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ABSTRACT 

 While research on parent expectations and influence in public, charter, and 

private parochial schools is abundant, little existing research addresses parent 

expectations of and their influence in private Islamic (PI) schools and the ways in 

which these school respond to parent influence. This qualitative multiple-case study 

examined parent expectations of and influence in PI schools, and school response to 

parent influence guided by critical multicultural and social exchange theories. The 

data collected included interviews, observations, and document. The findings of the 

study indicated that when parent expectations were not met, they exerted their 

influence to bring about change. The schools responded by either accommodating or 

disregarding the influence. The main expectation of American-Muslim parents from PI 

schools was the provision of an Islamic and safe environment consistent with their 

belief system. Additionally, their topmost expectation was high quality academics. 

The parents utilized different channels to exert influence in the school. Parent 

expectations and influence were shaped by their education, cultural, SES, and 

ethnicity status. While the schools encouraged parent involvement as a helping hand in 

the school, they strongly resisted parent influence in school decision-making and 

tailored their responses to parents based on their education, cultural, and SES status.   
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CHAPTER I 

INTRODUCTION 

Personal Background and Interest 

As I am the primary investigator in this study, it is important to identify my 

context as an American-Muslim. My personal background invested a personal interest in 

the study for me. I belong to the SA-American Muslim community. I consider myself a 

practicing Muslim; I pray five times a day, fast in the month of Ramadan, and wear hijab. 

America has been my home for the last twenty-three years. As such, I have intimate 

familiarity with the American-Muslim community. I have experience in teaching at PI 

schools. This experience has afforded me a good understanding of the workings of the PI 

schools in general. My personal characteristics such as my faith, cultural, and 

professional status allowed me to examine the issues central to the study from a unique 

position. That is: I have worked as a teacher at PI schools, from which I recognized that 

parents had expectations of schools and to fulfill their expectations they wanted to 

negotiate their influence in the schools. I understood that although all parents had 

expectations of the schools, there were some who voiced their expectations more 

forcefully than others. Parents also tried to influence the school if they did not like or 

agree with something at the school. Witnessing such incidents made me curious to 

explore in a comprehensive manner the expectations with which parents came to a PI 

school, the ways in which these expectations motivated parents to exert their influence to 

fulfill their expectations, and the response they received from the school.  

Historical and Diverse Backgrounds of Muslims in America 

America is a multicultural land. People from all parts of the world have 

immigrated here and made it their home. Their reasons for coming here are as diverse as 
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their cultures, ethnicities, and the languages they speak. One such group is the Muslims, 

who have been a part of American society since the time of the founding fathers. For 

example, Muslims arrived at American shores captured from Africa (Al-Ahari, 2006 a; 

Dirks, 2006; Grewal, 2014; Hammer & Safi, 2013; Rashid, 2000), thus negating the 

notion that Islam is an alien religion in America. Tracing the history of Muslims in 

America, Hammer and Safi (2013) wrote that in 1805 that Thomas Jefferson hosted an 

Iftar dinner for an envoy from the Bey of Tunis in North Africa. Jefferson’s legacy was 

renewed by the Clinton administration, and continued with President G. W. Bush and 

President Obama (White House Iftar Dinner, 2016).  

In the 19th century, Arab Muslims started arriving voluntarily in the United States 

mostly from countries in the Middle East and North Africa; however, Muslim 

immigration increased to include a sizable population from South Asian (SA) countries 

(mostly from India, Pakistan, and Bangladesh) in the post-World War II era (Salem, 

2013). These groups of immigrants “not only altered the country’s demographics but also 

forever changed the religious fabric of American life” (Abdullah, 2013, p. 65).  

A report by Pew Research Center (2017), identified that American-Muslims are as 

religious as American-Christians. In terms of socio-economic status (SES), 31 percent of 

American-Muslims hold college degrees, 24 percent have household incomes of 

$100,000 or more, 8 percent earn between $75,000 - $99,999, 11 percent have family 

incomes from $50,000 to $74,999, and 58 percent have less than $49,999 as their yearly 

income (Pew Research Center, 2017). 

Thus, in contrast to the popular notion, American-Muslims are not a monolith 

group (Rashid, 2000). The American-Muslim community is racially, culturally, 
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educationally, and socio-economically diverse (Abdullah, 2013). Such diversity may 

influence their educational expectations for their children and shape how they would 

influence PI schools to meet their expectations. In this study, I will examine educational 

expectations from two major groups of American-Muslims; Arab-Americans and South 

Asian (SA)-Americans, similar in religious beliefs but different in cultural backgrounds, 

SES, and education levels.  

The Muslim communities are united in their faith that emphasizes the unity of its 

followers, regardless of their race, culture, or language. They have the same core beliefs, 

such as belief in one God and the teachings of the Prophet Muhammad (Peace be upon 

him), and the Qur’an as the guiding doctrine. They believe in the concept of continually 

improving oneself in terms of character and having a positive impact on those around 

them. While these commonalities exist among all Muslims, the reality is complex as their 

cultures often create boundaries between Muslims of different origins. The immigrant 

Muslims have not associated with each other across the cultural lines and have only 

recently began to marry outside their race or ethnicity (Abdullah, 2013). It appears that it 

is difficult to free Islamic practices from cultural influences, even when the “cultural… 

influences may or may not align with Islamic principles, and may often contradict them” 

(Douglass & Shaikh, 2004, p.7). However, the younger generation of American Muslims, 

who are born and raised in America may be able to reach across this cultural and ethnic 

barrier and claim that “Islam is American-based, not Arab- or South Asian-based” (Al-

Marayati, 2005), but for now these barriers are in place much of the time in many of the 

places (Rashid, 2000; Dirks, 2006).  
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Arab-American Muslims. The Arab immigration, mostly from Syria, Lebanon, 

Jordan, and Palestine, began at the end of the Civil War in 1865 (Dirks, 2006) and 

“America’s first mosque [place of worship for Muslims] was built in 1893 on “Cairo 

Street”… in Chicago” (Howell, 2013, p. 45). Some 40 thousand Arab-Muslims arrived in 

the United States in the first quarter of the 20th century from this region (Howell, 2013). 

Today Arabs make up about 14% of the American-Muslim population, coming mostly 

from the Middle East and North African countries (Pew Research Center, 2017). They 

are financially well-off and educated, though comparatively have less education but more 

religious than the immigrant Muslims from South Asia (Haddad, 1997; Haddad, Senzai, 

& Smith, 2009) and desire a good education and prosperity for their children. This group 

established mosques, Islamic schools, and organizations and directed their efforts to 

propagate Islamic teachings toward their families and communities (Leonard, 2013).  

SA-American Muslims. Following the Immigration and Naturalization Act of 

1965 more than one million Muslims arrived in the United States (Curtis, 2013). Grewal 

(2014) writes that in the post-colonial era Muslim majority countries reformed public 

education to encourage people to acquire professional and technical education instead of 

traditional Islamic scholarship. Thus, these new comers to America were highly educated 

professionals, not religious, and brought substantial cultural capital with them that 

launched them in the spotlight as leaders of the immigrant Muslim communities (Grewal, 

2014; Haddad, 1997). Consequently, they were able to move upward in the social 

structure of the society (Grewal, 2014, p. 131). SA-American Muslims also established 

mosques and organized themselves to participate in the political process to sustain their 

Islamic identity and faith (Leonard, 2013). They held very high educational expectations 
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for their American-born children. Today SA-American Muslims make up about 20% of 

the American-Muslim population (Pew Research Center, 2017).  

These similarities and differences between the two major groups of Muslims 

provide a valuable chance for me to examine whether and to what extent the educational 

expectations between and within the two major group of Muslims in America are similar 

and different. With this examination as a base, the study also explored the ways in which 

their expectations may shape how they would influence the PI schools to meet their 

expectations and the school response to this influence. 

Islamic Schools in America 

 Islamic schools are a part of religious schools in America, the roots of which can 

be traced to even before the country gained independence. The earliest schools in colonial 

America were “based on the Bible and denominational doctrines” (Kniker, 2013). With 

the arrival of Catholic immigrants in vast numbers, Catholic schools tripled in number 

from 1880s to 1920s (Benson & McMillen, 1991), which provided an impetus for the 

growth of non-Catholic schools to cater to the students from various religious 

denominations (Benson & McMillen, 1991). Today faith-based schools exist in America 

representing various faiths in its educational landscape. Among them is a small minority 

of Islamic schools. As Merry (2007 b) wrote, “Islamic educational ideals hold a great 

deal in common with… Evangelical protestant, and conservative Catholic and Jewish 

schools. Each… offers an alternative pedagogical vision to the materialist, secularist, and 

careerist impulses that generally permeate Western society” (p. 48-49). By the last 

quarter of 20th century, Arab and SA American-Muslims began to develop the idea of 

providing a well-rounded education to their children, which is inclusive of their religious 
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beliefs and values (Keyworth, 2012). As a response to address these educational needs 

Sunday Islamic schools and full-time PI schools began to emerge.  

Weekend/ Sunday Islamic schools. Since a majority of American-Muslim parents 

choose to place their children in public or private schools during the week, many of these 

parents then send their children to Sunday Islamic schools on the weekend to meet their 

religious needs (Elannani, 2014), which are part time and established in mosques 

(Keyworth, 2012). Many mosques around the country now offer Sunday Islamic schools 

for their communities. They charge a small fee and usually run the length of a normal 

school year and accept all school-aged students. Teachers at the Sunday schools may be 

paid or work as volunteers (Elannanni, 2014).  

Private Islamic (PI) Schools. A PI school is a full-time school established to meet 

both the religious and educational needs of American-Muslim students commonly 

supported by a mosque or a non-profit Islamic organization (Keyworth, 2009 b). The 

schools are held from Monday through Friday with the daily timings similar to those of 

the public schools and teach all the core subjects in addition to religious instruction. 

About forty-five percent of the PI schools are managed independently, 29% are 

connected to a mosque but autonomous in their management, while 21% are connected 

and managed by a mosque (Keyworth, 2009 a). PI schools have been experiencing a 

steady growth since the turn of the 21st century and become a vital part of the education 

efforts by American-Muslims (Haddad & Smith, 2009), especially in urban areas 

(Keyworth, 2009 a). For example, while only 3.8% of school-aged American-Muslim 

children attend PI schools, a figure far lower than general the population in which 11% 

children enroll in private schools (Keyworth, 2012), in 2014, PI schools experienced 21% 
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increase from 2012 (Broughman & Swaim, 2016). In 1989, there were only 49 PI schools 

(Haddad & Smith, 2009), by 2014, the number increased to 270, making them about 1% 

of the total number of private schools in the United States (Keyworth, 2015).  

This growth has been fueled by three factors. First, the recent growth of 

American-Muslim population, which is further expected to grow from 0.9% in 2010 to 

2.4% by 2050 to become the largest minority group in the United States (Pew Research 

Center, 2015). With the growth in population, the American-Muslim parents desired for 

their children to remain close to their religious roots (Keyworth, 2012). As such, PI 

schools were established to offer these parents an alternative to public education.  

Second, student demographics are rapidly changing in many school districts 

across the country and the number of diverse students enrolling in them is on the rise 

(Bennett, 2007; Eck, 2001; Howard, 2007; Moore, 2009). However, the public schooling 

experience for many of these students is not supportive of their cultural or religious 

norms (Shalabi & Taylor, 2012). Minority students, such as American-Muslim students, 

in public schools are compelled to carve out their identities within a Euro-centric 

perspective, and often feel alienated and invisible in the dominant culture for not being a 

part of the school culture or curriculum (Zine, 2008), or not being accommodated for 

their religious needs (Aabed, 2006; Ali, 2012; Elbih, 2012; Sheikh, 2009). American-

Muslim parents began to realize the struggle their children faced in public schools in 

following Islamic practices such as dietary rules, dress code, obligatory prayer, fasting, 

etc., and dealing with issues such as negative peer pressure, dating, drugs, and 

discrimination. (Aabed, 2006; Keyworth, 2009 b; Sheikh, 2009). They worried about 

their children picking up behaviors and views not compatible with their religious and 
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cultural values (Aabed, 2006). Thus, PI schools became a viable option for the education 

of their children.  

Third, the horrific incident of 9-11, perpetrated by a terrorist group claiming to be 

Muslim, pushed PI schools in the spotlight (Berglund, 2015; Zine, 2008). In the 

aftermath, many American-Muslim students faced the backlash and experienced bullying 

and even violence at the hands of their peers (Cristillo, 2009; Elbih, 2012; Zine, 2008). 

This has also had a significant impact on the rise of PI schools in America as a response 

to those challenges (Elbih, 2012). Thus, PI schools have become a serious alterative 

choice to public schools for an increased number of American-Muslim parents (Elbih, 

2012; Zine, 2008). With a need to preserve the religious identity of their children in a 

diverse society and to ensure their safety, parents saw the significance and the need of PI 

schools for their children, which in turn boosted the enrollment at these schools 

(Berglund, 2015; Haddad & Smith, 2009; Merry, 2005; Senzai, 2009). As Grewal and 

Coolidge (2013) point out, many PI schools in America resemble closely the public 

schools in terms of curriculum and methods, but also include Islamic studies and Arabic 

language as religious education subjects.  

The growth of PI schools also raised several challenges that many PI school face 

(Senzai, 2009). First, it often takes time for newly established PI schools to establish 

themselves as quality education providers in the community in terms of curriculum and 

instruction (Keyworth, 2009 a). Second, it is also challenging for new PI schools to hire 

teachers who are certified and qualified to teach religious and academic classes. In about 

60% of the PI schools, there are about 80% teaching staff who are certified and about 

49% of the PI schools have to hire non-Muslim teachers (Keyworth, 2009 a). Third, it 
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also requires large amounts of financial investment to establish and sustain a PI school, 

something not every immigrant community can afford (Cristillo, 2009).  

Problem, Focus, and Questions of the Study 

The diverse backgrounds of American-Muslims will not only shape their shared 

religious needs but also influence their diverse educational expectations for their 

children’s education along the lines of religious values, cultural identity, education level, 

and SES status (Freer, 2009; Islam, 2009; Lawrence, 2015; Robinson, 2008). Thus, these 

diverse expectations will inevitably compete with each other in their actualization in the 

PI school contexts and thus, the ways in which parents with different political power, 

financial resources, and cultural and social capitals try to influence PI schools to meet 

their different needs (Anfara & Mertens, 2008; Bauch & Goldring, 1995; Freer, 2009).  

The fact that more and more American-Muslim parents expect PI schools to 

address their shared and diverse needs and expectations, fueled by the reality of post 9-11 

political contexts and unratified public school contexts, adds to drive the growth of PI 

schools on the one hand. On the other hand, these expectations create challenges for PI 

schools as they strive to meet these diverse expectations in terms of quality of 

curriculum, instruction, teacher, and financial resources (Cristillo, 2009; Keyworth, 

2009a; Senzai, 2009). These challenges will push PI schools to address different 

expectations in different ways shaped by power, cultural capital, educational levels, and 

financial resources that different kinds of parents can access and use (Abram & Gibbs, 

2002; Bauch & Goldring, 1995; Feuerstein, 2000; Freer, 2009; Galindo & Sheldon, 

2012).  
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Together, these contexts of American-Muslims and PI schools will help create the 

dynamic and complex relationship between education expectations of American-Muslim 

parents, the ways in which they will influence PI schools to meet their education needs, 

and the ways in which PI schools with different curriculum, instruction, teacher, and 

financial resources will address these diverse influences of American-Muslim parents.  

The purpose of this study was to critically explore these dynamic and complex 

relationships between parent expectations and influence in multicultural PI schools, and 

how PI schools would respond to parent influence within the dynamics of power 

relationships existing in the school. As PI schools emerge as a viable alternative to public 

schools for American-Muslim students and receive attention in the media (Haddad, 

Senzai, & Smith, 2009; Merry, 2005, 2007 b; Solway, 2016; Zine, 2008), the need to 

examine such relationships in these schools become more relevant and imperative. 

Since parent involvement and influence can be vague and ambiguous concepts 

and many times “discussed in terms of inconsistent categories” (Watson, Sanders-

Lawson, & McNeal, 2012, p. 41), it should be clear that this study was concerned with 

parent influence in PI schools to fulfill their expectations of the school and differentiated 

between parent involvement and parent influence in a manner relevant to it. For this 

study, parent involvement is parent participation in school activities, attending school 

meetings, and volunteering to help the school (Epstein, 1995; Epstein & Sheldon, 2002; 

Greenwood & Hickman, 1991; Lee & Bowen, 2006), whereas parent influence is any 

expressed opinion, attitude, or action by parents that shapes and molds school policies 

and decision-making to fulfill parent expectations of the school (Epstein & Sheldon, 

2002; Levine-Rasky, 2009; Watson, Sanders-Lawson, & McNeal, 2012). 
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In particular, this study was designed to answer the following research questions:  

1. What do parents expect from multicultural PI schools as shaped by their diverse 

cultural, education, and SES backgrounds? 

2. How do parents with different power, cultural capital, and financial resources 

influence multicultural PI schools to meet their education expectations? 

3. How do multicultural PI schools respond to parent influence within the school 

power hierarchies? 

Significance of the Study 

By exploring parent expectations of and influence in multicultural PI schools, and 

the school response to parent influence within power dynamics at school, the significance 

of the study lies in practice, policy, and research related to PI schools and beyond.  

Practice. The study has the potential to uncover American-Muslim students’ 

distinctive needs by facilitating a deeper understanding of parent expectations so that 

both public and PI schools are able to serve these students better. Therefore, the study is 

useful within the context in which it was carried out, and holds significance outside the 

context as well. Within the context, American-Muslim parents as stake-holders had their 

concerns and expectations communicated to help PI schools better understand what they 

desired for their children’s education. As most PI school are very young and research on 

PI schools is scarce, this study benefits PI schools and support their growth by helping 

them understand ways to better engage parents from diverse backgrounds as well as 

effectively respond to parent influence in the school. The study also facilitates PI schools 

in organizing themselves, with respect to administration, teacher qualifications, 

curriculum and other aspects of education reflective of the diversity among American-
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Muslim population. As a result, PI schools can garner more support from the parents and 

increase their enrollment. The results of the study are useful for American-Muslim 

parents making a choice for PI schools. It could help them make an informed decision 

regarding their expectations of PI schools and to successfully meet their expectations. 

The study carries implications for the broader American-Muslim community by 

highlighting some of the pressing challenges faced by PI schools to garner the 

community’s support in order to sustain these schools. 

Outside the context of PI schools, the study holds relevance for public schools. 

Since there exists a “symbiotic relationship between private and public schools” (Freer, 

2009, p.15), and a vast majority of American-Muslim students attend public schools, this 

research, therefore, could facilitate an understanding of the religious and cultural needs of 

American-Muslim students through the eyes of their parents so that the public schools 

could better respond to and accommodate their needs. 

Policy Development. The results of this study have the potential to inform public 

education policy. A reason generally given by parents for choosing private faith-based 

schools is safety from violence, drugs, and other antisocial activities (Jeynes, 2007; Zine, 

2008; Elbih, 2012). This study has helped understand student needs and parent 

expectations of a religious minority and also highlighted aspects of how PI schools 

engaged and responded to parent expectations and influence (Cohen-Zada & Sander, 

2008; Jeynes, 2005; Pennings, 2011). This information is useful for public schools to 

guide policy development to engage American-Muslim parents and accommodate 

religious needs of their Muslim students. 
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Research. This study holds benefit for research, as well. The voices of American-

Muslim parents, who searched for an Islamic education for their children, were silent in 

the discourse of multicultural and religious diversity. This study has helped create an 

awareness of the expectations American-Muslim parent hold for their children’s 

education and the ways they influence multicultural PI schools to shape them 

accordingly. Many researchers have studied parent school-choice for private schools 

(Coehn-Zada & Sander, 2007; Jeynes, 2007); a few have studied parent school-choice for 

PI schools (Zine, 2008; Elbih, 2012). But there is little research that examined parent 

expectations and influence in PI schools and the school response to this influence in a 

sociological context within a broader critical-multiculturalist background. This study was 

unique in this respect and added to the body of research about PI schools in America.  

