents experience grave displeasure if they believe their child is being treated unfairly or



195

unjust. When parents negatively perceive things such as faulty school to home 

communication or child well-being and attempt to address these issues it often leads to 

schools inappropriately assuming a dominant vertical relationship role o f “telling parents 

what they should do,” or a submissive vertical relationship role o f “keeping... [parents] at 

a distance,” (Oostdam & Hooge, 2013, p. 339). Seemingly, not one participant in this 

study was able to provide evidence of a school that responded to parental concerns in a 

manner o f a horizontal relationship where both parties were equally loyal to the child and 

worked side by side to develop the best solution.

Implications for Practice and Policy 

When considering the type of relationships that must exists between parents and 

schools, Skallerud (2010) defined loyalty “as a deeply held commitment o f parents to 

continue to have their children attend the school consistently in the future regardless of 

situational influences and other schools’ efforts or attempts to induce them to change 

behaviours” (p.674). If schools want to ensure this type of commitment they must 

establish a better balance in relationship and loyalties.

Currently the nature o f design places schools in vertical relationships with 

policymakers. This gives way to vertical loyalty resulting in a school’s initiative to meet 

legislative mandates. Yet, it appears that policymakers have no relationship or loyalty 

established with students and parents.

Contrarily schools are in horizontal relationships with parents, and must establish 

horizontal loyalty. Between schools and parents there should exist a common goal that 

both entities contribute different qualities to accomplish. According to Article 29 

outlined by the United Nations Convention on the Rights o f the Child, this goal should be
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providing children with an education that develops “each child’s personality, talents, and 

abilities to the fullest” while encouraging “children to respect others human rights” 

(Kosher et al, 2014, p. 11). As a result o f this common goal, schools must maintain 

horizontal relationships with students. This means school valuing students rights to 

provision or quality educational services, protection from mental or physical harm, and 

participation in contributing to their own success. Unfortunately in today’s educational 

system the horizontal relationship between school and student is tarnished by schools 

vertical loyalty to testing resulting in a test-centered curriculum that neglected the holistic 

needs o f the child.

Currently loyalty and relationships on the part of the school to the child as well as 

on the part of policymakers to parents appears to be none existed. In addition the 

relationship roles of these entities are not clearly established. Despite the allusions of 

policymakers that standardized testing accountability increases educational quality by 

pressuring schools to perform better, this study suggest that standardized testing actually 

decreases educational quality by pressuring schools to diminish instructional practices 

and relationships proven to increase student achievement.

If student success is truly the goal o f practitioners and policymakers a more 

balanced approached to establishing relationships and building loyalties is needed. In 

addition to the current vertical relationship/loyalty that exist between schools and 

policymakers and parents and children, as well as the horizontal relationship/loyalty 

between the school and parents, I introduce the new possibility of diagonal allegiance. I 

define diagonal allegiance as the presence o f vertical loyalty in a horizontal relationship. 

While both parties are equal contributors toward the relationship goal, one member is the
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life source thereby providing vertical loyalty that demonstrates unwavering eternal 

commitment to the relationship. Figure 5.1 illustrates my proposed model o f balanced 

loyalties and relationships among educational stake holders.

Vertical relationships are a natural occurrence; therefore in this model they 

remain unchanged. Policymakers remain the life source to schools and parents remain 

the life source to students. Therefore parents and students are eternally loyal to one 

another, just as schools and policymakers. Schools and parents maintain horizontal 

relationships and loyalty, both equally giving to and taking from the partnership what is 

needed to maintain mutual trust. However, this model introduces a horizontal 

relationship and loyalty between students and policymakers. Policymakers examine the 

needs o f students and take what is gleaned as guidance in developing more effective 

legislation, and in turn policymakers give back to students better policies that secure their 

well-being and rights.

Policym aker h o r iz o n ta l relationship an d  lo y a lty^  Students

^  A

Schools ^ ^  Parents

Figure 5.1. Model for Balanced Loyal Relationships
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This model innovatively introduces the concept o f diagonal allegiances between 

policymakers and parents as well as schools and students. As constituents parents give 

life to policymakers, therefore policymakers should maintain endless loyalty to the 

desires o f the parent. However, the balance o f give and take in this relationship is not 

asymmetrical, both parents and policymakers must bring something of equal value to the 

table and take something back to their roles. Policymakers should not assume the 

responsibility o f giving out mandates to schools, without receiving insight from parents 

who are eternally loyal to their children. A balance policymaker and parent relationship 

in addition to policymaker and student relationships will secure legislation is create with 

the students in mind, which will positively impacting the response o f the school to 

children and parents needs.