Summary 

This chapter situated the current study by discussing the historical context of 

American-Muslims as a diverse population and their efforts to provide religious 

schooling for their children. The chapter also provided the statement of the problem and 

research questions, and highlighted the purpose and significance of the study. The growth 

of American-Muslim population diversified along cultural, educational, and 

socioeconomic lines makes it a significant study in terms of exploring parent expectations 

of and influence in PI schools, and how the schools respond to it within the school power 

dynamics. In the following chapters, I provide a discussion of the study’s theoretical 

framework, literature review, methodology and results of the study, and a discussion on 

the findings of the study together with implications, recommendations for future research, 

and conclusion of the study. 
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CHAPTER II 

LITERATURE REVIEW 

Theoretical Framework 

 The theories that frame this study include Critical Multicultural Theory (CMT) 

and Social Exchange Theory (SET). These theories situate the study in a multicultural 

school environment to look at parent expectations and influence in PI schools and the 

school response to this influence and frame the goals of the study, its research questions, 

methodology, collection, analysis, and interpretation of the data. 

 CMT. CMT emerged during the last decade of the 20th century borrowing from 

the Frankfurt School and promoted by Paulo Freire, Henry Giroux, and Peter McLaren. 

The theory stresses that “culture as a terrain of conflict and struggle over representation – 

conflict for which resolution may not be immediate and struggle that may not cease until 

there is a change in the social conditions that provoke it” (Mohan, 1995, p. 385). It seeks 

to transform the dominant culture (McLaren & Farahmandpur, 1999), conceptualizes 

inequality in education as “banking concept of education” (Freire, 1970, p. 53), and 

advocates for a “humanist and liberating praxis” (p. 67) that is both empowering and 

transformative in nature.  

The three principles supporting CMT are: (a) the principle of equity and equality, 

(b) the principle of empowerment, and (c) the principle of transformative cultural 

diversity (TCD).  

 The principle of equity and equality. The principle of equity and equality focuses 

on dominance and resulting inequalities that exist in schools (Berends, 2015; Cummins, 

1986/ 2001; DuBois, 1994; Hussien, 2007; Islam, 2009; Jackson, 2009; Minnow, 2011). 
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This principle helps to recognize parent expectations of PI schools in two diverse ways. 

First, this principle guides the analysis and interpretation of the inequality experiences of 

American-Muslim parents faced by their children in public schools due to peer pressure, 

unmet religious needs, and negative stereotyping (Grewal, 2014; Haddad & Smith, 2009; 

Islam, 2009; Jackson, 2009; Mamdani, 2002; Merry, 2007 a; Robinson, 2008) and their 

desire for PI schools to offer their children the opportunities as experienced by the 

dominant culture in the public school. Second, it helps analyze the inequality that parents 

may face in their interactions with PI schools due to their minority culture, and/ or low 

education and SES. Third, it guides the analysis and interpretation of the way in which 

these parents fight for their children to get equitable opportunities at a PI school, 

especially when they become disenfranchised with the school.  

 The principle of empowerment. This principle recognizes imbalanced power 

relations in the society, initiates a discourse on how the power hierarchies are reproduced 

in schools (Cummins, 2001; May, 2003) and empowers all involved, especially the 

minority groups (Banks & Banks, 1995; Obidah, 2000). The principle of empowerment 

guides the analysis of the ways in which American-Muslim parents overcome their 

perceived powerlessness as a minority in public school and challenge the status quo at the 

PI school. It also helps analyze the ways in which PI school parents with less education 

and low SES backgrounds successfully exert their influence in the school through 

empowerment (Abernathy, 2005; Bukhari & Randall, 2009) or to exercise their right for 

school-choice (Beal & Hendry, 2012; Coons, 2010; James, 2014; Rogers, 2006).  

 The principle of transformative cultural diversity (TCD). This principle 

recognizes privilege of the dominant group (Kumashiro, 2000), inequitable power 
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relations in society (May, 2003), and encourages individuals to contemplate on a situation 

keeping in mind that his or her social position affects their perspective of the situation 

(Emirbayer & Desmond, 2012). The principle encapsulates the idea of a dialogue with 

self (Tan & Moghaddam, 1995) by reflecting on the socio-cultural order about 

domination and powerlessness (Culley, 2006) and exploring “critically into the hidden 

presuppositions that shape our thought”” (Emirbayer & Desmond, 2012, p. 574). The 

principle of TCD helps analyze the power relationship among American-Muslim parents 

and those in the PI schools as distinguished by ethnicity and socioeconomic class, the  

frustration that less powerful parents experience at school, and the actions they take to 

transform the situation in their children’s favor.   

 Rhedding-Jones (2010) succinctly sums up the three principles by describing 

CMT as reflecting at our own attitudes and behaviors that are shaped by the presence of 

diverse cultures and diverse social positions of actors in a given social situation. Building 

up on this view of CMT, these important principles help this study to better situate parent 

expectations of PI schools, parent self-empowerment, and transformative action that 

parents may engage in if their expectations are not met. 

 SET.  SET explains social exchanges and relationships in life are interdependent 

and the result of exchanges between risks and benefits. Originating in the 1950s, it has its 

roots in sociology and psychology and is based on the works of theorists like Blau, 

Homans, and Thibaut and Kelley among others (Social exchange theory, 2003). SET 

assumes that social life is a process of cost-benefit analysis and people are motivated to 

maximize benefits and minimize costs in a social exchange (Cropanzano & Mitchell, 
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2005). The assumption of a cost-benefit analysis is central to this study and is used as a 

conceptual basis to help me analyze the following areas of the study. 

 First, the ways in which PI school parents struggle to find the rewards (academic 

outcomes, safe environment, Islamic education) with the limited costs (financial burden, 

investment of time, physical/ emotional energy) to choose a PI school and develop those 

expectations to materialize for their children (Merry, 2005). For example, as PI school 

parents pay tuition, they expect to have greater influence in the school (Freer, 2009) to 

bring the most benefit to them. If parent expectations are met, they are satisfied with the 

school and will remain committed to enroll their children (White & Klein, 2008). If the 

parents were not satisfied, they would look elsewhere for their children’s education. 

Second, the ways in which the PI school acts in self-interest to maximize its 

rewards at the least costs (White & Klein, 2008) and responds to parent influence to bring 

the most benefit to it (Mahmood, 2013). This may mean accepting parent influence so 

that the parents keep the child at school and ensure the revenues for the school generated 

by tuition, as well as good reputation in the community. It may seek to minimize its costs 

associated with parent influence by resisting the request, which may further cause 

tensions between parents and schools (Freer, 2009).  

 Third, it helps analyze the trade-offs among the four psychosocial factors 

identified for this study, from a critical multicultural perspective (Ravitch & Riggan, 

2012). The factors include religious, academic, socio-cultural, and educational resources 

with which the parents and the schools have to deal. The academic factor deals with 

school vision, its curriculum quality, and teacher qualifications. The sociocultural factor 

involves expectations of society, i.e. student social development, communication skills, 
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equity in schools, protection from discrimination and peer pressure (Medeni & Breen-

Wenninger, 2015; Sedgwick, 2015). The religious factor involves religious identity and 

education, religious holidays, prayer, dress code, dietary rules, (Lankford & Wyckoff, 

1992; Medeni & Breen-Wenninger, 2015; Sedgwick, 2015). The educational resources 

factor contains school physical facility, technology, teaching materials, sports and 

extracurricular activities.  

 Figure 1 depicts the relationship between the three CMT principles and SET 

factors in this study.  

 

 

 

 

 

 

 

 

 

 

 

 

 Figure 1: Theoretical framework for the study. 
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include forms of inequity and inequality in education, in power relations in and out of 

school, disenfranchisement due to lack of student’s cultural values represented in schools 

and society, and so on. At the same time, the parents may become empowered through 

self-reflection and self-awareness to take action in the interest of their children’s 

education. Their empowerment is filtered through the potential factors of SET and 

identified in the orange bubble leading to parent expectations of and their influence in PI 

schools. Thus, the two theories are mutually compatible and provide the contextual 

factors that circumscribe the choices, expectations, and influence of American-Muslim 

parents in their children’s education (Ravitch & Riggan, 2012). Thus, parent expectations 

and influence in PI schools and the school response to this influence can be observed and 

critically examined through this framework.    

 Understanding parent expectations and influence in PI schools and school 

response to this influence is a very significant and under-explored aspect of educational 

research on PI schools, especially as seen through the lens of SET embedded within 

CMT. Thus through “fitting together of theories” (Ravitch & Riggan, 2012, p. 110) 

parent expectations and influence, and school response were studied in a unique light. 

This theoretical framework helped direct the research process to enable me to adequately 

answer the research questions looking for participant voices that undergirded the 

phenomenon. This was a reflexive process. It also helped me with my data collection 

through interviews and observations, and provided me with a lens through which to 

analyze the collected data, from coding to categories to interpreting the study’s results in 

the emergent themes. 
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Empirical Literature Review 

 This study was situated in the empirical literature related to parent expectations of 

and influence in PI schools, and how the PI schools respond to parent influence. To 

conduct an empirical literature review, I searched the literature in electronic databases 

such as EBSCOhost, Education Source, Education Research, ERIC, and JSTOR. I also 

searched SCOPUS, Directory of Open Access Journals (DOAJ), and ProQuest 

Dissertations & Theses online databases. I also used Google Scholar to locate articles and 

many times found significant studies for my topic. But many were not freely available so 

I obtained them through the electronic databases at the TTU Library or through the 

Document Delivery Service.  

 I used the following steps to search, select, and review the empirical literature. 

First, I selected the key words for the searches, which included private faith-based / 

parochial schools, religious education in America, parent school choice, parent 

motivations/ expectations, parental involvement/ participation in public/ private / 

parochial schools, parent influence in public/ private/ parochial schools, public /private/ 

parochial school response to parental involvement/ influence. I conducted the searches by 

trying out various combinations of the above key words, such as private school* AND 

America, private religious education AND America, parent* involvement/ influence/ 

expectations/ participation AND school AND America*, etc. Then I used the same 

process to search literature on Muslims and Islamic schools using keywords and phrases 

such as education of American Muslims, Islamic school*, Muslim students, Islam* 

School*, Islam* OR Muslim, Islam* OR Muslim AND School* OR Education. I limited 

the search to peer-reviewed and scholarly journals, doctoral dissertations, conference 
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papers, and data reports written in the year 2000 and later, while identifying seminal 

articles written before 2000.  

Second, I further reduced the bulk of the literature to the studies to those that bore 

a strong relevance to my study. In this process, I looked for parent expectations of 

schools and those studies conducted in the context of Islamic schools and Muslim 

students in the West and on the United States, as opposed to other countries in the world.  

Finally, I read and synthesized each study by noting its participants, data sources 

and analysis, and findings relevant to the study. I arranged the studies in the reverse 

chronological order under each of my research questions. This review process led me to 

the following results related each of my research questions. 

Parent expectations. Research studies have examined parent expectations in both 

non-PI schools and PI schools. Although, many studies have been conducted to explore 

parent motivations for school-choice focusing mainly on parochial schools (e.g., Bast & 

Walberg, 2004; Bukhari & Randal, 2009; Child Trends Data Bank, 2012; Cohen-Zada & 

Sander, 2008; Davis 2011; Goldring & Phillips, 2008; Grady & Bielick, 2010; Ji & 

Boyatt, 2007; Muller, 1993; Schneider & Buckley, 2002; Villavicencio, 2013), only a 

few have examined diversity in ethno-cultural and socioeconomic aspects of parent 

expectations at a parochial school.   

 A study conducted by Green (2013), examined similarities and differences in 

parent expectations of parents of 3rd, 4th, 5th grade students from diverse ethno-cultural, 

educational, and socioeconomic backgrounds in a district in Georgia. The participants 

were surveyed on their expectations from public elementary school leaders, teachers, and 

staff on dimensions such as school-parent relationship, curriculum, culture and climate, 
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and student achievement. The data was compared using one-way ANOVA. Green (2013) 

found that parents had similar expectations of schools across the different ethno-cultural, 

educational, and socioeconomic backgrounds, and expected that race should not be a 

factor in making educational decisions for students.     

 Villavicencio (2013), in a qualitative study using interviews, documents, and 

observations, examined 25 parents from two charter schools in New York City for parent 

strategies and motivations in choosing, leaving, or continue to have their child at a charter 

school. The study found that parents arrived at their decisions through their social 

networks and social capital than other factors, such as school quality. Thus, the affluent 

parents were able to choose better charter schools with respect to academics and 

instructional practices. However, after having made a school choice, if parents became 

dissatisfied with the school, the low income parents would continue to enroll their 

children in the same school.  

 Davis (2011) examined parent motivations and the benefits parents expected in 

choosing private schools through a qualitative study. Davis conducted interviews of eight 

parents, eight students in third grade or higher, and four administrators at four private 

schools, out of which two were faith-based. The results suggested that the most important 

parent motivation for choosing a private school were school characteristics such as 

personalized education, respect for traditional values, character education, student 

diversity, quality of education, and physical environment. Other themes that emerged 

were reported to be extracurricular activities at the school, its physical environment, 

teacher qualifications, Christian education, and class size. Davis’s (2011) findings 
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stressing the importance parents place on academic quality echo those by Goldring and 

Phillips (2008).   

 Grady and Bielick (2010) used the National Household Education Survey data 

from 1993-2007 to examine enrollment patterns, parent choice, and parent satisfaction 

with public and private schools for students in grades 3 through 12, and the school choice 

differences based on parent race, ethnicity, socioeconomic status, family structure and 

location of residence, and parent educational level. They found that not only did private 

religious schools enjoyed higher enrollment increase than private non-religious schools, 

but the parents of religious schools felt more satisfied with the school of their choice than 

those from non-religious schools on measures such as school, teachers, academic 

standards, discipline, and staff interaction with parents based.  

 A study conducted by Bukhari and Randall (2009) examined a sample of 209 

parents of students in eight K-12 private schools in Utah County, Utah, for their 

motivations to move their children from public to private schools. Most of the families 

were Caucasian two-parent families. Using a mixed methods approach to examine survey 

data and interviews, the authors concluded that key parent motivations, stated in order 

from highest to lowest, were academic quality, religious and moral values, instructional 

quality, class size and school facility. It also found that many parents cited frustration 

with not having their expectations met in public schools, and once they exited the public 

school system, they did not want to give it another chance, and that 26% of the 

participants had never enrolled their children in public schools.   

 Goldring and Phillips (2008) surveyed 600 parents who applied to magnet schools 

in a school district in Nashville, TN, for variables related to parent school choice, such as 
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family background, parent satisfaction, parent involvement, school choice priorities, and 

parent social networks. Using logistic regression analysis on the data from parents with a 

child in preschool, kindergarten, 5th, 7th, or 9th grade who considered only magnet 

schools to those who also considered private and private religious schools, it found that 

parents with higher academic expectations, higher incomes, more social networks, and 

more involvement in the school chose private schools more often than those with lower 

expectations.  

Ji and Boyatt’s (2007) quantitative study explored parent choice for parochial 

schools and support for vouchers at five Protestant K-12 schools in California. Using 

descriptive statistics and multivariate regression models the researchers found that the 

parents who chose these schools held (a) a low opinion of the public schools, (b) were 

religious, (c) had a high SES, and (d), wanted a religious environment for their children’s 

education. The researchers found that once the parents had made the choice for the 

parochial school, they expected the schools to deliver what they expected from the school 

in the first place. That is, if the parents chose the school for religious reasons they 

expected the school to focus on religious education and if the choice was made for a safe 

and drug-free school environment, then that was what the parents expected the school to 

provide.   

Overall, studies on parent expectations in non-PI schools suggest that the top 

parent expectations for school choice were the school’s academic performance, religious 

education, and their child’s safety. The factors that most affected parent school choice 

and their expectations were parent educational level and SES. Also, parents with more 

social networks navigated the school choice process equipped with better information. 
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Both quantitative and qualitative studies seemed to conclude that the school’s academic 

quality was an important parent expectation at private schools.  

Several studies have examined parent expectations of PI schools focusing 

especially on religious education. Four of these studies were carried out in the United 

States or included it along with other countries.  

  Musharraf and Nabeel (2015) examined school choices of Muslim parents by 

reviewing a large body of research, including books, journal and magazine articles, and 

online content written on Sunday and full-time PI schools in Muslim-minority countries, 

including the United States. The study found that parents who valued Islamic education 

were more likely to choose an Islamic school for their children, parents who valued 

academics did not choose Islamic schools due to their perception of lower academic 

quality at these schools while some parents from lower SES did not have a problem with 

that aspect. It also suggested that Muslim parents expected Islamic schools to protect 

their children from harassment and bullying at public schools, although not all Muslim 

children at public schools faced these problems. Islamic schools were in their early 

development stages and faced a number of problems, such as limited finances, 

administration and accreditation issues, and shortage of qualified teachers, etc. 

Ahmed (2013) interviewed twelve parents on their motivations to send their 

children to either an Islamic or a public school in Canada. She found that the top 

motivation was the parents’ experiences with the Islamic or public school, followed by 

the dress code at these schools, and parents’ perceptions of the school curriculum. For 

example, dance, music, and sex-education at the public schools were against the values of 
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some parents and made them choose an Islamic school. Whereas other parents who chose 

public schools saw sex education as a way to inform their children about puberty.   

 Badawi’s (2005) mixed-methods research was conducted at a PI school in 

Minnesota using questionnaires, interviews, and focus groups with elementary, middle 

and high school parents. The results indicated that almost two-thirds of the parents 

desired for their children to graduate or get professional education; more than one-third 

expected their children to complete college or a university degree. Although the middle 

and high school students standardized test scores were above the national average, the 

parents were not confident of the school’s ability to meet students’ academic needs. 

However, parent top expectations were religious education, Islamic environment, and 

protection from the public school environment and discrimination. A majority of them 

indicated that the school’s strength was its focus on moral values and “avoidance of 

behavioral and moral situations contrary to Islamic teachings” (Badawi, 2005, p. 266).  

Merry (2005) explored parent expectations of schools by conducting interviews 

with parents, teachers, and administrators in the American Midwest and Muslim and non-

Muslim researchers in Belgium and the Netherlands who were familiar with Islamic 

schools in these countries and examined Islamic publications in English language. He 

found the top three parent expectations of PI schools were religious education, 

academics, and cultural environment at the school. The parents desired a school 

environment that matched the home environment and demanded higher academic 

standards and representation of their cultural heritage at PI schools. Parent concerns with 

public schools were issues, such as racism, marginalization of their culture, lower 

academic expectations, discipline problems, and incongruent moral values. 
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 Elkhaldy (1996), through a qualitative study that examined three PI schools in 

Florida with 30 parents, found the top reason given by parents for PI school choice was 

religious education, followed by socio-cultural aspects and the academic quality. The 

study indicated that there was more of a pull factor toward the PI schools for their 

religious education and environment than dissatisfaction from the public schools for 

parents to seek out a PI school.  