Schools are the life source o f knowledge to students, making their loyalty vertical 

in nature. While it is the schools job to remain professional, they must begin to love 

children in the same way parents do to ensure that the focus remains on the needs and 

rights of the child. This unwavering loyalty will safeguard schools from making 

decisions that do not meet the best interest o f the children regardless of faulty policy. 

“Schools are inevitably in the loyalty business” and if their loyalty is steadfast to the 

students, school will naturally find value in the importance o f mutual partnerships with 

both parents and students (Healy, 2007, p. 750). When schools invoke the student- 

centered instructional practices dissatisfied parents value most, the horizontal relationship 

between the schools and the student flourishes and participation rights o f the child are 

respected.
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This model offers a framework for stakeholders to consider in working toward the 

goal of student success. I believe, schools that work to maintain balanced loyalties and 

relationships with stakeholders by ensuring diagonal allegiance to students will likely be 

able to sustain parental satisfaction and retain student enrollment regardless of 

standardized test scores. Additionally policymakers that remain horizontally committed 

and loyal to students, while strengthen diagonal allegiance to parents will create 

legislation that truly addresses the needs o f the students and frees schools to meet those 

needs.

Limitations

Very few studies exist employing a methodological approach o f critical realism. 

As a novice researcher engaging in a mixed methods study using TMSA for the very first 

time, I believe my greatest limitation was myself. The conclusions o f this study rely 

heavily on my interpretations, experiences, and knowledge of the discipline. To reduce 

risk of bias, 1 continually examined related literature through out every stage of this study 

as a means for providing sound theoretical support for all findings and conclusions. 

Additionally, limitations were addressed through the triangulation of data that employed 

various mixed methods o f analysis including statistical analysis, inductive, deductive, and 

retroductive reasoning.

Similar to other studies, the voices represented in the interviews belonged to 

parents with the median or maximum SES, majority o f them being female (Bosetti, 2007; 

Raty, 2007; Gibbons & Silva, 2009). Despite more than a third o f survey responders 

possessing a minimal SES, these parents did not surface as willing to talk and the 

majority o f those who did were not dissatisfied enough to meet the criteria for a follow up
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interview. Three parents possessing minimal SES indicated high dissatisfaction ratings 

o f 100%, but expressed no true interest in voice. One agreed to a follow up interview, 

but failed to leave contact information, one hung up the phone when contacted to arrange 

an interview, and the other did not answer or return the calls. The lack of this specific 

demographic amongst the participants interview is an additional limitation of the study.

Recommendations for Future Research 

While the statistical findings o f this study did not support the notion that 

demographics of race, SES, or gender impacted dissatisfaction, SES did offer some 

statistical explanation as to the unhappiness o f parents. To further explain the predictive 

power o f SES in the phenomenon o f dissatisfaction, future studies should remove both 

variables o f gender and race, and only examine SES as the independent variable.

Additionally, recommendation for future research would be to replicate this study 

several times reexamining the identified mechanisms with various different sets o f data. 

Bystad & Munkold (2011), suggested that formulated mechanisms are nothing more than 

conjectures that must be continuously applied to various data sets until the process of 

closure is met. The time constraints o f this study did not allow for repeated application 

of the proposed mechanisms on various different sets o f data.

Purposeful sampling is suggested to enhance the presence of specific 

demographics underrepresented in the data set. Parents with a minimal SES were 

missing from the qualitative data. Futures studies should purposefully sample this 

demographic in the reexamination o f the generative mechanisms. Additionally, males 

were scarcely represented in the quantitative and qualitative data and should also be 

purposefully sampled. Another population worth purposefully sampled would be parent
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educators. During the qualitative interviews, 40% of the dissatisfied parents 

acknowledged themselves as educators. Repeating the study several times while focusing 

only on these specific demographic would provide further explanatory power to the 

generative mechanisms identified in this study.