Osler and Hussain (1995) explored motivations and expectations of Muslim 

mothers in the UK for school choice for their daughters in a qualitative study. Of the 

twenty mothers they interviewed, ten chose a girls-only Islamic school and the other ten 

sent their daughters to the state schools that were mixed (not sex segregated). The 

mothers who chose Islamic school for their daughters expected the school to teach 

Islamic values and develop an Islamic identity in the students. The mothers who chose 

the state school were concerned that their daughters would adopt different values, but 

hoped that the home environment and the influence of the larger Muslim community 

would help them learn Islamic values. Most mothers expressed hope that their daughters 

would achieve more academically than them, and were content with the academic 

standards at the schools.      

 The studies reviewed in this section were mostly qualitative studies that examined 

parent expectations of PI schools in the US and other Western countries. They all agreed 

with what research from other private religious schools have concluded in that parents 

overwhelmingly chose religious schools for their children because of the religious and 

moral values, disciplined environment, and academic standards. In the case of Muslim 

parents, one of the top expectations also includes a safe place free from harassment or 
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bullying. PI school parents also do not feel very confident of the school’s academic 

quality.  

However, these studies paid little attention to the similarities and differences 

across and within different PI schools and the ways in which parent ethnic, cultural, 

educational diversity may shape their expectations. Also, limited data sources were used 

in exploring PI school parent expectations. My study addressed these limitations by 

including three types of data sources, focusing on the similar and different expectations 

of American-Muslin parents within and across three PI schools, and considered the 

influences of ethnic, cultural and education diversity, in addition to religious and SES 

factors.   

 Parent influence in schools. There have been no studies exploring parent 

influence in PI schools. Studies focused on non-PI schools are mostly quantitative and 

focused mainly on the relationship between parent school involvement and student 

academic performance and learning behaviors. Many of these studies do not differentiate 

between parent involvement and influence in school like this study. 

Ross (2016), using the Education Longitudinal Study of 2002 of nationally 

representative 10th and 12th graders in 2002, 2004, and 2012, examined the differential 

effects of parent involvement on two outcomes - high school completion and 

postsecondary attendance with a focus on drop outs who received GED and attended 

college. Based on logistic regression analyses, the study found that parent expectations 

for their children’s education and parent involvement in school activities positively 

predicted both high school completion and postsecondary attendance while parent-school 

communication about child’s problems at school negatively impacted these outcomes.    
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Green (2013), mentioned in the previous section, also explored parent 

involvement and student achievement. She found that parent SES, educational level, and 

ethnicity influenced parent understanding and orientation toward parent school 

relationship. For example, low SES parents agreed that race and ethnicity were 

considered by the school in building school-parent relationship but middle and high SES 

parents neither agreed nor disagreed, although all parents wanted the school to not 

consider parent ethnicity and SES when planning for school parent relationship.  

Powell (2010) investigated the link between parent-school relationship and 

academic and social achievement of 140 pre-kindergarten students, their teachers and 

parents in 12 public schools. Data were collected through interviews, observations, and 

standardized assessments. Hierarchical linear modeling analysis, controlling for student 

race, indicated that parent school involvement positively predicted student social and 

computational skills, and negatively predicted problem behaviors.  

Levine-Rasky (2009) qualitatively examined the perceptions of parents on school 

involvement in a public elementary school in a middle class, predominantly Jewish 

community in Canada. Most participants belonged to the socially dominant Jewish group. 

Her findings indicated that the dominant parent involvement in the school paid off in the 

form of friendly relationships with the school, whereas the working class parents were 

distant from the school. The study concluded that middle-class habitus afforded 

advantages to the socially dominant parents in exercising influence in the school and 

creating positive relationships with the school staff.  

A qualitative study by Robinson (2008) explored the relationship between parent 

involvement, school improvement, and parent support for student achievement for low 
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income and minority parents since the implementation of No Child Left Behind (NCLB) 

at two schools in a Midwestern school district. Robinson (2008) used theoretical 

frameworks of social capital, implementation theory, and democratic theory and collected 

data through observations, interviews, focus groups, and document analysis. The findings 

from the two cases were compared to the district-wide patterns and indicated that NCLB 

increased parent involvement through its policy guidelines for the schools. The findings 

also indicated that parent social capital and personal relationships with the school staff 

impacted parent school involvement. Thus, the collaboration between home and school 

was seen as the key to support student achievement.  

Lee and Bowen (2006) examined the impact of parent involvement on elementary 

student school achievement by their race, SES, and parent education, using psychometric 

measures for data collection. The study was comprised of a sample of 415 third through 

fifth graders and their parents. It found that parent race/ ethnicity and SES influenced 

different types of involvement by parents, and student achievement varied significantly 

across demographic groups. Parents with at least two years of college education were 

significantly more involved in the schools and held higher expectations of their children’s 

academic achievement than parents with less education. They also found that parent 

involvement at school and educational expectations were strongly associated with 

academic achievement.  

 Zhan’s (2006) quantitative study included a nationally representative sample of 

1370 children from 5 to 12 years living with their mothers in the years 1998 and 2000 

when the National Longitudinal Survey of Youth was conducted. Using OLS regression 

models and controlling for parent income, the study examined associations between 
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parent net worth and their children’s academic achievement and if parent involvement 

carried any mediating effects on this association. The relationship between parent net 

worth, parent involvement and children’s academic achievement in math and reading was 

statistically significant. The study also found that parent assets were positively related to 

parent involvement in schools and student academic achievement. Additionally, mother’s 

educational attainment was found to be positively linked with student achievement in 

math and reading. These findings implied that ways to enhance parent assets to improve 

children’s academic performance is an important area to consider for public policy.  

Hausman and Goldring (2000) explored the relationship between parent school-

choice for magnet schools and parent involvement, influence, and satisfaction with the 

schools. The study was conducted in two school districts collecting data from over a 

thousand fifth-grade parents through anonymous surveys. Using descriptive and 

inferential multivariate statistics, the study concluded that parent satisfaction with the 

school is predicted by their reasons for school choice and parents who chose the schools 

for values were more likely to feel satisfied and be involved in the schools. The study 

also found that the magnet school parents were more likely to have a higher SES than 

other parents in the districts and reported low influence in the schools after they had 

made the choice. However, parents who chose the schools for values were more involved 

and also able to exercise their influence on school decision making. The study also found 

that parent SES was not correlated with influence in the school, however, fifty percent of 

the study’s participants had low incomes contributing to this finding.    

 Summarizing these studies, parent involvement at non-PI schools, although a 

multidimensional concept, is affected by parent race/ ethnicity, SES, and educational 
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attainment. Parent SES was found to positively affect student academic achievement and 

good behavior at the school. Parent SES was found to increase parent influence in the 

school, however, Hausman and Goldring’s (2000) study contradicted this finding. The 

positive effects continued beyond high school graduation to college attendance.  

However, none of these studies were conducted in PI schools directly. In addition, 

these studies paid little attention to how parents with different ethnic, cultural, and 

education backgrounds actually influence the schools in different ways. My study, using 

a qualitative design, addressed these limitations of the existing literature with a focus on 

how parents exercised power and influence in the PI school and how the ethnic, cultural, 

and educational factors shaped these parents’ influences.  

School response to parent influence. There have been no studies that examined 

PI school response to parent influence. There are a few studies focused on non-PI school 

response to parent influence using both qualitative and quantitative approaches. These 

studies focused on the factors influencing school decisions and school initiatives to 

involve parents in school activities on students’ academic performances.   

Lareau and Munoz (2012) conducted a qualitative case study at a public 

elementary school located in an upper middle-class community to explore school-parent 

relationship. The researchers conducted observations and 24 interviews with the 

participants, who included two school superintendents, 21 parents, and the school 

principal. Their findings pointed out that school-parent conflicts increased with increased 

parent involvement in the school. This was due to different priorities held by parents and 

the principal in terms of school environment, authority in planning school events, and 

PTO as a volunteer organization with little training and poor communication with the 
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school. Amidst this conflict, the principal invariably held more power than the parents, 

though the middle-class parents felt they were entitled to plan and pursue their agenda.  

Galindo and Sheldon (2012) examined school and family relationship with respect 

to parent involvement and student achievement based on the surveys with the principals.   

The researchers used a nationally representative sample of kindergarten students and 

hierarchical linear modeling regressing analyses to analyze data. The study concluded 

that the school initiated efforts to communicate with parents and involve them in the 

school predicted increased parent involvement and student academic achievement in 

reading and math. With more communication between parents and school on student 

achievement, students might have developed appropriate behaviors towards learning, 

which boosted their achievement.  

Feuerstein (2000) examined the factors at school level that affect parent 

involvement using regression analysis on parent involvement as the outcome variable to 

study private and public eighth-grade students, parents, teachers, and school principals. 

The data were obtained from the NELS: 88 trend data from the National Center for 

Education Statistics. Data were collected from students, their parents, teachers, and 

school principals and from existing school records of 24,599 eighth grade students from 

private and public schools who participated in the study during the base year (1988). 

Controlling for non-school variables, such as parent race, SES, school size, student 

grades, Feuerstein (2000) studied parent-school communication, parent volunteerism and 

involvement. The results indicated that the schools did impact parent school involvement. 

The schools, by contacting the parents for student behavior and grades, requesting parents 

to volunteer, and communicating school academic focus, influenced parent-school 
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communication, volunteerism, and PTO participation. The school initiated contact was 

reciprocated by the parents. An interesting finding was that as the school’s academic 

focus increased parent PTO involvement also increased.  

Freer (2009) conducted a multiple-site qualitative case study to explore parent 

influence on curricular decisions of three private schools. He found that tensions existed 

between parents as they tried to exert influence and the school tried to limit it by setting 

boundaries. The study concluded that the influential parents with a higher SES or income 

had more influence in school as compared to other parents. These parents served on the 

school governing bodies, donated money, were successful alumni, or worked at the 

school. However, the schools did not negotiate much when it came to the official 

curriculum; but they accepted parent input for the school’s co-curriculum. Moreover, the 

schools kept the school mission as their guiding principle in negotiating any curriculum 

changes with the parents.    

 Abrams and Gibbs (2002) explored parent roles, power relationships, and 

behaviors of parent involvement and exclusion at a public elementary school in 

California. Their qualitative study interviewed ten mothers from diverse ethnic, cultural, 

and SES backgrounds. Through the lens of social and cultural reproduction theory, the 

researchers concluded that the school initiatives to create new roles for parents expanded 

parent involvement opportunities, however, the narratives of power relations in the larger 

society tended to define parent school engagement. Additionally, the school initiatives to 

involve minority parents in promoting higher academic standards and bilingual education 

disaffected and angered the parents from the dominant groups. 
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The studies reviewed in this section highlight the importance of the role of school 

in creating opportunities for parent engagement and influence in the school. Although, 

parent demographics, such as parent SES, ethnicity and race, and education have been 

found to predict parent influence in schools, the role of the school is not any less 

important. The schools can also create opportunities for marginalized parents to get 

involved, even in decision-making roles. The school’s efforts to engage parents are 

reciprocated by parents in the form of increased involvement with the school. The 

schools that were examined in these studies were mostly public, magnet, and private 

schools.  

However, no study explored school response to parent influence at a PI school 

and also within a CMT-SET framework. It is not clear whether the findings of studies 

conducted at non-PI schools will also hold relevant in the context of PI schools. Few 

studies analyzed the ways in which school responded to different types of parent 

influences. My qualitative study examined the ways in which PI schools responded to 

parent influence and how their responses were shaped by exercise of power relationships 

between the school and parents.  

Summary 

 The review of empirical literature explored parent expectations, influence, and 

school response to parent influence. From the literature, it is apparent that parents choose 

private schooling for their children for a variety of reasons and hold various expectations 

from them for their children’s education. Multicultural PI schools have a unique place in 

American education landscape. They help to meet the needs of a diverse and growing 

community that are not met in the public school system. But these schools are relatively 
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new, and struggle with a number of issues. Examining parent expectations from and 

influence in PI schools are important issues. Being able to meet parent expectations is 

critical to the success of PI schools and for their continued existence. Equally important 

is studying the school response to parent influence. There is research available on parent 

expectations, involvement, and influence in public and private schools and school 

response to this influence. However, it does not address the issue from the perspective of 

American-Muslim parents and PI schools. Also, prior research may not be relevant in the 

context of PI schools due to ethno-cultural and religious differences. This current study 

sought to fill this gap in knowledge to shed new light on the role that diverse American-

Muslim parents played in their children’s education at PI schools and how the schools 

perceived and responded to this role with a critical multicultural lens and as a social 

exchange between parents and schools.  
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CHAPTER III  

RESEARCH PARADIGM AND METHODOLOGY 

Inquiry Paradigm and Multiple-Case Design 

 Guba (1990) defines a paradigm as a “set of beliefs that guides action… taken in 

connection with a disciplined inquiry” (p. 17). This study was carried out within a 

qualitative paradigm to answer three research questions: What do parents expect from PI 

schools? How do parents exert influence in PI schools? How do PI schools respond to 

parent influence?  Such a paradigm supports a naturalistic-interpretive inquiry with a 

focus on meaning-making into the phenomenon of interest (Merriam, 2009). In such an 

inquiry carried out with an inductive approach, the human interactions are contextualized 

(Erlandson et al. 1993; Guba & Lincoln, 1994; Merriam, 2002/ 2009) and co-created with 

the researcher as “knowledge is established through the meanings attached to the 

phenomena studied; researchers interact with the subjects of study to obtain data… and 

knowledge is context and time dependent” (Krauss, 2005, p. 759).  

 In this inquiry, the participants were observed in their natural surroundings going 

through experiences in their normal daily lives (Erlandson, et al. 1993; Frey, Botan, & 

Kreps, 1999). These characteristics were important for this study because I wanted to 

examine the phenomenon in its contextual reality and interpret participants’ views in a 

way that reflected their meaning-making. My hope was that a naturalistic inquiry would 

provide useful and rich information to thoroughly answer the research questions. Thus, 

the rationale for this paradigm was fully supported by the aim of the study.  

Within the naturalist-interpretive paradigm, the study followed the multiple-case 

study design (Creswell, 2013; Stake, 2006) to explore the dynamics of participant 
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perceptions and behaviors in their social contexts. A case study is described as “an in-

depth description and analysis of a bounded system” (Merriam, 2009, p. 40), in which the 

unit or the phenomenon of analysis is the case (Merriam, 2002; Merriam, 2009; Stake, 

2006). Stake (2006) further describes a case as “a specific entity” (p. 2) an understanding 

of which “requires experiencing the activity of the case as it occurs in its contexts and in 

its particular situation” (p. 2). As this study was about understanding parent expectations 

of and influence in PI schools and the school response to parent influence, the PI school 

was determined to be the case for this study. Thus, rationale for the case study was 

established by the study being interpretive and having its focus on a contemporary 

phenomenon in its natural context (Creswell, 2013; Bloomberg & Volpe, 2012; Stake, 

2006; Yin, 2014).  

A multiple-case study was appropriate because more than one case was studied 

with attention to the similarities and differences among the cases in order to answer the 

questions in depth and enhance the “relevance and applicability of … findings to other 

similar settings” (Miles et al., 2014, p. 101). Miles et al. (2014) state that a “multiple-case 

sampling adds confidence to findings” (p. 33). The three cases of this study were 

“categorically bound together” (Stake, 2006, p. 6) by the issues being explored, which 

Stake (2006) calls a “quintain” (p. 6). Thus, the quintain for this study was parent 

expectations of and influence in PI schools and the school response to their influence. 

The quintain was examined in the individual cases “in their ordinary activities and 

places” (Stake, 2006, p. vi) and through a comparison of them generating rich and 

holistic data to gain a better and deeper understanding of it within its real-life context 

(Merriam, 2009; Miles et al., 2014; Stake, 2006; Yin, 2014).  



Texas Tech University, Batool A. Haq, December 2017 

39 

 

Case and Participant Selection 

Miles et al. (2014) advocates selection of the cases to be made on “conceptual 

grounds” (p. 34) rather than representativeness. Stake (2006) discusses the importance of 

selecting the cases that “most enhance our understanding” (p. vii) from a variety of 

angles. Thus, the cases for this study were selected because they were conceptually 

bound together as PI schools, and also presented a “diversity of contexts” (Stake, 2006, p. 

23).  

The schools selected for this study were: (1) Iman Academy (IA), which was 

established around the turn of the century. It was an accredited school and offered grades 

from K-12. (2) Manar Academy (MA) was also a K-12 accredited school and offered its 

students a college-preparatory curriculum with several different paths toward graduation. 

(3) Noor Academy (NA) was the youngest of the three schools in the study. The school 

was accredited and offered grades K-12.   

These schools shared the following characteristics (Miles, et al., 2014). First, they 

all enjoyed an established status as PI schools in the communities they served. Second, 

they made religious education a part of their curriculum, although each focused on a 

different aspect of religious education, and followed a core academic curriculum that was 

aligned with the state standards. Third, while the schools differed in the type and quality 

of educational resources they provided for their students, they had accreditation from a 

regional agency to ensure that they followed a set of standards to make comparisons 

meaningful. Fourth, the schools attracted families with diverse demographics and were 

carefully chosen to bring in a diversity of viewpoints. Fifth, the schools were located near 

the area where I resided, so it was convenient for me to visit them often to observe and 

interview the participants. The cases differed in the following ways; the schools attracted 
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families with diverse demographics and were carefully chosen to bring in a diversity of 

viewpoints; the religious education program the schools emphasized and offered to their 

students; the tuition they charged their students, which attracted parents of different SES, 

and the quality of educational resources they provided. These characteristics were 

important for my multiple-case study to compare the cases and provide possible 

explanations for any differences in the issues central to the study.  

Miles et al. (2014) point out that the qualitative research usually has a small 

sample of people “nested in their context and studied in-depth” (p. 31). Therefore, for this 

qualitative study selecting a small number of participants created a well-defined focus on 

eliciting thorough information from the participants. Moreover, the intent of this study 

was “not to generalize the findings of the study to a broad population or universe, but to 

maximize discovery of the heterogeneous patterns and problems” (Erlandson et al., 2009, 

p. 82) that occurred in the quintain. This made it suitable to conduct the study with a 

small number of participants collecting exhaustive data in a natural setting.  

There were nine participants in this study, of them six were parents, two from 

each case, whose children attended the three PI schools in the study and the principals at 

these schools. The participants selected from IA were a PTO parent Ifra, a Non-PTO 

parent Ilham, and Principal (Pr.) Inayah. Both IA parents had their children enrolled at IA 

for several years. It was Pr. Inayah’s first year at IA at the time of the study. She was a 

very hard working person who rarely took lunch break at work. The participants at MA 

were a PTO parent Mairah, a non-PTO parent Maha, and Pr. Mishal. Parent Maha was a 

long-term MA parent, whereas Parent Mairah’s children had been attending MA for the 

past four years. Pr. Mishal was also completing her first year at MA. The participants 
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selected from NA were a PTO Parent Nafisah, and a Non-PTO parent Nadia, and Ms. 

Nasreen, who was the assistant principal. Both parents had been at NA for a year, while 

Ms. Nasreen had worked at NA for five years.  

The participants were the key informants and selected through purposeful 

sampling (Merriam, 2009). Purposeful sampling allowed me to choose participants based 

on their ability to provide rich insights and diverse viewpoints (Patton, 2002) in order to 

construct a holistic picture of the cases into answering the research questions (Erlandson 

et al., 1993), and to allow cross-case generalizations (Miles et al., 2014).  

More specifically, I selected the parents who had their children enrolled at the 

school for at least a year to generate the most information about the quintain, although 

many of the parent-participants were long time PI school parents. Another criterion was 

to select one parent at each school who belonged to PTO and the other parent who did 

not. This was to allow two different perspectives to emerge - one from the parent who 

had a platform available to exert influence and the other from the parent who did not have 

this platform. This purposeful selection recognized that parents would have different 

levels of influence depending on their participation in PTO (Lawrence & Mollborn, 

2013). The non-PTO parent was recruited after talking to other parents, teachers, and the 

principal at the school to search for a parent that did try to exert influence at the school to 

have their expectations fulfilled, regardless of whether they were successful or not. To 

study the impact of ethnicity on influence in the school, parents belonging to different 

ethnicities were selected at two of the cases; however, in the third case both parents 

belonged to the same ethnicity. But, that also helped discern influence with respect to 

parent school involvement.       
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The principal-participants were selected to provide information from their 

perspective about parent expectations and influence and how the school responded to it. 

All three principals had several years of experience working at PI schools. Please see  

Table 1 for the demographic information on each case. Appendices B, C, and D provide 

more information on each case. 

Table 1: Demographic information of cases 

 

Data Collection  

I followed the principles of data collection as recommended by Yin (2014) to 

address issues of trustworthiness in the study. Yin (2014) recommends using multiple 

data sources, constructing a case study database, and keeping a chain of evidence for 

doing a quality case study. Multiple data sources were used in this study to develop 

“converging lines of inquiry” (Yin, 2014, p. 120). The data for this study was collected 

through a variety of sources. The rationale for using a specific type of data collection 

Attributes Case IA Case MA Case NA 

Year Established 2004 2000 2010 

Student Diversity 

South Asian – 75% 

Arab – 18% 

African – 2% 

Latinos/ Hispanics – 5% 

South Asian – 45% 

Arab – 50% 

African / Hispanics – 

5% 

South Asian – 85% 

Arab – 5% 

African – 5% 

Latinos/ Hispanics – 5% 

(Refugee students – 6%) 

Teacher Diversity 

South Asian – 36% 

Arabs – 59% 

African - 5% 

South Asian - 40% 

Arabs – 55 % 

African - 5% 

South Asian - 75% 

Arabs – 25 % 

Other--- 

Yearly Tuition $5000 $8250 $2500 

PTO Active Active Not Active 

Principal 

Name  Pr. Inayah Pr. Mishal Ms. Nasreen 

Ethnicity South Asian South Asian Mixed 

Education 
M. Ed / Certified 

Principal 

Graduate Degree / 

Certified Principal 
Bachelor’s 

PTO Parent 

Name Ifra Mairah Nafeesah 

Ethnicity South Asian Arab South Asian 

Education Master’s Master’s Associate degree 

SES high high low 

Non-PTO 

Parent 

Name Ilham Maha Nadia 

Ethnicity South Asian South Asian Arab 

Education Associate degree Associate degree GED 

SES high high low 
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source came from the theoretical framework and design of the study and its research 

questions (Meyer, 2001; Miles et al., 2014). Table 2 below shows the data collection 

methods used to answer the research questions.  

Table 2: Data collection methods to answer the research questions. 

 

 

Starting data collection, I first invited the principals to participate in the study via 

an email (see Appendix E), followed up by my visit to each school. After the principals 

accepted my invitation and signed the consent form (see Appendix F), I invited the 

parents to participate in the study (see Appendix G), and those who accepted were 

provided the consent forms with details of the study (see Appendix H).  

Interviews. One of the data collection sources was the semi-structured face-to-

face interviews of the study participants. In qualitative studies, interviews function as “a 

particular kind of speech event” (Spradley, 1979) such as a dialog or an interaction 

(Erlandson et al., 1993) between the interviewer and interviewee. The semi-structured 

protocols helped to avoid “too much superfluous information” (Miles et al., 2014, p. 39) 

to be collected.  

Research Questions Interviews Observations Documents 

1. What do parents 

expect from PI 

schools? 

Initial and follow-up interviews 

with parents and principals + 

informal conversations with 

participants and other parents and 

teachers 

PTO meeting and 

principal 

observations 

Digital & print 

resources, e.g. 

school vision & 

mission statements, 

websites, PTO 

meeting minutes 

2. How do parents 

influence PI 

schools? 

Initial and follow-up interviews 

with parents and principals + 

informal conversations with 

participants and other parents and 

teachers 

PTO meeting and 

principal 

observations 

Digital & print 

resources, e.g. 

school brochures, 

websites, PTO 

meeting minutes  

3. How do PI 

schools respond to 

parental influence? 

Initial and follow-up interviews 

with parents and principals + 

informal conversations with 

participants and other parents and 

teachers 

PTO meeting and 

principal 

observations 

Digital & print 

resources, e.g. 

school brochures, 

websites, PTO 

meeting minutes  
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A total of 18 interviews were conducted with two interviews with each of the nine 

participants. The first set of interviews were 35-50 minutes long and carried out face-to-

face with all the participants at their residence, at the school, or their place of choice. The 

second set of interviews were 45-50 minutes in length and conducted either face-to-face 

or on Skype, as the participant requested. For one participant it had to be done on the 

phone, because she was traveling and could not connect on Skype.  

Principal interviews. The semi-structured interview protocols for the principals 

were keyed to the research questions and began with demographic questions. In the first 

interview (see Appendix I) the demographic questions were followed by principal 

perceptions on parent expectations and influence, and school response to parent 

influence. In the second interview (see Appendix J) the principals were probed on 

fulfilling parent expectations, school created opportunities for parent influence, 

challenges facing PI schools, common complaints from parents, and how disagreements 

with parents are negotiated. The principals were interviewed at a time and place 

convenient for them; preference was given to natural settings for the participants 

(Lichtman, 2013), such as their work place. I also conducted member checking by 

seeking explanations and clarification from the principals (Lincoln & Guba, 1985) to 

make sure they agreed with what was understood and interpreted by me.  

Parent interviews. The parent interviews (see Appendices K & L) were tailored to 

seek insights from the parents and began with demographic questions to explore how 

these characteristics impacted parent expectations and influence at PI schools. The 

questions on the first interview protocol (see Appendix K) sought answers for parent 

reasons for school choice, their expectations of and satisfaction with the school. The 
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second interview (see Appendix L) was focused on quality of education, teachers, and 

resources at PI schools, opportunities for parent influence, and how schools deal with 

parent influence. Parent-participants were scheduled to interview at a time and place 

convenient for them. A natural setting was given preference because the participant 

context was critical to see how they constructed meaning and made sense of the 

phenomenon of interest (Lichtman, 2013; Morrison, 2002). Member checking was 

carried out to add to the trustworthiness of the study (Lincoln & Guba, 1985). Table 3 

presents the research questions and the corresponding interview questions.  

 

Table 3: Research questions and corresponding interview questions. 

P(1)  – parents’ 1st interview   P(2) – parents’ 2nd interview 

Pr(1) – principals’ 1st interview  Pr(2) – principals’ 2nd interview 

Observations. Observations were another data collection tool for this study. 

Merriam (2009) suggests relying on the study’s theoretical framework, the problem, and 

the research questions to guide the focus of what should be observed. The observations 

were participant “actions in real time” (Yin, 2014, p. 106) and provided additional 

information to answer the research questions. Two types of observations were conducted.  

Principal observations. The principals were observed at their work for an entire 

day. The principal observation protocol (see Appendix M) provided a structure to what 

 

Research Questions 

 

Interview Questions 

1. What do parents expect from PI 

schools? 

P(1) – (9 – 12, 16, 20, 21)              Pr(1) – (1 – 5, 11) 

P(2) – (5 – 13)                                Pr(2) – (1 – 9) 

Total Qs.    P = 16     Pr = 15 

2. How do parents influence PI 

schools? 

P(1) – (11-13, 18, 23)                    Pr(1) – (8 – 13) 

P(2) – (14 – 23)                             Pr(2) – (10 – 18) 

Total Qs.     P = 15    Pr = 15 

3. How do PI schools respond to 

parent influence? 

P(1) – (11, 12, 14, 15)                   Pr(1) – (6, 7, 13) 

P(2) – (13, 18, 19, 24 – 27)           Pr(2) – (19 – 27) 

Total Qs.     P = 11     Pr = 12 
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was to be observed. It helped sort through the many aspects of what happened in a 

principal’s day to concentrate on the aspects important and relevant to the study, such as 

how the principals perceived parent expectations and tried to fulfill them, and how they 

interacted and negotiated with the parents on matters of school policy and administration. 

PTO meeting observations. Another source of observations was the PTO 

meetings at the schools. Observing the meetings provided an opportunity for me to get a 

firsthand glimpse of parent expectations and engagement with the school. The meeting 

participants were provided a copy of the letter (see Appendix N) inviting them to 

participate in the study. Once their informed consent (Appendix O) was received, the data 

collection started. To provide focus, the PTO meeting observation protocol was used (see 

Appendix P), that according to Spradley (1980) was necessary to “narrow the scope of 

what you are looking for” (p. 128). The nature of the cross-case comparison also 

warranted some structure in the data collection tools “so that findings can be laid side by 

side in the course of analysis” (Miles et al., 2014, p. 39).  

Documents. Documents refer to the “broad range of written and symbolic 

records, as well as any available materials and data” (Erlandson et al., 1993, p. 99). 

Studying documents is an “unobtrusive method, rich in portraying the values and beliefs 

of participants” (Marshall & Rossman, 2006).  Lincoln and Guba (1985) see documents 

as a useful but an oft neglected data source. Documents are most importantly used to 

“corroborate and augment evidence from other sources” (Yin, 2014, p. 107). The data 

collection through documents was guided by the research questions (Marshall & 

Rossman, 2006) and continued throughout the data collection process. Documents 

collected included school and college admissions information brochures, parent student 
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handbooks, extracurricular activities flyers, school yearly reports, PTO meeting minutes, 

school newsletters, enrollment information. The documents provided data that the 

interviews alone could not yield in a thorough manner. For example, information on how 

the schools were founded and progressed, administration style, mission and vision 

statements, or the marketing strategies the schools used to attract families. I was also 

interested in examining the information that corroborated the data from the other sources. 

These relevant pieces of information were collected at the school and online through the 

school website and Facebook. I also included the transcribed interviews and typed-up 

observations and field notes as my documents. 

Data Management 

The study database was meticulously maintained. All electronic files were saved 

on an external drive as well as in the NVivo software. My handwritten notes and physical 

documents were scanned and saved similarly, and the hard copies were stored in file 

folders in a personal cabinet that was kept locked. I maintained the chain of evidence 

from the handwritten notes, journal entries, coding cycles, interview and observation 

protocols, and audio files linking to the research questions. The database already 

contained all the sources of evidence upon which the final within-case and cross-case 

analysis reports were written. Additionally, in my reports I cited the specific source of 

evidence in the case-study database with the source name and page or paragraph number. 

Thus, the database is such organized and maintained to lead back to the source or quote 

mentioned in the written reports. 
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Data Analysis Methods and Process 

The strength of qualitative data analysis lies in the skill of the researcher to 

become familiar with the context of the study, and having a non-judgmental approach 

toward the participants (Miles et al., 2014). I was familiar with the case contexts and the 

cultural and religious background of the participants. Being a member of the same 

community I felt empathy toward the participants, and as a researcher seeking a deeper 

understanding, I looked at my data with humility and an open mind.  

Data coding and analysis. The qualitative data analysis commonly consists of 

three processes described by Miles et al. (2014) as “(1) data condensation, (2) data 

display, (3) conclusion drawing/verification” (p. 12-13). This study incorporated these 

processes as iterative and woven into the activities of data collection and analysis. I first 

carried out “a holistic, contextualized analysis” (Rossman & Rallis, 2003, p. 274) of each 

case separately and then proceeded to cross-case analysis. The overall data analysis 

process for this study was comprised of the four steps shown in Figure 2.   

 

 

Theoretical 

Framework 

Three broad themes based on research 

questions 

1. Parent Expectations 

2. Parent Influence 

3. School Response to Parent Influence 

 

Initial 

Codes 

Merged 

Patterns 

Within 

Case 

Analysis 

Sub-Themes / Findings 

of the Study 

Cross 

Case 

Analysis 

Figure 2. An overview of the analysis process. 
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Each of these steps is described next in detail for each of type of data source.  

Step 1. Data condensation. Data condensation is the process of condensing the 

given data by assigning codes to it “in a meaningful way… for communicating the 

essence of what the data revealed given the purpose of your study” (Bloomberg & Volpe, 

2012, p.110). The coding process was completed in two cycles and was both deductive 

and inductive. I used NVivo software as a tool to organize and code the data for my 

qualitative study. For the within-case analysis and cross-case analysis most of the task 

was completed outside the software. However, NVivo was used again to generate project 

summary reports to keep an audit trail and matrix queries to check for cross references of 

the codes. Figure 3 captures the analysis process beginning with the coding of the data 

and finishing with the cross-case analysis.  

 

 

 

 

 

 

 

 

 

 

 

Data Analysis 

Process 

Case 1-Case 2-Case 3 

Interviews 

Observations 

Documents           

Step 1. Data 

Condensation  

Step 2. Within-Case Analyses 

& Data Displays 

 

Step 3. Cross-Case Analysis & Data Displays  

 

Step 4. Findings/ 

Conclusions 

 

 Figure 3: Process for within-case and cross-case analyses. 
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The data analysis process began with transcribing the interviews from the audio 

recordings and typing up my observations and field notes in Word, and scanning the 

documents. I downloaded all the electronic files of my data in NVivo and maintained as 

the case study data base (Yin, 2014). I gained intimate familiarity with my data by 

immersing myself in the interview and observation transcripts and my field notes 

(Rossman & Rallis, 2003). I reviewed all the data several times to gain familiarity with 

their content (Creswell, 2013; Miles et al., 2014), and periodically throughout my data 

collection and analysis process, leading up to the final report writing. The study used 

open coding for data condensation. This method began with marking chunks of raw data 

with codes. Creswell (2013) states: 

The process used for qualitative data analysis is the same for hand coding or using 

a computer: the inquirer identifies a text segment or image segment, assigns a 

code label, searches through the database for all text segments that have the same 

code label, and develops a printout of these text segments for the code. In this 

process the researcher, not the computer program, does the coding and 

categorizing. (p. 201)  

The codes (or nodes in NVivo language) were organized under the three main 

themes (or parent nodes in NVivo language) deductively derived from the three research 

questions as shown in Table 4 (Stake, 2006, p. 43).  

  Table 4: Main themes of the study based on the research questions. 

   

 

 

 

I used the theoretical framework based on CMT and SET as “the centerpiece in 

managing the data” (Bloomberg & Volpe, 2012, p. 110) throughout the analysis process. 

Theme 1: Parent expectations  

Theme 2: Parent influence in school 

Theme 3: School response to parent influence 
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Appendix Q, an NVivo generated chart, shows the main three themes of the study and the 

first cycle codes organized under each theme. It also shows the number of data sources a 

given code came from, and the number of references that were coded at each node. I first 

coded all the data downloaded in NVivo from a single case and then proceeded to do the 

same with the other two cases. I made notes as I progressed with the data collection and 

analysis.  

I read and assigned codes to chunks of data under one of the main themes. The 

first cycle coding of the data followed process coding as well as in vivo coding (Leech & 

Onwuegbuzie, 2007). Process coding was done using gerunds or attaching the suffix –ing 

to the verbs describing the data. For in vivo coding, I used the actual phrases or words 

that the participants used in the interviews or I heard from them during my observations 

and wrote down word for word. The basis for using process coding was to capture the 

actions and interactions of participants important to the study. The rationale for in vivo 

coding stemmed from the assumption that they provided valuable clues to patterns and 

themes in the data (Miles et al., 2014). For all coding activity the research questions and 

the study’s theoretical framework provided a focus for what to look for and discern what 

was meaningful to the study. Since the study distinguished between parent involvement 

and parent influence, I coded instances of both keeping this distinction in mind.  

I provide tables for each participant interview data in Appendices R – Z to show 

the sample codes and the evidence in the form of data excerpts for each participant. The 

evidence supporting the codes was filled in the corresponding cells of the tables, labeled 

‘evidence from data’. In building the data displays I paid particular attention to the 

accounts that ran common across participants on a specific theme and also those that 
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stood out as unique to a particular participant. This helped find compare the experiences 

across participants within a case. The second cycle coding involved grouping some of the 

initial codes based on their similarities, dropping some other codes because they were 

infrequent or of marginal importance to the study (Saldana, 2013). Similar codes were 

now consolidated to discern a common theme or pattern in them (Merriam, 2009; Miles 

et al., 2014; Saldana, 2013). The main purpose of the second cycle coding was to 

“develop a sense of categorical, thematic, conceptual, and/ or theoretical organization” 

from the first cycle codes (Saldana, 2013, p. 149). This process generated broad patterns 

to produce contextualized and thick interpretations of the data (Creswell, 2013).  

Step 2. Within-case analysis. The second cycle coding lead to the development of 

merged patterns for each case. Sample data for each case was displayed using matrices 

(Appendices AA, BB, & CC) for an “at-a-glance” look (Miles et al., 2014, p. 91). Next, I 

proceeded to write up the case reports for each case separately. Member checking of the 

interview accounts was carried out at this point, which added to the credibility of the 

study (Lincoln & Guba, 1985; Creswell, 2013). Also, Bloomberg & Volpe (2012) 

recommend member checking for an “indication of validity” (p. 110). Some new data 

kept coming in that I duly incorporated in my analysis. To construct the case report, I first 

wrote the analysis account for each participant including plenty of quotes to support my 

interpretation. Following that, I paused and reflected for a day or two. In this reflexive 

process, I read and re-read the account and entered my thoughts in my researcher’s 

journal, helped me construct the case report in a holistic manner, making interpretations 

based on the body of evidence and producing a coherent story for each case. This was 

important to depict “the unique vitality if each case” (Stake, 2006, p. 39).  
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Although the process of constructing matrices for both within-case and cross-case 

analyses was carried out inductively, there were preliminary constructs deductively 

gleaned from the theoretical framework and research questions of the study to be used as 

a guide to interpret data grounded in its local context. Some of the plausible constructs 

for the merged patterns that the study was interested in were parent empowerment, parent 

transformative action, academic expectations, parent ethnicity and SES, school response 

to dominant parents, etc. The main purpose of using constructs from the theoretical 

framework was to “summarize how things stand with regard to selected …concepts, or 

themes of interest” (Miles et al., 2014, p. 178).  

 Appendix DD shows the merged patterns from within-case analyses with the 

number of references from each case. The cross-tabulations of the coding intersections 

between two given themes is displayed in Appendix EE. It shows the strength of a given 

merged pattern in shaping the main themes of the study. For example, academic 

expectations heavily impacted parent influence, and the role of the PTO had a minimal 

influence on parent expectations.  

To display the theme-based outcomes from each individual case in the within-

case analysis I created a matrix (see Appendix FF) that generated the outcomes from each 

case and the themes they informed. The matrix also indicated for each outcome whether 

it carried high, middle, or low importance for developing the respective theme (Stake, 

2006). The case level outcomes mainly contributed to understanding the respective 

themes they were merged under, and so they were rated as high for these themes. 

However, some findings also aided in the development of the other two themes, though 

they did not directly contribute to the theme. So an M or an L was assigned to them 
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depending on their strength of contribution as noticed in the interviews or observations. It 

further clarified the within-case analysis reports of each case.   