This study focused on the phenomenon of dissatisfaction from the perspective of 

parents. Using parents’ perceptions conclusions were drawn concerning the role of other 

stakeholders. The number o f highly dissatisfied educators interviewed alludes to the 

possibility that parents are not the only ones experiencing the phenomenon of 

dissatisfaction with the educational quality o f schools in the US. A study examining 

dissatisfaction from the perspectives o f teachers, students, and policymakers would offer 

further explanation o f the Model for Balance Loyalty and Relationships introduced in this 

study. Finally studying the phenomenon o f satisfaction as an alternative to 

dissatisfaction may assist in developing a deeper understanding of the mechanisms by 

repeating the study but speaking with highly satisfied parents and comparing the results.

Conclusion

The findings of this study conclude that parents despite their race, SES, or gender 

equally experience the phenomenon o f dissatisfaction. Regardless o f their demographic 

differences they share very common views and desires for their children. These parents 

want to play an active part in the educational lives o f their children and they want the 

rights of their children to be honored. In honoring the rights o f the child these parents 

believe that the curriculum should be progressive and provided by highly trained 

individuals preparing them for college or a career. When these desires are unfulfilled 

these parents experience dissatisfaction. Ultimately the dissatisfied parents in this study
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unknowingly proposed a strategic plan proven to be successful in Finland in recent years. 

They wished for a common educational vision for the US, highly education professional 

teachers, and specialized educational opportunities for learners. This study aids adding to 

the body of knowledge relating to school choice by concluding that standardized testing 

mandates for school choice do not drive parental dissatisfaction in the way policymakers 

believe. It is not the testing results that make parents unhappy enough to leave, instead it 

is the school’s overemphasis on the testing that leads to the demise of valuable 

relationships and loyalties needed to keep parent satisfied.
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APPENDIX A

DISTRICT EMAIL

P a r e n t s ’  O p i n i o n s  M a t t e r ! !

Win 2 FREE tickets to the Game on November 6, 2015!!!

If you are a parent/guardian o f  a school age student in Anderson School District 5 fo llow  this link 
https://w w w .surveym onkey.eom /s/8D D TV H D

to com plete a brief 15 minute survey to enter for a chance to w in free gam e tickets! Two free tickets w ill 
be given  away to a fam ily at each elem entary, middle, and high school in the district.

*Survey is open from  October 27-November 3 and winners will be contacted no later than November 4. * 

Dear Respondent,

My nam e is Tracey Dum as Clark. I am graduate student at Mercer University. I am conducting a 
research study about how satisfied parents are with schools. The title of my study is called We 
the Parents In Order to Form a More Perfect School: A Mixed Methods Critical Realist Analysis of 
the Phenomenon of Parental Dissatisfaction with US Schools. I am emailing to ask if you would 
like to participate by completing a survey for this research project. Mercer University's IRB 
requires investigators to provide informed consent to the research participants.

If you would be interested in taking this survey, p lease  click on this link and provide your consent 
to take the survey: https://w w w .surveym onkey.eom /s/8D D TV H D

If you have any questions about the study contact the investigator Tracey Dum as Clark at 
(864)934-2938 or tracev.dum as.clark@ live.m ercer.edu.

Mercer University’s  Institutional Review Board (IRB) rev iew ed  stu d y  #(H 1510289) and approved 
it on (21-O ct-2015).

Q uestions about your rights a s  a research participant:
If you have questions about your rights or are dissatisfied at any time with any part of this study, 
you can contact, anonymously if you wish, the Institutional Review Board by phone at (478) 301- 
4101 or email at ORC R esearch @ M ercer.edu.

Thank you in advance for your time and participation!

https://www.surveymonkey.eom/s/8DDTVHD
https://www.surveymonkey.eom/s/8DDTVHD
mailto:tracev.dumas.clark@live.mercer.edu
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APPENDIX B 

SCHOOL FLIER

Parents’ Opinions
Win 2 FREE tickets to 
the 

Football Game on 
November 6, 2015!!!

If you are a parent/guardian of a school age student in 

School District |  follow the QR code or link below to 

complete a brief survey and enter for a chance to win free game 

tickets! Two free tickets will be given away to a family at each

school.

n

**Survey will remain open from October 19-November 3 and 
winners will be contacted no later than November 5.

https://www.surveymonkey.eom/r/CFH2Y9Y
http://www.reichmann-racing.de

https://www.surveymonkey.eom/r/CFH2Y9Y


APPENDIX C

INITIAL PILOT STUDY SURVEY INSTRUMENT

Quality of Education Parent Satisfaction Survey

I w ould love to learn more about how  pleased you are with the quality o f  education taking place at your 
ch ild ’s school. P lease take a few  m inutes to com plete this b rief survey. Respond to each question by 
selecting the number that best indicates your feelings related only  to the current experiences of your 
oldest elementary school student. Your responses m aybe used to help im prove the quality o f  schools. 
Thanks for your valued input!

Directions: The parent or guardian o f  elementary age students should com plete this survey. Please select a 
response for every question below .

1. Who is completing the survey? 5.
o Mother 
o Father
o Other (P lease Specify)

2. How would you classify yourself?
o Caucasian
o Black or African-Am erican  
o Hispanic or Latino 
o N ative American or American  

Indian
o A sian/ Pacific Islander 
o N ot Listed (P lease Specify)

What is your age?
o 18-24 years old
o 25-34  years old
o 35-44  years old
o 45-54  years old
o 55-64  years old
o 65-74  years old
o 75 years or older

What is your highest level of school you have
completed?
o Elementary school to 8 grade
o Som e high school, no diploma
o High school graduate, diplom a or the

equivalent
o Som e co llege  credit, no degree
o Trade/technical/vocational training
o A ssociate degree
o B achelor’s degree
o M aster’s degree
o Professional degree
o Doctorate degree

6. What is the gender o f your oldest child 
attending elementary school?
o M ale 
o Fem ale

7. What is the grade level o f your oldest child 
attending elementary school?
o Kindergarten
o First Grade
o Second Grade
o Third Grade
o Fourth Grade
o Fifth Grade

What is your current marital status? 
o Single, never married 
o Married 
o Divorced  
o W idow ed

8. Does your oldest child attending elementary 
school qualify for free or reduced lunch 
services?
o Y es  
o N o
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Directions: Thinking only  about the curren t experiences of your oldest 
elem entary school student, please select the rating tha t best describes your level 
of agreem ent with each statem ent.

Likert Scale: Strongly Agree Agree Disagree Strongly Disagree

Overall Academic Quality:
1. A quality of the  educational program  is the m ost im portant job of a school 

(Schneider & Buckley, 2002).

2. I am satisfied w ith the overall quality of education my child receives at school 
(Schneider, M. & Buckley, 2002).

Curriculum:

3. Overall, I am pleased w ith w hat my child is being taught is school (Ersoy, 
2007).

4. 1 know w hat the academic standards are for my child’s grade level and how 
they are determ ined (Ersoy, 2007).

5. I feel my child’s school is teaching the m ost im portant academic information 
needed for my child to become a successful adult (Schneider & Buckley,
2002; Ersoy, 2007).

6. My child is not learning anything of value in school (Ersoy, 2007). 

Assessment:
7. Overall, I am pleased w ith how the teacher determ ines my child’s progress in 

school (Tuten, 2007).

8. I feel the grades on my child’s report card are an accurate reflection of w hat 
h e /sh e  can or cannot do (Tuten, 2007).

9. I learn a great deal about my child’s academic progress from the report card 
(Tuten, 2007).

10.1 believe standardized tests, such as MAP and PASS, are  an im portant part of 
learning (Osburn, Stegman, Suitt, & Ritter, 2004).

11.1 believe the school w aste too much tim e giving standardized test (Osburn, e t  
al, 2004).
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12.1 feel standardized test results are an accurate reflection of w hat my child can 
and cannot do (Osburn, et ai, 2004).

Communication:

13. Overall, I am pleased w ith the level of communication betw een my child's 
school and myself (Garrett, 2009).

14. My child’s teacher only contacts me w ith bad news about my child's learning 
progress (Garrett, 2009).

15. My child's teacher gives me inform ation 1 can use a t home to help my child do 
well in school (Garrett, 2009, & Ersoy, 2007).