 Step 3. Cross-case analysis. Following the write-up of the case stories and 

creating its data displays, I proceeded to compose the cross-case analysis report. First, I 

reviewed the case reports within the bounds of the study’s questions and theoretical 

framework to detect similarities and variations in the patterns (Miles et al., 2014). The 

cross-case report was drawn from the theme based-outcomes that were consistent across 

the three cases. Patterns that merged from the first and second cycle coding and the 

within-case analysis provided a basis to bring it all together in the cross-case analysis. 

For example, a theme-based outcome that merged under parent expectations (see 

Appendix FF) for IA was “quality academic education/ ample resources for teacher 

quality and retention”; for MA “quality academic education and teacher quality”; and for 

NA “quality academic education/ resources for teacher quality/ retention, and physical”. 

Next, the sub-themes or the findings of the study were materialized by writing out 

statements for the outcomes under the main themes. I used a worksheet (Stakes, 2006, p. 

59) to provide a visual tool for a summative cross-case examination (see Appendix GG). 

Appendix GG shows the columns labeled for the sub-themes or findings of the study, the 

cases that contributed to them, and the main themes they helped elaborate. For example, 

for the above outcomes the findings were 1. Parents placed high value on the academics 

of PI schools, regardless of their religious and SES background; 2. Parents expected PI 

schools to provide ample educational resources.  

 Step 4. Conclusions. The cross-case analysis triangulated the results of the 

analysis from all data sources and developed answers for the research questions. I 
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elaborated on the findings of the study constructed on the analysis of the interviews 

supported by the analysis of the observations and the documents. Appendix HH shows 

the entire analysis of this multiple-case study in one glance. Yin (2014) asserts that a case 

study “relies on multiple sources of evidence, with data needing to converge in a 

triangulation fashion” (p. 17). I validated my interpretations by comparing one piece of 

data with another looking for consistencies as well as inconsistencies (Corbin & Strauss, 

2015). Data analysis from all sources corroborated the findings and increased the 

credibility of the study.  

Ethical Considerations 

 Providing safeguards from this research study to the participants was a priority to 

me. To ensure their privacy and confidentiality, pseudonyms replaced their names and the 

names of the schools in the study. The study also did not identify the geographical 

location of the schools in the United States. Furthermore, as the study was conducted in a 

close-knit Muslim community, the chances of participants being recognized by each other 

and by others were high. Kaiser (2009) writes about deductive disclosure (Sieber, 1992) 

as a threat to participant internal confidentiality (Tolich, 2004) that “occurs when the 

traits of individuals or groups make them identifiable in research reports” (p. 1632). 

Therefore, it was anticipated that revealing certain details about the participants could 

compromise their confidentiality. For this reason, an additional layer of privacy was 

added by altering certain details of their contexts and stories in a way so as not to impact 

the analysis and findings of the study, and at the same time to properly conceal their 

identities. I also shared with the participants their contributions to the study for member 

checking. They all agreed with what I shared with them. Only two participants modified 
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their responses to a couple of questions, which I duly noted and incorporated in my 

analysis. I also affirmed participant satisfaction with what I understood from their data.  

Minimizing Researcher’s Bias 

Erlandson et al. (1993) mention the researcher and the participants can influence 

or bias each other in a qualitative paradigm. For this study, to minimize my influence as 

the researcher on the participants, I visited the sites frequently and continued my informal 

observations and conversations to familiarize myself with the unique context of each site 

as well as to “develop a rapport with the respondents” (Erlandson et al., 1993, p. 133). 

The participants were explicitly informed of the purpose of the study before collecting 

data from them. I conducted some of the interviews off-campus, especially for the parent 

participants (Miles et al., 2014). The interviews were transcribed verbatim to eliminate 

“unintended filtering or misinterpretation of data” (Badawi, 2005, p. 64). However, 

intimate contextual knowledge can also introduce bias and loss of objectivity in data 

interpretation (DeLyser, 2001; Hewitt-Taylor, 2001).  

In order to minimize the researcher’s bias I maintained an audit trail so that the 

data can be traced back to its source. I also made a conscious effort to ensure neutrality 

through member checking and triangulation (Greene, 2014). Triangulation results in 

corroboration of the findings from different data sources that “enhances the 

trustworthiness of our analysis” (Miles, p. 299). Miles et al. (2014) suggest various 

methods to establish triangulation. For example, triangulation by multiple data sources 

such as “persons, times, places” (Miles, et al., p.299), multiple methods of data collection 

such as observations, interviews, and documents, and “data type” (p.299) such as text, 

audio recordings, pictures, etc. This study utilized all of the above methods. The data was 
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collected from multiple participants and at different times; multiple data collection 

methods were used, and the data were in the form of both text and audio recordings. As I 

was the primary research instrument it added to the trustworthiness of the research 

protocols that were designed by me (Creswell, 2013; Miles et al., 2014; Yin, 2014).  

Issues of Trustworthiness 

 Lincoln and Guba (1985) strongly recommend that in order for a qualitative 

research to demonstrate quality and rigor it must establish its trustworthiness. Miles et al. 

(2014) describe the issues of trustworthiness for qualitative studies as “matters of merit, 

rigor, integrity, ethics, and accountability” for (p. 311). Anfara, Brown, and Mangione 

(2002) suggest revealing the processes used in qualitative research as establishing 

trustworthiness of the research. Carlson, (2010) posits trustworthiness “is gained when 

researchers show that their data were ethically and mindfully collected, analyzed, and 

reported” (p. 1110). Guba proposed four criteria for establishing trustworthiness - 

credibility, dependability, confirmability, and transferability (Guba, 1981; Lincoln and 

Guba, 1985; Miles et al., 2014; Shenton, 2004). Below, I address each criterion and the 

safeguards I implemented to ensure trustworthiness of this study.  

Credibility. As suggested by Miles et al. (2014) this study established its 

credibility by providing descriptions that were “context rich, meaningful, and “thick”” (p. 

313). Extended engagement in the field, continued observation, triangulation, and 

member checks also establish credibility of a qualitative study (Anfara et al., 2002; 

Erlandson, 1993; Miles, et al., 2014). I spent a considerable amount of time at the 

research sites collecting data over a period of ten months from April through January. 

Credibility of the study was strengthened by collecting data through multiple methods 
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and corroborating the evidence from the multiple cases of the study (Creswell, 2013: 

Erlandson et al., 1993; Lichtman, 2006; Lincoln & Guba, 1985; Miles et al., 2014; 

Rowley, 2002; Stake, 2006; Yin, 2014). Member checks were carried out after the 

analysis of each participant’s data as described by Birt, Scott, Cavers, Campbell, and 

Walter (2016) focusing on “confirmation, modification and verification of interpretation” 

(p.31), thus further adding to the credibility of the study (Erlandson et al., 1993; 

Creswell, 2013; Yin, 2014).  

Dependability. Explaining the research design and methodology of a study in 

sufficient detail for a reader to replicate the study increases its dependability (Lincoln & 

Guba, 1985; Mile et al., 2014). To meet this “criterion of consistency” (Erlandson, 1993, 

p. 33) the study provided details about its design, methodology, and processes, and 

justified the rationale for the interpretivist paradigm. The theoretical framework of the 

study was clearly explained to show its relevance and connectedness to the study (Miles, 

et al., 2014). My role as the researcher and the steps taken to minimize the researcher’s 

bias were also clearly explained (Miles, et al., 2014). An audit trail to record the process 

of how I analyzed, coded and categorized, and synthesized the data to arrive at the 

findings also strengthened dependability of this study (Merriam, 2009). Dependability of 

the findings was also established through triangulation as Miles et al. (2014) posit that 

“findings are more dependable when they can be buttressed from several independent 

sources” (p. 307). The independent sources were the principals and parents of the study.  

Confirmability. The study’s confirmability was established by providing explicit 

details about the methods and procedures followed in data collection and analysis as 

recommended by Miles et al. (2014) and Lincoln and Guba (1985). The data displays 
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were created for each step of the analysis process leading up to the conclusions of the 

study. Efforts were made to minimize the researcher bias affecting the data collection and 

analysis process. Erlandson et al. (1993) stated that “Confirmability, like dependability, is 

communicated through an audit” (p. 35). An audit trail consisting of my field notes, data 

reduction and analysis procedures, as well as my researcher’s journal were well-

maintained in NVivo for tracing the findings back to the data sources. Similarly, the 

study’s database was carefully retained for an external auditor or reanalysis purposes 

(Corbin & Strauss, 2015; Creswell, 2013; Miles et al., 2014). Triangulation from multiple 

data sources and methods also helped reduce effect of researcher bias and enhance 

confirmability (Erlandson, 1993; Guba, 1981; Miles et al., 2014).  

Transferability. This study provided participant and case contexts in rich detail 

“to guide empirical inquiry in those contexts” (Erlandson, 1993, p. 33), hence, increasing 

its applicability and transferability to other contexts (Lincoln & Guba, 1985). Purposeful 

sampling and thick descriptions of the observations also helped toward establishing the 

transferability criterion for the study (Erlandson, 1993; Lincoln & Guba, 1985; Stake, 

2010). Moreover, the multiple cases of the study enhanced the transferability of its 

findings to other similar cases (Merriam, 2009). 

Summary 

 In this chapter I discussed the design of the study, its data collection sources and 

procedures, and analysis methods. The purpose of this multiple-case study was to 

examine parent expectations who enroll their children in PI schools and how they 

negotiate their influence in the school. The study also looked at how the school principals 

responded to parent influence. The participants were selected through purposeful 
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sampling. I visited the research sites and talked to different people before I identified two 

parents based on their unique and differing perspectives to inform the study. The data 

collection instruments were the semi-structured interviews of the parents, principal and 

PTO meetings observations, and relevant documents. The data analysis process began 

with the first cycle coding of the data collected through all the sources, followed by the 

second cycle coding in discerning any developing themes and patterns. Next, the data 

was displayed using matrices for the within-case analysis. Finally, the categories were 

analyzed through cross-case comparison to discern recurring themes and patterns in the 

data that revealed comprehensive answers to the study questions. 
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CHAPTER IV 

RESULTS 

The Case of Iman Academy 

School and family profiles. IA, a pre K-12 school, was owned by a non-profit 

organization and affiliated with a community mosque. Its enrollment stood around 200, 

which was the building’s maximum capacity. Its simple ambiance pointed to its limited 

financial resources. A vast majority of IA parents were SA-Americans (Researcher’s 

Journal [RJ], Chat with Inayah). The IA PTO was a powerful organization and had eight 

members; four of its members were SA-Americans, and the rest belonged to other 

ethnicities (Observation [Obs.] IA PTO; RJ, Chat with Inayah). However, the following 

year the number of SA-American parents grew from 50 to 100 percent signifying the 

influence of SA-Americans in the school (RJ, Chat with Inayah). This influence, as I 

explain later, shaped the dominant expectations of the parents in the school.  

Of this parent population, the less educated (having two years or less of college 

education) parents focused on hifdh (memorization of the Qur’an in its original 

language) in religious education, which is a common religious education practice in SA 

culture (Ifra, Interview [I]1 & 2; Mairah, I1). However, the SA-American parents who 

were highly educated (having more than two years of college education) and familiar 

with the Western culture, desired the school to go beyond memorization to include 

understanding of the Qur’an.  

Most IA families were middle-class and paid their tuition in full (RJ, Chat with 

Inayah). The tuition rates at IA were in the mid-range in comparison to the other two 

cases in the study and had been stable for many years (Document [Doc.] IA Web 

Content). This seemed to be a potential recruitment and retention strategy by the school 
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to attract new families and increase its re-enrollment rate. A small number of students 

received financial aid offered by IA, which covered part of the tuition (RJ, Chat with 

Inayah). All these factors, as I analyze later, influenced parent expectations from and 

influence in the school, and the school response to parent influence.  

School vision and curriculum. IA’s vision highlighted Qur’an memorization 

(hifdh) and pursuit of the highest level of academics by its students to become scholars 

and professionals in the academic and professional fields (IA Parent-Student Guide 

[PSG]). IA’s religious education program consisted of subjects commonly taught in a PI 

school, such as Islamic Studies, Arabic, and qira’a practice. The high school offered 

additional advanced Islamic studies subjects (IA Yearly Report). However,  as a way to 

appeal to the SA-American community, its hifdh program was very well-established (IA 

PSG; IA Yearly Report; IA Newsletter; Obs. IA PTO) and dedicated 90 minutes daily to 

hifdh instruction. The PTO also affirmed that the “majority of the parents come here 

because of the school's unique hifdh program” (Obs. IA PTO, ¶20). It takes about three to 

four years for a student to memorize the Qur’an in Arabic, which is roughly six-hundred 

pages in its most common format.  

IA’s vision for the academics was developed to attract families that valued higher 

education. Its mission statement, for “if the school is promising it, this is what they’re 

striving for” (Ifra, I1, ¶79), is shaped by this population of parents. To pursue its 

academic goals, IA aligned its curriculum and assessment with state standards and the 

texts used were state approved. The students took the state assessment (although private 

schools are exempt from this mandate) so the parents could compare their children’s 

academic achievement with public school students and hold IA accountable for it. This 
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was another area of parent expectations and influence in the school. IA also offered 

extracurricular activities, such as student council, science, arts & craft, and coding clubs, 

etc. to supplement its curriculum.  

IA also enrolled its high school students in a community college for junior and 

senior years to complete their high school and earn college credits at the same time. This 

helped solve IA’s problem of allocating its limited resources for qualified teachers and 

functional labs for high school. However, the high school parents, at IA and other PI 

schools, were required to pay both school and college tuition fees. Consequently, some 

students in their junior and senior years withdrew from the school and enrolled into the 

community college to complete their high school in order to save money. Thus, not 

specific to IA, we see a larger proportion of 11th and 12th graders leaving PI schools than 

from other grades. Additionally, IA referred its special needs students “to the public 

school for diagnosis and special needs support” (IA PSG, p. 25) as it had limited 

resources to establish its own special education services.  

 School governance and staff. IA depicted a loosely organized institution with 

little evidence of a strict bureaucracy (Obs. Inayah). The IA School Board (IASB) was 

the governing body at IA. It included representatives from its non-profit parent 

organization, the community, and the PTO. IA’s affiliation with the community mosque 

impacted its autonomy as a self-governing body. The IASB was not independent in 

making or enforcing its decisions as it “had to deal with the mosque board” (Obs. IA 

PTO, ¶21). The mosque’s decisions often conflicted with what IA wanted. The mosque 

was run on community donations and used IA as one of its star projects to raise money. 

There was also an influx of parent influence (outside of PTO) in the school, via the 
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mosque board. The IA PTO wanted to keep checks and balances at the school (Obs. IA 

PTO) and powerful parents were able to exert their influence in school decision-making 

through the IASB and PTO. For these reasons, IA had not really progressed like other PI 

schools in the area; for example, its enrollment had remained under 200.  

The school administrative structure worked under the IASB, and comprised of the 

principal, followed by the directors of religious and teacher education. About 65% of IA 

teachers were certified. They represented both Arab and SA ethnicities in contrast with 

the parents who were mostly SA-Americans. The appointment of the current religious 

education director, who was Arab-American, attracted Arab-American teachers and 

brought Arab cultural influence to IA. This was in contrast to a few years ago, when a 

majority of the teachers were SA-Americans, including the religious studies director. 

This had originally brought SA cultural influence in religious education.  

However, the instruction of religious subjects, including hifdh, was at times 

affected by  teacher turnover, which was attributed to administrative instability at IA 

(Ilham, I 1 & 2) and teacher disagreements with the IASB on matters such as teacher pay 

and teaching methodology (RJ, Chat with Ifra). For example, the IASB wanted the 

teachers to produce a higher number of huffadh (plural of hafidh; one who has 

memorized the Qur’an) every year, so it could be used as a school marketing strategy. 

The teachers, on the other hand, stressed quality over quantity and so, disagreed with the 

IASB. Such disagreements resulted in the resignation of two highly qualified Islamic 

studies teachers who taught upper elementary to high school grades. One teacher, who 

left, found it “difficult to work with the administration” (RJ, Chat with Ifra, ¶13).  
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The position of the principal was often filled anew as they left due to 

disagreements with parents, teachers, and/or the IASB in implementing their decisions 

that “they deemed were necessary for the school growth” (RJ, Chat with Inayah, ¶3; 

Inayah, I 2; Ilham, I 1 & 2). Some influential staff and parents supported or opposed the 

new principal; in the latter instance the principal usually resigned and left (Inayah, I 2). 

For example, a former principal wanted to dismiss low-performing teachers; but they had 

strong support on the IASB. As a result, the teachers stayed and the principal had to leave 

(RJ, Chat with Inayah). Such administrative instability and high teacher turnover 

compromised IA’s academic quality (Ilham, I 1 & 2; Inayah, I 2). There were not many 

school-organized opportunities to involve parents in school decision-making at IA, 

except for the PTO and parent representation on the IASB. Furthermore, the IASB and its 

parent organization interjected parent influence in the school. The school administration 

did not appear rigid, as it was new and it takes time to build hierarchical power structures. 

This encouraged more parent influence in the school.  

Participant Profiles 

The two parents in the study, Ifra and Ilham, were SA-Americans and as such 

belonged to the dominant group of parents. Ifra, born and raised in the UK, had a 

Master’s degree from UK and was married with four children, three of whom attended 

elementary school at IA. This led her to focus her influence on the elementary school. 

Her ethnicity, education, and native fluency in spoken English impacted her expectations 

and influence in IA. 

Ilham was different from Ifra in that she had two years of college from her home 

country and had a traditional upbringing in her home country, where cultural values take 



Texas Tech University, Batool A. Haq, December 2017 

66 

 

precedence over religious teachings. Ilham chose IA for its hifdh program. All five of her 

children were at IA. The three in high school were aiming for medical school. This was 

similar to what many SA-American parents would desire for their children, as these 

professions are thought to provide prestige, status, and socio-economic stability and 

upward mobility. Such aspirations for her children led Ilham to focus her expectations 

and influence on high school.   

Principal (Pr.) Inayah, a SA-American, was the first female principal at IA. 

Culturally, she could relate well to parent expectations. She held a master’s degree and 

principal certification from a US university, and had teaching and administrative 

experience in both public and PI schools. Her education and experience with public 

schools gave her an insight into the American education system. She was aware of the 

issues at IA; she must gain rapport with parents, teachers, and the IASB to establish her 

authority. She explained one of her challenges was “because this school has not had a 

male administrator” (Inayah, I2, ¶190). As such, some IASB members and parents 

questioned her competence as the principal (Ifra, I2; RJ, Chat with Ifra). Not surprisingly, 

a year later, IA was once again looking for a new principal. After two years at the school, 

Pr. Inayah left due to differences with the IASB and some influential parents and 

teachers.   

In summary, the SA cultural influence, parent SES, and the mosque influence into 

IA were the three major factors that impacted parent expectations and influence and 

shaped the school response to the parents. IA’s autonomy was compromised due to its 

affiliation with the mosque, it experienced more parent influence than other schools in the 

study, had limited resources, and the administrative instability was bad for its growth and 
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image. Both parents at IA were SA-Americans but had different upbringings. As such, 

they had different expectations of and interactions with IA. Pr. Inayah’s SA background 

helped her better understand parent expectations. Her education and experience were an 

asset to IA in achieving its goals. However, her differences with some IASB members 

and some teachers and parents limited her authority and negatively impacted her efforts 

to implement changes.  

Theme One: Parent Expectations  

Socioreligious expectations.  