16.1 think the  w ork sent home w ith my child is a w aste of tim e and confusing 
(Garrett, 2009).

17. If I have questions or concerns I feel comfortable contacting my child’s school 
and my child's teacher welcomes my suggestions and ideas (Garrett, 2009, & 
Ersoy, 2007).



APPENDIX D

FINAL SURVEY INSTRUMENT

Clark’s Quality of Education Parent Satisfaction Survey
I w ould love to learn more about how  pleased you  are with the quality o f  education taking place at your 
child’s school. P lease take a few  minutes to com plete this brief survey. Thanks for your valued input!

Directions: The guardian o f  elementary age students 
for every question below .

1. Who is completing the survey?
o Female Guardian 
o Male Guardian

2. How would you classify yourself?
o Caucasian
o Black or African-American 
o Hispanic or Latino 
o Native American or American Indian
o Asian/ Pacific Islander
o Not Listed (Please Specify):

3. What is your age?
o 18-24 years old
o 25-34 years old
o 35-44 years old
o 45-54 years old
o 55-64 years old
o 65-74 years old
o 75 years or older

4. What is your current marital status?
o Single, never married 
o Married 
o Divorced 
o Widowed

should com plete this survey. P lease select a response

5. W hat is your highest level o f school you have 
completed?
o Elementary school to 8th grade
o Some high school, no diploma
o High school graduate, diploma or the equivalent
o Some college credit, no degree
o Trade/technical/vocational training
o Associate degree
o Bachelor’s degree
o M aster's degree
o Professional degree
o Doctorate degree

6. In what state does your child attend
school?_(Facebook/Twitter only)

Or
6. W hat school does your oldest child attend?

(Local school district only)

7. W hat is the grade level o f your oldest child 
attending elementary school?
o Kindergarten
o First Grade
o Second Grade
o Third Grade
o Fourth Grade
o Fifth Grade
o Sixth Grade
o Seventh Grade
o Eighth Grade
o Ninth Grade
o Tenth Grade
o Eleventh Grade
o Twelfth Grade

8. Does your oldest child attending elementary school 
qualify for free or reduced lunch services?
o Yes 
o No

2)9



Directions: Based on all the experiences you have had with your oldest child’s 
current school please grade your level o f satisfaction or dissatisfaction for each of 
the following.

Grading Scale: A- Extremely Satisfied B- Satisfied
C- Neutral D- Dissatisfied Strongly
F- Extremely Dissatisfied

9. What my child is being taught in school (Schneider & Buckley, 2002;
Ersoy, 2007).

10. How my child is being taught in school (Raty, 2007)

11. How my child’s progress is determined (Tuten, 2007; Raty, 2007)

12. How well my child’s report card shows what he/she can or cannot do 
(Tuten, 2007).

13. How well state standardized test show what my child can or cannot do 
(Tuten, 2007; Raty, 2007; Osburn, Stegman, Suitt, & Ritter, 2004)

14. How well my child’s teacher communicates with me (Garrett, 2009).

15. How well my child’s school cooperates with me (Raty, 2007)

16. How fairly my child is treated at school (Raty, 2007).

17. The amount of opportunities 1 am provided to influence my child’s 
schooling (Raty, 2007).

18. The personal attention paid to my child as an individual (Raty, 2007).

19. How the school deals with my child’s difficulties and needs (Raty, 

2007).

20. How culturally diverse the student population is at my child’s school

21. Is there anything else you would like to share about the experiences you 

have had with your oldest elementary child’s current school?

22. You may be invited to take part in brief follow interviews during. Please 
indicate your decision to participate below by selecting your preference.
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APPENDIX E 

IRB APPROVAL

22-Oct-2015

Ms. Tncey Dumas dark 
Mercer University 
TYt College of Education 
1400 Coleman Avenue 
Macon, GA 31207

HE: We the Parents In Order to form » More Perfect Sthooi: A Critical Redlst Mixed Methods Analysis of the Phenomenon of Parental 
OtMthfadion *M i Sc (H U U 20)

Dear Ms. Clarlc

Your appBcation entitled: We the Parents In Order to Form a More Perfect School: A Critical Realist Mhed Methods Analysis of the Phenomenon of 
Parental Dissatisfaction with Sc (H1S10289) was reviewed by this Institutional Review Board for Human Subjects Research in accordance wrfth Federal 
Retulatiom 21CFR 56 llOibl and 45 CFR 46 llOfbl (for expedited review) and was approved under Cateeorv 6.7oer 63 FR 60364.