The IA parents’ socioreligious expectations consisted of an Islamic and safe 

school environment and quality Islamic curriculum and instruction. They also desired 

better integration and civic engagement with the society. Pr. Inayah showed insight into 

parent expectations and whether these were fulfilled by the school. 

An Islamic and safe learning environment. Like many parents in IA, the IA 

parents in the study desired an Islamic environment consistent with their religious values 

and a safe learning environment for their children. An Islamic school environment is free 

from practices such as drinking, drugs, and dating, and also supports religious practices 

such as wudu, salah, fasting, and Islamic dress code. A safe school environment keeps 

students safe and secure from physical and emotional harm, such as bullying, harassment, 

peer pressure, violence, and discrimination due to their minority status.  

Ifra desired a school that would instill Islamic values in her children and make 

them confident Muslims (Ifra, I1 & 2). Thus, she chose IA “for the environment, but also 

for [my children] to develop a love for Islam” (Ifra, I1, ¶53, 71). She did not consider 

public schools because "there's a lot of peer pressure, it could be little things, like the 
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words they bring home, but it could eventually be major issues like drugs, and male-

female relationships" (Ifra, I1, ¶55). Islam discourages social mingling of opposite sexes 

and premarital relationships are prohibited. However, Ifra would consider charter schools 

“with a large population of Muslim students” because the teachers would have a “greater 

understanding of Muslims and their needs” (Ifra, I1, ¶61). Thus, teacher understanding of 

Muslims and their faith was important for parents and impacted parent school-choice. Ifra 

was satisfied with IA’s “good, safe environment” (Ifra, I 1, ¶67) as the students exhibited 

“good Islamic values” (Ifra, I1, ¶67). 

Ifra also thought that PI schools, in general, provided an insulated experience 

(Ifra, I 1 & 2). Since most PI schools are largely managed by immigrants, the process of 

integration has been inadequate and slow in comparison to other private parochial 

schools. This has turned parent social expectation for integration and civic engagement of 

their children at PI schools into a concern. Ifra wanted IA to develop partnerships with 

local schools to engage students in community projects to promote awareness, 

integration, and build relationships. She articulated, “the [PI] schools [should] have a lot 

of interaction with private or public schools, so the society at large would know about 

them; right now it doesn't know much about Islamic schools” (Ifra, I2, ¶41). She desired 

her children to be confident of their Muslim identity and “knowledgeable in [their faith] 

and able to communicate with the world at large” (Ifra, I1, 122).  

Ilham, like Ifra, expected an Islamic environment for her children, as she stated, 

“We wanted an Islamic environment. You know like the home environment” (Ilham, I1, 

¶6). Her reference to home environment was often repeated in parent conversations; it 

signified their desire to have their home values reflected and respected in the school. 
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Ilham was satisfied with the environment at IA because, “it has a mosque right there. The 

students say adhan and pray” (Ilham, I1, ¶16).  

However, Ilham thought IA’s environment was not safe from discrimination. Her 

6th grade son was a “very shy but well-behaved student” (Ilham, I1, ¶65). She wanted him 

to participate in school activities and claimed that the teachers “ignore my child… They 

say he is very shy, he can’t speak on the stage... I say to them give him a chance. They 

don’t see all students as equal” (Ilham, I1, ¶65). Her son’s noninvolvement in class was 

seen by Ilham as the teachers being unfair to him and her intervention to help her son was 

ignored by the teachers. This could be due to Ilham’s limited spoken English that 

rendered her powerless in navigating her way in the school. Though, Ilham was satisfied 

with IA’s environment as it promoted Islamic values and allowed her children to practice 

Islam, her expectation for an environment safe from bias was not met.  

Islamic curriculum.  The IA parents developed varying expectations for the 

Islamic curriculum as shaped by the extent to which they were exposed to and understood 

the dynamics of Western culture. For parents like Ifra, who were highly educated and 

religious, and grew up in the West, a deeper understanding of Islam was the focus of 

Islamic curriculum. For these parents, just committing the scripture to memory was not 

enough as Ifra stated, "hifdh is just memorization without meaning and without applying 

what they read; we’re looking for more than that" (Ifra, I2,¶49; I1,¶75). She would be 

happy if her children completed hifdh, but more “importantly that they understand the 

Qur’an, and read properly… and it becomes a part of their life” (Ifra, I1, ¶71, 73), so 

“that they can make the [right] choices” (Ifra, I1, ¶53).  
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Ifra believed the new religious education director brought “a lot of improvement. 

It seems Islamic Studies will be given more emphasis” (Ifra, I1 ¶75). She was satisfied 

with the Islamic education at IA. She stated, “I’ve seen excellence in qira’a …and the 

Islamic Studies seems to be improving, too” (Ifra, I1 ¶75). Thus, Ifra’s religious 

expectations were “being met as the children are learning every day so much. So, IA is 

meeting expectations in those terms” (Ifra. I1 ¶77).  

In contrast, for parents, like Ilham, who had a traditional upbringing and were 

cultural in their religious approach with little or no education in the West, the focus was 

on hifdh. These parents reflected expectations borrowed from their culture and expected 

IA to fulfill those. Thus, Ilham stated she brought her children to IA “mainly for them to 

memorize the Quran. That was our dream and it came true” (Ilham, I2, ¶8; ¶37). She was 

happy that her three older children successfully “memorized the Qur’an in four years” 

(Ilham, I1, ¶37).   

Islamic curriculum instruction. IA parents expected an engaging Islamic 

curriculum learning experience for their children. The availability of qualified Islamic 

curriculum teachers at the lower grades and a shortage of such teachers for the upper 

grades impacted parent expectations and satisfaction with instruction.  

Ifra, as an elementary school parent, was “very pleased with the teachers …they 

have been wonderful for qira’a and hifdh, and Arabic teachers are also very good” (Ifra, 

I2, ¶53). Ifra was happy that her children loved to recite the Qur’an. She credited that to 

“the very good teachers that my children had. I would want those teachers to continue, 

because the teacher makes a difference. When they love Qur’an and they can inspire 

students, that’s a major thing” (Ifra, I1, ¶93).  
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On the contrary, Ilham, as a middle and high school parent, was not happy with 

the Islamic instruction quality and expressed concern over the shortage of qualified 

teachers at middle and high school levels (Ilham I 1&2). She complained, “The Islamic 

studies teachers are not highly qualified” (Ilham, I2, ¶24) and “do not teach in an 

interesting manner” (Ilham, I2, ¶34). She referred to a mandatory Islamic studies class 

that her senior daughter found boring and seldom attended. “Instead,” Ilham said, “she 

stayed home and studied” (Ilham, I1, ¶60). As a result, Ilham’s daughter received 

unexcused absences for skipping the class. Ilham recalled, previously her children had 

“really great Islamic studies teachers, they learned a lot from them. Those teachers were 

educated at prestigious Islamic universities. But, they left and that’s the problem” (Ilham, 

I2, ¶28). Teacher turnover was indeed a problem. She also complained that the Arabic 

teachers “did not teach Arabic well and then the school would change the teachers” 

(Ilham, I2, ¶37). Due to inconsistent curricular policies “the new teacher would start them 

off from the basics. So the students did not learn much in Arabic” (Ilham, I2, ¶37). Thus, 

while Ifra was satisfied with the Islamic teachers at IA, Ilham was disappointed. 

Academic education expectations. The IA parents considered the academic 

education equally as important as the religious education. As a social exchange between 

themselves and the school, the parents expected nothing but the best for their children, 

especially, as they paid out-of-pocket for their education. However, the academic 

education at IA hardly met parent expectations. The parents were not satisfied with the 

academic rigor, or lack thereof, and teacher quality and expressed concern on the 

compromise they made on the academic quality for an Islamic environment. 
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Academic curriculum. Both Ifra and IIham, like many IA parents, expected a 

challenging academic curriculum with rigorous learning standards and high student 

expectations, however, they felt it was neither rigorous nor did it establish high student 

expectations. Ifra’s academic expectations included a “well-rounded and strong academic 

program” (Ifra, I1, ¶109), a hands-on curriculum in science and social studies, and higher 

scores in standardized tests. Ifra explained, “It’s like a trust, when we bring our children 

here, when we pay tuition, we have expectations” (Ifra, I1, ¶79). She argued, “students 

can’t just be huffadh, we can’t neglect their academics, they need that as well to succeed 

in life” (Ifra, I1, ¶79) and “because it's a private school, it should have the best ratings” 

(Ifra, I1, ¶111), but she did not think that, in general, “Islamic schools are at that level 

yet” (Ifra, I2, ¶40).  

But, she felt satisfied in that “every year, I see where my children are, how 

they’ve improved, and I’m satisfied, especially in math… the curriculum they used and 

the efforts the teachers took to take them further than just the basics” (Ifra, I1, ¶85). Still, 

Ifra was “looking for improvements” (Ifra, I1, ¶77), especially that “science and social 

studies are not given enough time” (Ifra, I2, ¶65). She insisted that “student scores on 

standardized tests should be higher” (Ifra, I2, ¶219). She liked the standard-based PE 

program but wanted a "larger facility" to house more such activities. Her academic 

expectations were only partially met.  

Ilham, as a middle and high school parent, expected the academic curriculum to 

include AP and honors classes to prepare her children for higher education. 

Understandably, the priority of these parents was to get their children into good 

universities. They desired their child’s college application and high school transcript to 
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stand out with rigorous course work. Like many SA-American parents, IIham desired her 

children to pursue professional fields. She claimed that her children "want to become 

doctors and engineers… and work hard on their own. The school does not help them" 

(Ilham, I1, ¶44). She found IA’s promise of a good academic education a far-fetched 

promise. Her daughter in her senior year wanted to take an advanced class at the 

community college and needed permission from IA to register for it. But the school did 

not allow her as she would have to drop a mandatory Islamic Studies class to make room 

for the honors class in her schedule. Ilham criticized IA for not making an exception for 

her daughter. “They don’t cooperate with their students,” she said, “they don’t listen to 

them to see if they have a valid point" (Ilham, I1, ¶71). Her expectations for a quality 

academic curriculum were not met.   

 Academic instruction. IA parents had concerns about academic instruction, 

including teacher qualifications and experience, and instructional and classroom 

management strategies. However, their concerns diverged as the elementary school 

parents focused more on the instructional and classroom management approach 

consistent with the needs of elementary school children, while the high school parents 

stressed on teacher qualifications and inconsistent grading policy that affected student 

transcripts and college applications.  

Signifying elementary parents, Ifra expected a more hands-on approach to 

instruction. She wanted the teachers to make learning active for the students who should 

not be “just learning dry information” (Ifra, I2, ¶69). She was happy with math and 

language arts instruction, but thought that science and social studies were “not presented 

in a fun way” (Ifra, I2, ¶65). However, she realized that the “teachers need to have 
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resources to make learning things in the most fun way” (Ifra, I2, ¶65). She also pointed 

out that in comparison to public schools, “we don't have the same resources in special 

education and extra-curricular activities” (Ifra, I2, ¶45). 

Thus, facing limited resources like many PI schools, it became a tacit belief 

among IA parents that the academic quality would be compromised to have their children 

in an Islamic and safe environment. Although, Ifra was hesitant to compromise “very 

willingly” as she put it, “it would be a decision to make, but most likely I would do that” 

(Ifra, I2, ¶121). Ifra saw a teacher using sarcastic language with a young student. As a 

former teacher she knew the teachers were often “feeling stressed and at times that comes 

out inadvertently upon the kids through sarcasm, or raising a voice, or being less patient” 

(Ifra, I1, ¶95). But, she stressed, “There needs to be more training on how to interact with 

and discipline students, like using positive discipline, or love and logic” (Ifra, I1, ¶118). 

Ifra was okay with the idea of having non-Muslim teachers to teach non-religious 

subjects; “if they are qualified and have the proper certification” (Ifra, I2, ¶25). Ifra’s 

expectations for academic instruction were partially met and she hoped for more 

improvements.   

As a middle and high school parent, Ilham wanted qualified teachers for her 

children. She justified her expectation that “in high school the child's future is in balance, 

you want good qualified teachers in high school” (Ilham, I1, ¶27). But “IA doesn’t have 

enough funds” (Ilham, I2, ¶24, 26) to afford highly qualified teachers. She alluded to a 

very common problem with PI schools; owing to their limited budgets the schools 

struggled in hiring and retaining good teachers. Ilham complained that the “teacher 

quality is very poor… there is a teacher who cannot even speak English properly” (Ilham, 
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I1, ¶ 74; ¶77). Ilham also pointed out that “any good teacher that ever comes does not 

stay for more than a year” (Ilham, I1, ¶24). Low teacher retention posed problems to the 

students for there was “no consistency in the rules… each new principal and teacher 

bring their own rules…When the kids were little, they adjusted but now that they are in 

high school they don’t want to do it” (Ilham, I2, ¶32).  

Her other grievance was about grading; some teachers gave low grades and 

deducted points for minor things, and thus “ruined their high school grades” (Ilham, I1, ¶ 

77). These issues had discouraged Ilham’s children and “they do not want to go to IA” 

(Ilham, I2, ¶ 30). Ilham asserted that all along she had “compromised on the academics 

for an Islamic environment” (Ilham, I2, ¶39). However, on teacher classroom 

management she agreed with Ifra that “the teachers cannot control the students… they get 

hyper and unruly, and have behavioral problems” (Ilham, I1, ¶28, 31). When asked if IA 

should hire non-Muslim teachers, Ilham also agreed, “If they are properly trained, the 

school should hire them”, especially since “we pay so much tuition” (Ilham, I2, ¶16), 

signifying the social exchange that she entered with the school was not being fulfilled. 

Thus, Ilham’s academic instruction expectations were not met.  

 In summary, parent culture and level of education impacted their religious 

education expectations, and their cultural background demanded high academic standards 

for their children to pursue professional education. Traditional brought-up of SA parents 

made hifdh their main religious education expectation. Parent familiarity with or 

upbringing in the West led them to emphasize understanding and practice of what 

students learned in Islamic studies; they were also concerned about school integration 

with society and civic engagement. For the academics, parents demanded better 
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curriculum, instruction, and classroom management, and were willing to compromise on 

the academics for an Islamic and safe environment. For the elementary parents, a more 

hands-on curriculum was important and for high school parents issues such as AP classes, 

teacher turnover, and college admissions were the main concerns.  

Theme Two: Parent Influence  

 IA parents used several approaches to influence schools to meet their specific 

expectations. These approaches included: using the IASB and PTO platforms to voice 

their opinion in school matters that directly influenced school decision-making, direct 

involvement in the school, such as helping teachers with class activities, and chaperoning 

students on field trips, attending parent-teacher conferences, PTO and fundraising events, 

and using the exit strategy to pressure the school to fulfill their various needs.  

Influence through the IASB. Understanding that the IASB was IA’s governing 

body, some dominant IA parents influenced school decision-making by working as IASB 

members or using their personal connections with the IASB members to effectively bring 

influence from the top (Obs. IA PTO; RJ, Chat with Ilham, Chat with Inayah; Inayah, I 

1&2). These efforts to influence could be for any type of issue they held important for 

their religious or academic education needs, staffing decisions, disagreements with staff 

members or the principal, or simply to undermine the principal’s authority (Inayah, I 2).  

For example, some parents did not agree with Pr. Inayah’s decision to “stagger 

the dismissal time by 15 minutes to increase the instructional time for high and middle 

school students and to help in the smooth dismissal of the elementary students” (Inayah, 

I2, ¶102). For the parents who had children in both elementary and middle and high 

school, it meant getting in the dismissal line at two different times to pick up their 
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children. They were not happy and “objected to the board directly, they did not come to 

me first”, complained Pr. Inayah (I 2, ¶106). This was an attempt to challenge the 

principal’s authority by the powerful parents. There were other occasions as well in 

which parents sidestepped the principal to meet with the board directly. In some instances 

of parent influence, the IASB was compelled to meet the demands of dominant parents 

on, for example, staffing and policy decisions, because of the dollar amount the parents 

brought to the school in terms of tuition and donations (RJ, Chat with Inayah). A donor 

parent told IASB that if IA did not address his needs, he would withdraw his children and 

the school would lose the money (RJ, Chat with Inayah). Pr. Inayah expressed contempt 

at such influence and called it “emotional blackmail” (RJ, Chat with Inayah). However, 

this was normally how the big donors exercised power in the school.   

Ifra wanted parents to go through proper channels and not approach the IASB 

directly. She herself never approached the board for any of her concerns (Ifra, I 1 & 2), 

probably because her position on the PTO afforded her plenty of influence in the school. 

On the contrary, Ilham, having little power, admitted the role of the IASB in addressing 

some of her concerns. She stated, “It was the board that helped us in our problem; the 

principal would not hear of it” (Ilham, I2, ¶42). She also asserted that “the school is going 

on because we pay tuition, our children have been here from the beginning, they should 

listen to us" (Ilham, I2, ¶55). Thus, as tuition paying parents, they expected IA to fulfill 

their needs.  

 Influence through the PTO. The IA PTO was another organization through 

which parents exercised influence on school matters by “highlighting areas that we find 

important. Trying to gain more voice, more involvement from the parents” (Ifra, I 2, 
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¶165). The PTO members also had more interactions with the school staff. Ifra stated, 

“Because I’m a member of PTO I might have more communication [with the staff and 

administration] than other parents” (Ifra, I1, ¶107). Her outlook suggested  that parents 

should help IA by doing what they were asked to do and “not try to move their own 

agenda” (Ifra, I2, ¶149), which she explained as parents asking “the administration to 

bring about a change with their own child's interests at heart… they're not looking at what 

is best for everyone” (Ifra, I2, ¶157, 169). Ifra knew how the system worked, so she 

advised the parents who wished to “give their opinion on how they want things done… 

then they should be involved with the PTO” (Ifra, I2, ¶153). It further confirmed the 

power that the IA PTO enjoyed in school decision making. 

For example, Ifra had a concern earlier in the year with qira’a instruction “not 

having as much time” (Ifra, I2, ¶222). She met with the teacher but the matter was not 

resolved to her satisfaction. She, then, met with the principal a few times, who agreed to 

“increasing the time for qira'a… and by the end of the year I’m still satisfied” (Ifra, I2, 

¶224). The IA PTO actively supported or opposed administrative decisions, such as 

staffing decisions (Inayah, I 1 & 2; RJ, Chat with Inayah). Its influence was evident from 

one of its goals, which was “to ensure that everyone at IA is held accountable, including 

the teachers, the administration, and the elected officials” (Obs. IA PTO, ¶21). To 

exercise its power, it wanted to keep its own checks and balances at all levels in the IA 

hierarchy. The PTO wanted to “bridge the gap between parents and IA” (Obs. IA PTO, 

¶21) by involving more parents because a majority of the parents remained uninvolved 

with the school (Obs. IA PTO; Ifra, I1; RJ, Chat with Inayah).  
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Ifra’s school involvement arose with a sense of obligation. She knew that IA had 

a small budget and “the tuition is still what pays for the teacher salaries” (Ifra, I1, ¶126). 

So, she raised funds through the PTO projects, such as “the hot lunch program, carnival 

and fall festival, and bake sales” (Obs. IA PTO, ¶79). However, only a handful of 

parents, who possessed the social capital, like Ifra, were involved and gained power 

through the PTO’s platform and influenced the school (Obs. PTO; Ifra, I1; RJ, Chat with 

Inayah). These parents upheld their influence by getting re-elected (Inayah, I1&2; Obs. 

Inayah), as Ifra was re-elected for another year to serve on the PTO.  

Influence through school involvement. Parents who were directly involved in 

school activities or worked as a staff member used their involvement and familiarity with 

the school to impact decisions made at both the classroom level and the school level. Due 

to Ilham’s limited English proficiency (Ilham, I 1 & 2) and lack of the social capital in 

her direct influence at both the classroom and school level, she decided to become a 

teacher’s aide at IA to exert her influence. She was at the school daily and came to know 

all the staff. She was observant of the activities at IA, became aware of the problems 

related to teacher classroom-management, and student behavior, and regularly brought 

them to the principal’s attention. She said, “I called the principal to the class so many 

times… I was just furious when I saw these things” (Ilham, I1, ¶52, 82).  

When her expectations for the religious and academic education and teacher 

quality were not met, she found chances to influence the school focused on her children’s 

needs. For example, she again asked her son’s teachers to involve him in class activities 

as he was often left out for being shy. In another example, her senior daughter ran for the 

student council president and the result turned out to be a tie. The rule was to break the 
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tie with the student’s GPA (Ilham, I 1 & 2). The other student had a slightly lower GPA, 

so Ilham was sure that her daughter had won the election. But the school resolved the tie 

with the GPA and student attendance both taken into consideration, and decided in favor 

of the other student, who had a near-perfect attendance. Ilham’s daughter had many 

unexcused absences for skipping the mandatory religious class. Ilham thought the school 

was unfair to her daughter. She met with the counselor and the principal several times to 

resolve the issue in her daughter’s favor. But the school kept its stance. Lastly, she 

approached the IASB. It was hesitant at first, but, upon Ilham’s persistence, intervened in 

the last minute, and Ilham's daughter was announced as the president. Although, Ilham 

was successful in using her influence, she was very upset by the whole situation that she 

saw as biased towards her daughter.  

However, not all parents would use this approach even if they were not happy 

with the school because “they don't want to cause disruption at the school” (Ifra, I 2, 

¶189). They also remained silent because IA was a community school and, as such, 

parents and teachers had friendships outside the school. Even though, such parents might 

belong to the dominant ethnicity or had a high SES, they refrained from exerting their 

influence as they thought that complaining against a teacher would hurt their friendship 

(RJ, Chat with a parent). For example, a middle and high school parent was not happy 

with the science teacher, but she never complained at the school because she was friends 

with the teacher (RJ, Chat with a parent). 

 Influence through exit strategy. The threat-to-exit was an influence strategy 

used by some dissatisfied IA parents to influence school policy when the school failed to 

fulfill their expectations. More commonly, this strategy manifested in parent behavior 
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due to bias complaints and unmet academic expectations rather than for religious 

education needs. The parents understood its power and used it in such contexts. For 

example, if Ifra felt that her children “were not getting a good academic education ...and 

the teachers were not being compassionate, or were using classroom management 

techniques that were just not acceptable” (Ifra, I2, ¶81) she would, first  take steps to 

correct the situation, such as talking to the teacher and bringing it to the principal’s 

attention (Ifra, I 1 & 2), but “if that's not something I could change... then I would 

probably take my children out” (Ifra, I2, ¶81). In that case, Ifra was open to consider 

alternatives, such as other PI schools or even a charter school “would be a strong second 

choice” (Ifra, I1, ¶60). Thus, as suggested by the CMT, through the exit strategy parents 

not only transformed the situation for their children, but the schools, under pressure, were 

also more likely to change. 

Ilham utilized the exit strategy when her expectations for the academic education 

and teacher quality were not fulfilled. She also thought the school treated her children 

unfairly. Her son in 11th grade, wanted to enroll at a community college instead of 

remaining at IA to complete his high school. IA did not like this move as it meant losing 

enrollment and tuition, especially when parents like Ilham, who had multiple children 

enrolled, exited the school. Pr. Inayah tried to persuade them to continue at IA for “the 

benefits of remaining at IA are getting a good environment; no peer pressure, your 

friends are here; girls can wear hijab” (Obs. IA Principal, ¶41). But, Ilham removed all 

her children from IA.  

 The IA parents employed different channels, including the IASB, PTO, direct 

involvement in the school, and the exit strategy to exercise power and exert influence in 
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the school (Ifra, I 1 & 2; Ilham, I 1 & 2; Inayah, I 1 & 2). Some parents, like Ifra, saw the 

PTO as a platform to come together to effect a change that would benefit all, while the 

driving force for other parents, like Ilham, was advocacy for their children. When parent 

expectations, especially for the academics and fair treatment of their children, were not 

met, the parents took action to transform the situation in their favor including utilizing the 

exit strategy, which also had the potential to transform the school.  

Theme Three: School Response to Parent Influence  

 IA response to the many forms of parent influence also came in different ways. 

When IA considered parent expectations as reasonable and also had the resources to take 

care of, it often took measures to fulfill them. This constituted a positive response. At 

other times, the school did not readily agree with the parents, but had to reluctantly make 

changes under pressure from the dominant parents, who exerted influence and formed 

friendly relationships with the school staff. This was IA’s reluctant response. Yet, at 

other times IA’s response was negative. In other words, the school disregarded parent 

influence, probably due to lack of resources or because the parents were not dominant to 

exercise power. IA’s negative response also constituted adopting different ways to limit 

parent influence.   

 Positive response to parent influence.  Positive response to parent influence was 

observed in three areas that included classroom instruction, student learning, and parent-

school communication because these issue were central to the parents and the goals of the 

school. IA identified parent expectations in two ways; one through the feedback solicited 

from the parents in surveys and parent-teacher meetings to “improve instructional 

strategies in the classroom, and to make the child successful in learning” (Inayah, I 1, 
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¶222). Pr. Inayah scheduled three parent-teacher conferences in the year; “the parents 

meet with the teachers and fill out a survey” focused on instruction, student learning and 

progress (Inayah, I1, ¶169). She also organized “five town hall meetings” (Inayah, I1, 

¶181) to hear parent ideas and concerns. The other type of feedback was what the parents 

themselves offered. For example, the parents who were educators, sometimes presented 

unique challenges to the school as “they have a different way of looking at classroom 

instruction …we do note down their feedback” (Inayah, I1, ¶222).  

 Pr. Inayah agreed with parent concerns about the teacher quality and the lack of 

clear policies or non-compliance by the IA staff. She asserted, “We’re working hand in 

hand with parent expectations, and the goals of the school is to fulfill the parent goals, so 

we strive to work together” (Inayah, I2, ¶21). She talked to the parents and observed the 

teachers in their classrooms. She held the teachers accountable for “a dissatisfied parent 

would pull out their child due to poor performance of the teacher" (Inayah, I2, ¶23). She 

also accepted the need for “training the teachers to our expectations, and setting them as 

role models for our students” (Inayah, I 1, ¶153-154). Ifra affirmed that Pr. Inayah was 

vigilant about parent concerns and “she’s observing in the classroom and has taken steps” 

(Ifra, I1, ¶87), such as dismissing some teachers due to their poor performance.  

Pr. Inayah asked the IASB not to renew contracts of low-performing teachers and 

supported her claims with hard data (RJ, Chat with Inayah). The IASB eventually agreed 

with her. Pr. Inayah also fulfilled Ilham’s demand for AP classes and arranged for teacher 

training at a local university. Sadly, Ilham did not stick around to observe these changes. 

Ifra saw Pr. Inayah as “more receptive to parents” (Ifra, I2, ¶205), and believed she “has 

understood that parents have this concern… and already making progress” (Ifra, I1, ¶85 - 
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87), but the progress had been slow and the parents “still don’t see the complete results” 

(Ifra, I1, ¶87).  

 Reluctant response to parent influence. IA’s reluctant response to parent 

influence was the result of the push from the dominant parents that the school valued 

because they donated money, generated substantial revenues as they had multiple 

children enrolled, or were friends with the higher-ups in the school. Pr. Inayah also had to 

deal with the parents who had been at IA a lot longer than her and had gained influence 

with the staff, IASB, and the mosque board.  

An example of the school’s reluctant response could be seen with the dismissal 

time change sanctioned by the principal. The dominant parents objected to the IASB and 

the new dismissal policy could not take effect. Following this, Pr. Inayah made an 

agreement with the IASB, “that any parent or teacher or staff who approaches them with 

complaints they should redirect them back to me” (Inayah, I2, ¶196). However, parent 

influence continued to come through the IASB (RJ, Chat with Inayah). Pr. Inayah was 

hopeful that this would change soon (Inayah, I 2), but contrary to her hopes, it did not 

happen. At the end of the year, a dominant parent, who was on the IASB and a close 

relative to a teacher at IA, criticized Pr. Inayah’s leadership as ineffective and asked the 

IASB not to renew her contract. Behind this move were also some disgruntled parents 

and teachers. Sometime earlier, the same parent had asked Pr. Inayah for a special favor 

for his child for a school event, which she had refused. Although, a few IASB members 

wanted Pr. Inayah to stay, they reluctantly had to agree with the board’s decision to let 

her go (RJ, Chat with Inayah).  
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Negative response to parent influence. IA’s negative response was to ignore 

parent voice and limit their influence in the school. Although, Pr. Inayah, wanted to 

engage parents to help teachers in school events, and made efforts to meet parent 

expectations, she did not like the idea of parents influencing her decision-making. She 

believed parent influence in school was not beneficial unless the “parents have a good 

grasp of the educational system over here” (Inayah, I 2, ¶132), signifying that many 

parents did not know much about the American education system. Ifra affirmed that “in 

terms of parent influence Pr. Inayah is clear in her mind what she would like to see” (Ifra, 

I2, ¶233). As such, Pr. Inayah encouraged parents to participate in the school, but on her 

terms. Her administration established new rules to supervise parent influence in the 

school and new guidelines were defined for the PTO (Ifra, I 1; Inayah, I 1). IA’s negative 

response also constituted efforts by Pr. Inayah to limit parent influence. She expressed 

frustration with parents who approached the IASB without her knowledge. She stressed 

on the parents to follow the school hierarchy.  

 At times, IA’s negative response was to deny parents a chance of communication 

and disregard their unsolicited feedback. Ifra tried to see the principal but she “couldn't 

necessarily meet her face-to-face. That was not as easy to do” (Ifra, I 2, ¶257). The office 

told her to communicate via email, but Ifra stated, “Even after an email, I would like to 

sit down and discuss, but it didn’t seem that the principal was accessible” (Ifra, I 1, ¶89). 

Being fair-minded, Ifra tried to make sense of it. She explained the principal “should 

keep an open mind and listen to parent concerns. But not to just [act upon] whatever 

parents say. She has to keep the vision of the school in line” (Ifra, I 2, ¶237).  
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Historically, IA had a very strong PTO (Ifra, I2). Pr. Inayah asserted, “We have 

seen parent influence from the PTO in trying to shape school policy and to influence day-

to-day operations or decisions on even staffing” (Inayah, I2, ¶53). She wanted to scale 

back its influence, and demanded to sit in the PTO meetings to establish her authority. 

She said “it was necessary, and in the end very fruitful as it prevented a lot of 

misunderstandings, and at the same time showed the parents how to work with the school 

following the correct protocol of things” (RJ, Chat with Inayah). Yet, she admitted that at 

IA “parental devotion is amazing, even when IA is going through a rough patch due to 

disagreements between the IASB and the school administration” (Obs. Inayah, ¶42) the 

parents stood by the school. Ironically, this was perhaps due to the fact that parents had a 

voice in school decision-making that, in turn, boosted parent commitment to the school.  

 To summarize, IA’s new leadership asserted that it respected parent expectations 

and tried to fulfill them. However, on many occasions, the school response to parents was 

based on how much power a particular parent had. The school readily fulfilled 

expectations of dominant parents, and sometimes it was compelled to do so under parent 

influence. The principal did not like this influence and tried to work closely with the 

IASB to limit it although she was unsuccessful and her efforts did not bear fruit. For 

parents, who enjoyed little power due to having less social capital, the school response 

was not very accommodating. 

Case Summary  

 The case of IA revealed strong parent expectations with respect to both religious 

and academic education. Their expectations were a reflection of parent cultural norms 

and upbringing, and their SES. The school’s religious education curriculum was heavily 



Texas Tech University, Batool A. Haq, December 2017 

87 

 

impacted by the SA cultural values. The academic curriculum fell short of parent 

expectations due to financial restraints, and the parents did not feel happy in this social 

exchange. However, their priorities led them to reluctantly compromise over the 

academic quality for an environment that was both culturally and religiously compatible.  

 Parent SES and personal connections with the IASB members mattered in their 

exercise of power; even the staffing decisions at IA were not free from such influence. 

Financial restraints impacted every aspect of the school; from the academic and teacher 

quality to extracurricular activities, to special services and programs. Thus, IA needed 

financial support from its affluent parents, who in turn demanded more influence in 

school matters. Some parents empowered themselves through their employment or 

volunteer work at IA to voice their concerns and advocate for their children. Some 

parents did not hesitate to engage in transformative action to mitigate the situation in their 

favor, especially if they perceived discrimination concerns. They also effectively utilized 

the exit strategy due to their unmet academic expectations. The IA response differed to 

dominant and non-dominant parents. The school administration resisted parent influence, 

but far too often, was unsuccessful and gave in to the demands from the dominant 

parents.    
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The Case of Manar Academy 

School and family profiles. MA, a Pre K-12 school, was the largest and the 

oldest school in the study. It began in a small house with only a handful of students. 

Seventeen years later, its three buildings and school grounds sprawled over several acres 

of land. Although MA was only four years older than IA, its enrollment at 1100+ was 

almost seven times that of IA’s. One of the reasons was probably that MA was not 

affiliated with a mosque and possessed its own decision making powers. Possibly another 

reason was that MA attracted families with the highest SES in the study. The parents paid 

a yearly tuition of more than $8000 per child. As one parent put it “the students come 

from an elite background” (RJ, Data Collection Notes II, ¶56). Thus, MA parents had 

greater resources in terms of social and economic capitals to support MA resulting in its 

enormous growth. Despite a higher SES, the MA parents exercised less influence in the 

school than the IA parents.    

MA was established by the Arab-American community and in its earlier years 

was dominated by the Arab-American management, families, and culture. Almost two 

decades later, the Arab-American families were in a slightly greater proportion than the 

SA-American families. Although, the demographics at MA changed over the years, the 

dominant culture remained Arab. Thus, besides English, one was more likely to hear 

Arabic conversations at the school than of other languages. It might translate into Arab 

parents enjoying more influence in the school due to possessing more cultural capital. For 

example, Arab-American parents outnumbered parents from other ethnicities in 

representing MA PTO and influenced its work in that way. In a PTO meeting I observed, 
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“The Arab-Americans are more vocal in giving their opinions and suggestions. SA-

American members are quieter and speak occasionally” (Obs. MA PTO, p. 3).  

 

Many Arab-American families hold white collar jobs or run businesses, whereas 

SA-American families are usually in professional fields like medicine and engineering. 

Although, parents from both ethnicities desired higher education, but SA-Americans were 

more focused on professional education. In religious education, while SA-American 

parents emphasized hifdh, as was observed at IA, the focus of Arab-American parents 

was on understanding the Qur’an and its practice. Student to student interactions were 

influenced by their ethnicity and culture (RJ, Chat with Maha). For example, although 

friendly with each other, “students with the same cultural background seem to stay 

together during recess and lunch time” (Obs. Mishal, ¶32). This showed that the two 

cultures coexisted, but did not particularly mesh well with each other socially.  

School vision & curriculum. MA’s vision promised to produce leaders and 

productive citizens who were well prepared for career challenges in the 21st century (Doc. 

‘MA’, ¶10-13). Unlike IA, MA’s vision statement clearly emphasized preparing students 

for higher education, which attracted families that valued higher education.  

MA’s religious education curriculum included Arabic, Islamic Studies, and 

reciting, understanding, and memorizing the Qur’an. It did not have a hifdh program like 

IA. Instead, MA students memorized only small portions of the Quran according to their 

ability and desire because Muslims are required to recite Quranic verses in their daily 

prayers. For the Islamic studies and Arabic language, the MA parent organization 

published its own textbooks.  
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MA’s academic curriculum for the core subjects was aligned with the state 

standards and it claimed to offer “superior academics to produce accomplished 

individuals” (MA Wikipedia Entry). Its high school academic choices and ample physical 

resources were key attractions for parents as these surpassed other schools in the study. 

Better educational sources allowed the school to offer several tracks for its high school 

students, including honors and AP classes. Although, MA also enrolled its students in the 

community college for their junior and senior years, the students took all the classes on 

the school campus and did not have to commute between the school and college. MA also 

offered more extracurricular activities than IA due to its ample physical, human, and 

financial resources.  

School governance and staff. The school was governed under its non-profit 

parent organization, which had representatives on the MA School Board (MASB). The 

MASB also had representatives from the community and the MA PTO. The school 

administration worked under the MASB and consisted of the principal, two vice-

principals for the elementary and middle schools, followed by the directors of religious 

instruction and student services. Though, the makeup of the MASB was similar to the 

IASB, the way it functioned was different. The MASB was free to make and enforce its 

decisions, whereas IASB reported to the mosque board and was less autonomous. At MA, 

both SA and Arab ethnicities were represented in equal proportions among its 

administration and staff. About 75% of its teachers were certified. MA’s administration 

exuded an air of professionalism and signified a strict hierarchical management working 

cohesively (Obs. Mishal; Obs. MA PTO), something which was not seen at IA.  

Participant Profiles 
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The two parent participants at MA, Mairah and Maha, belonged to different 

ethnicities. Mairah was a soft-spoken Arab-American woman and had a Master’s degree 

from her home country and a professional license from the United States. She moved 

from out-of-state for the school and had been an MA parent for five years. Her four 

children attended public and parochial schools before arriving at MA. She was similar to 

Ifra in many ways; articulate, passionate about her children’s education, and an elected 

member of the PTO. But, unlike Ifra, she was born and raised in the Middle East. She 

was an affluent parent and donated money to MA every year (RJ, Chat with Mairah). Her 

Arab ethnicity, cultural capital, and a high SES, along with her work on the PTO afforded 

her considerable influence at MA and made her a dominant parent.  

The other parent, Maha, a working mother of SA origin, had a high SES and was 

a long-time MA parent. She moved here several years ago to enroll her three children at 

MA, who previously attended the public school. Her two older daughters had graduated 

from MA, while her son with slight special needs was in the 11th grade. Maha also had 

two years of college education from her home country and was like Ilham at IA. They 

spoke the same language, had similar upbringing, cultural/religious background, and had 

little proficiency in spoken English. Maha possessed less cultural capital at MA due to 

her limited English and her SA ethnicity. While ethnicity might have helped Ilham in her 

influence at IA, Maha’s played a negative role in hers. Maha had previously donated 

money to MA but it did not earn her any influence and thus, she decided not to donate 

anymore (Maha, I 2). She asserted that Arab parents at the school enjoyed more influence 

(Maha, I 1 & 2). Her special-needs son did not have a happy relationship with MA. 

Initially, he went to MA for two years, then due to teacher complaints for his disruptions 
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in class, Maha took him to public school. There he was diagnosed and given support for 

his special needs. He completed his elementary school and returned to MA in sixth grade 

because he “wanted to be in an Islamic environment” (Maha, I1, ¶9).   

Pr. Mishal was a SA-American, born, raised, educated in the United States. She 

held a graduate degree and principal’s certification and had considerable experience in 

school administration. As a second generation American, she had a unique perspective 

among the PI school principals who were usually immigrants. As such, it would not have 

been a far-fetched thought for her to be a better fit for leadership at an American school. 