Your appRcation was approred for one year of study on 21-0ct-2015. The protocol expires 20-0ct-2016. If the study continues beyond one year, it 
must be reevaluated by the KB Committee.

Rtm(s) Approved:
New Apptcaton for qualitative and quantitative data colection from onlne or hardcopy survey

Please completE the survey far the KB and the Office of Research Compliance. To access the survey, dck on the fodowini 
tnlc httDs7/wwvr.survevmonkev.com/s/K7CTT8R

Respectfully,
& L,a.-A C  .A U L c . ,

Ava diambUss-Richardson, M.ED., OP, CIM 
Member
Intuitional Review Board
Mercer University IRB & Office of Research Compliance 
Phone (478) 301-4101 
Fax (478) 301-2329
ORC MerceriaMercer.Edu
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F A C E B O O K  G R O U P  P A G E  M O C K  U P

Joined* I  rbShare ✓ Notifications

Search W sg ro jp

Q  Writs Post @  Add Photo/Video 9  Ask Question Q  Add File

Write something...

RECENT ACTIVITY

1

Tncey Dumas Clark u p d a te d  th e  descrip tion . 
Ju st now

Your voice can help make schools better! This page was created to learn 
more about how pleased U.S. parents/guardian's are with the quality of 
education taking place at their chidrenfc elementary schools. Please follow 
the ink below and take IS minutes to complete this quick surveyll

I k e  • Comment

1
Write a  comment..

m e m b e r s  2 members (1 now)

+ Add P eop le to  Group

H
Message Invite by Email

DESCRIPTION Edt
Ybur voice can help make schools better! This 
page was created to team more about how 
pleased U... See More

TAGS:
What Is Ms group about? 

CREATE NEW GROUPS

Edit
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T W IT T E R  M O C K  U P  T W E E T

1 tac« y  D um as -d^traceydumas • 29 Oct 2015
Call all K-12 parents...take this 15 minute survey and retweet.
#parentsopinionsmatter
surveymonkey.eom/r/8RBZ7WS
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APPENDIX H 

INFORMED CONSENT

Tift College of Education

Informed Consent
We the Parents In Order to Form and More Perfect School: A Critical Realist 
Mixed Methods Analysis o f the Phenomenon of Parental Dissatisfaction with

Schools in the U.S.

You are being asked to participate in a research study. Before you give your 
consent to volunteer, it is important that you read the following information and 
ask as many questions as necessary to be sure you understand what you will be 
asked to do.

Investigators
The primary investigator in this study will be Tracey Dumas Clark. Ms. Clark is 
a PhD candidate in Curriculum and Instructions candidate in Teacher Education 
Department at Mercer University in Macon, GA. You may contact Ms. Clark by 
phone at (864) 260-5180, via email at tracey.dumas.clarkffilive.mercer.edu, or at 
the mailing address 1401 Bolt Drive, Anderson, SC, 29625. To reach her advisor, 
Dr. Youngbauer, please call (478) 301-2581, email youngbauer vw@mercer.edu, 
or mailing address 1400 Coleman Avenue, 108 Stetson Hall, Macon, GA, 31207.

Purpose of the Research
This research study is designed to understand how satisfied parents/guardians are 
with the academic quality of their oldest child’s public education. The data from 
this research will be used to identify demographic characteristics that predict 
parents/guardians’ satisfaction with the academic quality of their school and what 
may influence how parents/guardians determine if they are or are not satisfied.

Procedures
If you volunteer to participate in this study, you will be asked to complete a 20-

mailto:vw@mercer.edu
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minute online questionnaire. Upon completion, you may be invited to take part in 
a follow up interview.

Potential Risks or Discomforts
There are no foreseeable risks associated with your participation in this study. 
However, if you suffer from any risk factors such as discomfort, inconveniences; 
or any type o f psychological, emotional, or social stress it is your right to 
temporarily or permanently discontinue participation in this study.

Potential Benefits of the Research
This investigation will allow you the opportunity to reflect on what you most 
desire for your children’s education. In addition, this study will offer insight to 
schools by shedding light on what satisfies and/or dissatisfies parents/guardians.

Confidentiality and Data Storage
To protect your identify, each participant will be assigned a study number for 
identification purposes. All information collected from you will be referenced 
with that number and not your name. For purposes of publication pseudonyms 
will be used to protect your identity. All information obtained during this study 
will remain locked in a secure location and only accessible by the primary 
researcher and advisor.

Participation and Withdrawal
Your participation in this research study is voluntary. As a participant you may 
refuse to participate at any time. However, if data collection has already taken 
place, you may not withdraw your submission of data. To withdraw from the 
study, please contact Tracey Dumas Clark by phone at (864) 260-5180, via email 
at tracey.dumas.clark@live.mercer.edu, or at the mailing address 1401 Bolt Drive, 
Anderson, SC, 29625. A written notification of your withdrawal from the study is 
requested.

Questions about the Research
If you have any questions about the research, please speak with Tracey Dumas 
Clark by phone at (864) 260-5215 ext. 20062, or email at 
tracey.dumas.clark@live.mercer.edu. You may also contact Dr. Youngbauer at 
(478) 301 -2581, or youngbauer vw@mercer.edu.

Follow Up Interview/Observation:
Upon completion of the online survey you may be invited to take part in a follow

mailto:tracey.dumas.clark@live.mercer.edu
mailto:tracey.dumas.clark@live.mercer.edu
mailto:vw@mercer.edu
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up interview.
Please indicate your decision below by selecting your preference.

 I agree to participate in a follow up interview, if selected to participate in
this part of the study.

 1 DO NOT agree to participate in a follow up interview, if selected to
participate in this part o f the study.

This project has been reviewed and approved by Mercer University’s IRB. If you 
believe there is any infringement upon your rights as a research subject, you may 
contact the IRB Chair, at (478) 301-4101.

You have been given the opportunity to ask questions and these have been 
answered to your satisfaction. Your signature below indicates your voluntary 
agreement to participate in this research study.

S ign atu re  o f  R esearch  P artic ip ant D ate

P artic ipant N a m e  (P le a s e  Print) D ate

S ign a tu re  o f  P erson  O b ta in in g  C o n sen t D ate
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APPENDIX I

DESCRIPTIVE STATISTICS FOR INDIVIDUAL SURVEY 

QUESTION RESPONSES

Su rvey  Q u estion s G rad e
Grade your level o f  satisfaction with: A B C D F

What my child id being taught in sch o o l... % 32.6 54.4 8.2 3.4 1.3
N 123 205 31 13 5

How m y child is being taught in sch o o l... % 29.6 51.2 11.1 7.1 1.1
N 112 194 42 27 4

How  m y child’s progress is determ ined... % 27.8 52.5 10.5 8.1 1.0
N 106 200 40 31 4

How w ell my child’s report card show s what % 27.1 48.4 13.0 9.8 1.6
he/she can or cannot d o ... N 102 182 49 37 6

How w ell standardized test show  what my % 16.1 34.7 24.9 18.3 6.1
child can or cannot d o ... N 61 131 94 69 23

How w ell my ch ild ’s teacher com m unicates % 36.4 36.7 15.6 9.0 2.4
with m e ... N 138 139 59 34 9

H ow  w ell my ch ild ’s school cooperates with % 38.8 42.5 13.7 2.6 2.4
m e ... N 147 161 52 10 9

H ow  fairly my child is treated at sch o o l... % 36.9 44.7 14.4 2.9 1.1
N 138 167 54 11 4

The amount o f  opportunities I am provided to % 30.6 41 .7 17.2 8.2 2.4
influence my ch ild ’s sch oo lin g ... N 116 158 65 31 9

The personal attention paid to my child as an % 29.1 45.8 15.3 7.7 2.1
individual... N 110 173 58 29 8

How the school deals with m y child’s % 30.4 41.3 19.5 4.5 4.3
difficulties and n eed s... N 114 155 73 17 16

How  culturally diverse the student population % 28.6 44 .0 19.3 5.2 2.9
is at my child’s sch oo l... N 110 169 74 20 11
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