Like Pr. Inayah, she took charge a year ago and set four goals to achieve in the year to 

improve instruction and assessment. Her goals were, “number one, it was writing 

measurable objectives, number two, it was student engagement, number three alternative 

assessments, and number four grading policy …I had to give the benchmark that we 

achieved with each one of them” (Mishal, I 1, ¶108). To meet her goals she initiated 

block scheduling to increase student engagement and provided teacher training on 

alternative assessment methods and grading (Mishal, I 1).  

In summary, MA had a rigid hierarchical management structure. Parent ethnicity, 

culture, and SES determined parent influence in the school. Mairah and Maha’s children 

once attended public and parochial schools, and thus, their expectations of MA were 

similar in some ways, but due to different cultural backgrounds they were different in 

many other ways. Their influence was also received differently by MA. Pr. Mishal had 

teaching and administrative experience in PI schools, but lacked public school 

experience. Due to her cultural background, she understood the needs of SA-American 
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parents and her American education gave her an insight into the workings of an American 

school. 

Theme One: Parent Expectations 

Socioreligious expectations. Like the IA parents, the socio-religious expectations 

of the MA parents also consisted of an Islamic and safe environment, Islamic curriculum 

and instruction, and integration and engagement with the broader society.  

   An Islamic and safe learning environment. MA claimed that it offered 

“Islamic education in a nurturing environment” (MA Wikipedia Entry) and promoted a 

safe school environment that encouraged Islamic practices (Doc. MA). As Mairah stated, 

“I wanted to have my kids raised in Islam as a way of life… and where they can learn 

how to deal with peer pressure” (Mairah, I 1, ¶101, 119). She believed an Islamic 

environment was needed for “properly raising and building the personality, something 

you can’t achieve anywhere else, it has to be done through teachers, through friends” 

(Mairah, I 1, ¶107). She stated the public school “had drug problems, dating problems, 

and all kinds of police cars at the door with dogs sniffing for drugs” (Mairah, I 1, ¶66). 

Her children struggled to find time between classes to pray, and worried whether the 

lunch served was halal. In contrast, MA offered an Islamic environment that had “time 

set aside for wudu (ablution) and prayer and that gives my children serenity and peace of 

mind to have their prayer on time… and everything is served halal at MA” (Mairah, I 1, 

¶66, 68).  

Mairah also believed that MA provided a safe learning environment. At MA, her 

children did not feel marginalized like they did in public or parochial schools where they 

faced “different difficulties in order to match the atmosphere that was surrounding them, 
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and it was hard for them” (Mairah, I 1, ¶78). For example, for group projects her children 

“couldn’t find a partner, and they always did projects on their own. It was a lot of 

pressure. [laughs] Even though my kids excelled, but other students always looked for the 

one who is the same color” (Mairah, I 1, ¶80). At MA, she was happy, they did not have 

to worry about such pressures. Her expectations for a safe environment were fulfilled.  

Maha’s main expectation of MA was an Islamic and a safe environment, too 

(Maha I 1, ¶43). Her son faced “lots of problems [at public school]… and the main 

problem was bullying” (Maha, I 1, ¶13). Maha’s other concerns were the same as other 

parents’, such as dating, drugs, and “boys with girls” (Maha, I 1, ¶43) as she put it. She 

stated, “I saw pregnant girls at public high school. That never happened at MA… boys 

are separate from girls, they have separate seating in classrooms... No peer pressure for 

dating, drugs, and such things” (Maha, I 1, ¶43). Her expectation for an Islamic 

environment was met.  

However, she also looked for a safe environment for her son, who had slight 

special needs and was shy and sensitive. MA recognized that the “parents and school 

staff should work together as family to foster a nurturing environment at school” (MA 

PSG, p. 4). Maha’s frustration stemmed mainly from the teachers (Maha, I 2, ¶51) who, 

she claimed, were strict and biased against her son because he was shy and not Arab 

(Maha, I 1 & 2). She stated her son was unhappy at MA and “lost confidence because 

how they treated him; as soon as he started, the teachers did not like him” (Maha I 2, ¶27 

& 55). Maha complained that some teachers favored Arab-American and “nice-looking 

and cute” students (Maha, I 2, ¶55), and called it “the same back-home mentality… 

favoritism” (Maha, I 1, ¶27). She chuckled, “If they are here in America, they need to 
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come back from home” (Maha, I 1, ¶74). She believed her son did not have a safe 

environment at MA.  

Islamic curriculum.  MA taught Islamic curriculum from K through 12th grade. 

At the high school level Islamic curriculum had advanced classes focused on 

understanding and practice of the Qur’an (Doc. Manar Academy). Given their 

educational and cultural backgrounds, Mairah and Maha differed in their expectations for 

Islamic curriculum in a manner similar to Ifra and Ilham. 

Though, Mairah and Ifra belonged to different cultures but both were educated, 

religious, and had more cultural and social capital than the other parents in the study.   

Thus, Mairah, like Ifra, expected MA to develop in students an “understanding of the 

Qur’an and how to apply it” rather than “merely memorizing the Qur’an without 

understanding” (Mairah, I 1, ¶101). She expressed approval of MA’s Islamic curriculum 

as “everyday there is an Islamic studies period …they teach them what Islam is about, it’s 

not just learning to read the Qur’an” (Mairah, I 2, ¶31). Mairah was satisfied with MA’s 

Islamic curriculum. However, she also expected the school to teach students “decision-

making and leadership skills and how to express their thoughts in a respected manner” 

(Mairah, I1, ¶121). Like Ifra, Mairah expressed concern that the students might not learn 

how to interact with people outside their school and be confident with their Islamic 

identity. She stressed:  

The school has to be smart to make sure that the students are aware of their 

environment and the current events, they should not make them isolated, because 

when they go to college it’s a shock for them if they are not prepared for the real 

world… they have to know how to deal with the real world. (Mairah, I 2, ¶8) 

‘Dealing with the real world’ meant dealing with the culture outside the bubble 

often created by small private school environments, especially private religious school.  
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In contrast, Maha, who was not particularly religious, considered Islamic 

curriculum at MA as an added bonus. She stated that she “didn’t put her son in MA for 

the Islamic subjects” (Maha, I 2, ¶68) because she believed she could teach her son about 

Islam and her cultural values at home (Maha, I 2). Her main concern about Islamic 

curriculum was the Arabic curriculum. She wanted MA to teach the Classical Arabic 

(CA) rather than the Modern Standard Arabic (MSA). CA is the language of the Qur’an; 

MSA is the literary variation of Arabic used in contemporary writing and speech. Many 

Arab-American parents want their children to acquire MSA as their native language to 

keep close to their cultural roots; whereas SA-American parents favor CA for religious 

reasons. They see little value in learning MSA as in their view the purpose of learning 

Arabic is to understand the Qur’an. Cultural tension was evident as Maha criticized, “I 

told them I don't care if you are teaching them [Modern] Arabic. I am not sending my kid 

to Saudi Arabia for a job.” (Maha, I2, ¶88). Maha’s Islamic curriculum expectations were 

not realized and she remained unsatisfied.  

 Islamic curriculum instruction. MA parents differed in their satisfaction with the 

religious instruction, though both parents focused on teacher qualifications and the 

teachers being a role model for students. Mairah was happy with the instruction as the 

teachers were qualified and good role models. She expected the teachers to be “a model 

for Islamic behavior” (Mairah, I 1, ¶121), and was happy that MA had “qualified teachers 

for teaching Islam, and that was a reason for me to choose MA” (Mairah, I 1, ¶271). She 

was happy that the teachers taught how to “apply Islam as a way of life. They bring it to 

their students in a way that they understand what it means to be a Muslim all the time, not 

just when you are around your parents or teachers” (Mairah, I1, ¶267).  
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 Maha had concerns that the teachers at MA did not seem to practice what they 

taught. She pointed out, “The big problem in Islamic studies... is the behavior of the 

teachers… If I tell you to do something, but I myself am not doing it, why would you 

learn from me?” (Maha, I2, ¶51). She again complained about the discrimination her son 

faced; “They are teaching religion, but if they are thinking that, we are different, they are 

different, what is the point of sending [my son] there?” (Maha, I 2, ¶15). Maha also 

voiced her frustration that she could not communicate with the Arabic language teachers 

because they did not speak English, “They speak to the parents in Arabic… if we don’t 

know Arabic how do we communicate?” (Maha, I 2, ¶131). Her expectations once again 

remained unfulfilled. These expectations, on the one hand, signified Maha’s deep 

dissatisfaction with the school due to her son’s unmet needs for fairness and equality; on 

the other hand, these also pointed to the sociocultural inequities faced by non-Arab 

parents in their relationship with the school.   

Academic Expectations. Parents at both IA and MA stressed their expectations 

for a rigorous academic curriculum to such an extent that if these expectations were not 

met they would leave the school and explore other options, not excluding public schools. 

Both Mairah and Maha were vocal about such expectations. Mairah, like Ifra, appeared as 

a supporter of MA, and Maha, like Ilham, overstated her disapproval of MA despite 

having stayed there for more than a decade.  

 Academic curriculum. Parents at MA expected a challenging academic 

curriculum so that their children could pursue their higher education aspirations. Mairah 

stated, “I expect our kids to get the best education, academically and Islamically… I 

expect them to have a well-rounded personality” (Mairah, I 1, ¶115). Her academic 
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expectations included advanced classes in high school and less homework and more 

reading time in lower grades (Mishal, I 1, 2). She was happy that her high school 

expectations were met by MA and gave it a 90% rating to express her satisfaction 

(Mairah, I 1; RJ, Chat with Mishal). Her two older children at MA were doing well 

academically. She was happy that MA’s academic standards were equally rigorous as the 

parochial schools that her children attended. She stated the standards “are comparable in 

the academics, if it’s not a little bit better at MA in terms of science and math education, 

as MA excels in math and science” (Mairah, I 1, ¶70). While many SA-American parents 

want their children to get into medical and engineering professions, Mairah, considering 

that American-Muslims are underrepresented in professions like education and law, 

encouraged her children to go into social sciences and the academia (Mairah, I 1).  

Mairah’s concerns were “too much homework” (Mairah, I 2, ¶33) and little “focus 

on reading [in lower grades] and no special programs like, career education” (Mairah, I 1, 

¶70). Her 1st grader did not read fluently and her older son missed being in a career skills 

program that he attended at the parochial school (Mairah, I 1 & 2). For these reasons, she 

thought she compromised on the academics (Mairah, I 2). However, in member-

checking, Mairah changed her opinion on the reading instruction. She had observed her 

daughter’s reading class and found out that all students read fluently; so, she concluded 

that the reading instruction was fine, and as a parent she needed to spend more time with 

her daughter on reading at home (RJ, Chat with Mairah). Mairah stated her complete 

satisfaction with MA’s academic quality.  

Maha also expected a quality academic curriculum, but felt she had to 

compromise on it for the Islamic environment. Upon her son’s return to MA from the 
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public school, she recalled, “I did compromise. I knew that MA’s standard was not higher 

than the public school’s” (Maha, I 2, ¶75). Although, she expressed her satisfaction for 

high school science and social studies curriculum and stated that her son enjoyed these 

classes and learned a lot (RJ, Chat with Maha), she was unhappy with English and math 

education (Maha, I 1 & 2; RJ, Chat with Maha). For these reasons, she thought her son 

would have fared better academically had he remained in the public school (Maha, I 1). 

Like Mairah, Maha also thought there was “a lot of homework” at MA, but decided that 

“it helped [the high school students] with their university [classes]” (Maha. I 1, ¶64).  

She complained that college guidance counselors at MA did not “inform students 

about college scholarships – like the public schools do, only now I’m beginning to 

understand that you have to apply for the scholarships” (Maha, I 1, ¶87). The counselors 

at MA had little experience and many were themselves MA graduates (Maha, I 1); they 

lacked the experience to understand how college scholarships actually worked. This 

knowledge was critical to knowing different options available to the students. Thus, 

Maha’s academic expectations were not met by MA. 

Academic instruction. Each parent at MA looked at the instructional quality from 

their perspective, however, all wanted highly qualified teachers. They also expected the 

teachers to be fair and good role models for the students.   

Mairah was satisfied with the professional qualification of the teachers, but 

believed it was not enough. She expected the teachers to possess Islamic knowledge and 

to be able to tie it with the academic subjects. She stated, “The teachers should know how 

to use any [academic] curriculum to fit into Islamic objectives” (Mairah, I 1, ¶186), and if 

they did not know, she suggested MA should provide them training for it. Surprisingly, 
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like the IA parents, Mairah also identified limited finances as a challenge to attract good 

teachers; she stated “to get a good teacher, you need to offer a good salary” (Mairah, I 2, 

¶28). But MA was a large organization, had far more resources than IA; it should be able 

to hire the best teachers. Mairah insisted it was still not enough to “always hire the 

perfect teachers” (Mairah, I 1, ¶150). She pointed to the shortage of qualified Muslim 

teachers due to which MA hired non-Muslim teachers. She was fine with the idea, but, 

she wanted them to refer to the school policy for “the dress code… fasting, daily prayers, 

and when there’s an ethical issue” (Mairah, I 2, ¶12). This expectation indicated her grasp 

of religious knowledge and that she herself was a very religious person.  

Maha wanted the teachers to be American educated, and fair and caring towards 

all students. She also wanted qualified board members and better salaries for the teachers. 

Usually, most PI school teachers are immigrants. Maha questioned their ability as 

teachers; she implied if the teachers did not go to school in America then they did not 

understand the American education system (Maha, I 1, ¶78). Thus, she wanted MA to 

“hire young Muslim teachers… who went to school in America. They know their system 

better” (Maha, I1, ¶78). But such teachers preferred public school employment because 

of better compensation. Maha believed MA had the resources to hire these teachers, but 

was “not paying well to the teachers” (Maha, I 2, ¶43). Differing with Mairah, she 

believed that MA’s expansive facilities indicated “they make a lot of money” (Maha, I 2, 

¶41). She wanted MA to spend its money, first on providing a positive school climate, 

rather than investing in physical facilities. She believed the school is “supposed to build 

student character, not big buildings” (Maha, I 2, ¶41). She agreed with Mairah for having 
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non-Muslim teachers (Maha, I 2) and praised that “they are very good in behavior, we 

need to learn from them” (Maha, I 2, ¶27). 

Maha’s major concern was teacher bias towards students of non-Arab ethnicity. 

She believed her son got hurt because some teachers played favorites, were strict and 

uncaring, and demeaned students because they did not make good grades. For example a 

teacher once told her son’s class that they “will end up working at McDonald’s” (Maha, I 

2, ¶243). This led Maha to stress that more important than teacher certification was that 

“the teachers respect and care about students” (Maha, I 1, ¶72). At the same time, she 

admitted her two older children did not have this problem because, she thought, they let it 

slide and not affect them (Maha, I 1 & 2). The problems that Maha’s son had were 

perhaps due to his special needs, for which there was no help at MA. But Maha insisted it 

was not the case; she stated, “We had a lot of complaints about the teachers (from other 

parents)” (Maha, I 1, ¶72), and she added that “teacher behavior was the most common 

complaint” (Maha, I 2, ¶181). Maha also criticized that the MASB members were neither 

educators nor qualified to run a school (Maha I 2; RJ, Chat with Maha). She challenged, 

“My concern is, if I’m not related to education... why am I on a school board?” (Maha I 

2, ¶139). Thus, none of her academic instruction expectations were met by MA.  

To summarize, at MA, too, parent cultural background and education were the 

factors that impacted their socioreligious and academic expectations. Parents who were 

more educated and understood living in the West as a religious minority, worried about 

preserving an Islamic identity and emphasized an understanding of the faith. They also 

wanted the school to engage with society in meaningful ways so that the students grow 

up to become productive citizens. Whereas, parents who held cultural values as more 
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important, desired a culturally congruent environment at the school and had no specific 

religious education expectations. Parents also wanted MA to spend money to improve the 

educational experience for their children as that was one of the benefits they hoped to 

gain from this social exchange with the school.  

Theme Two: Parent Influence  

MA parents developed a few ways to influence the school to address their 

expected needs. They had the PTO platform to collectively impact school policies and 

decision-making and individual parents used their influence through personal connections 

with the school hierarchy and the MASB, or their higher SES to affect change in areas of 

their interest. Like the IA parents, some MA parents also employed the exit strategy to 

compel the school to listen to them.        

Influence through the PTO. Like the IA PTO, the MA PTO was also very active 

and functioned as a parent-school interaction body. It raised funds and encouraged parent 

involvement. MA’s affluent parents on the PTO possessed time and social capital 

required to organize successful fundraisers and raised far more money to support MA 

than their counterparts at IA, especially in the areas of purchasing technology and lab 

equipment to enhance the educational experience for students (Obs. MA PTO).  Mairah 

was happy with her role as a PTO member. Using the PTO platform, she brought changes 

that she wanted (Mairah, I 1 & 2). As she explained, “at MA parent opinion is taken care 

of; it has three effects… the parents donate more, they spread the good word about the 

school, and they feel good that they can share their ideas and the school listens” (Mairah, 

I 2, ¶165). She very well-articulated the reciprocity in social exchange all stakeholders 

would love to have in home-school relationship.   
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Mairah wanted to install a water cooler in the school building so the students 

could have access to cold water all day long. She convinced the administration of the 

need, raised funds through the PTO, and in a matter of days installed the new water 

fountain. Mairah exhibited behaviors similar to Ifra at IA in showing her commitment to 

MA. They worked with a sense of obligation and could be seen frequently at the school, 

interacting and building rapport with the staff. Mairah stated “If they [school staff] 

always see you in the school, they know you, they listen to you… you need to be there in 

the morning, chat with them in the evening, I’m there all the time” (Mairah, I 2, ¶191). 

In contrast, Maha was never a part of the PTO like many parents in the school. In 

SA and Arab cultures, school systems rarely allow for much parent involvement since in 

these cultures a teacher is seen as the expert; parents may see their involvement as 

interfering with the teacher’s job. For some parents, it could also be due to lack of time or 

cultural capital. In the latter case, they did not feel confident enough to interact with 

teachers. As Mairah stated, “it’s just the culture… they don’t like to be a part of their 

schools, they shy out” (Mairah, I 2, ¶124).  

Influence through school involvement. Parents gained influence in MA through 

involvement in school activities. As opportunities presented, the parents got involved in 

issues important to them to participate in the school decision-making processes. Mairah, 

as a dominant parent herself, described such parents as “more educated …more involved” 

(Mairah, I 2, ¶191). She stressed the key to gain influence was “to put effort and time to 

get changes done” (Mairah, I 2, ¶173). She elaborated, “If I want to bring any changes, I 

have to go through multiple channels, conference with teachers, spread my ideas, and 

make sure everybody is aware of it… lobby… I have to work on it” (Mairah, I 2, ¶171-
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173). In contrast, parents enjoyed little influence “if they just showed up once a year”, 

instead “they have to have a good relationship with the teachers and the leadership” 

(Mairah, I 2, ¶195) and relationships are formed with parent involvement in the school. 

Mairah criticized that many parents “just throw the burden on the teachers… take my 

kids and do whatever you want. They might complain at the end of the year, but they are 

not involved” (Mairah, I 2, ¶120). For example, when MA sought parent feedback 

through surveys usually less than 20% of the parents responded (Mairah, I 2). 

 Mairah successfully exerted her influence through school involvement. For 

example, earlier in the year, she asked MA to change the school calendar because it did 

not suit her schedule. She wanted MA to match its holidays with the local ISD calendar. 

Mairah lobbied for the change with the MASB, met with the parents and the school staff. 

MA, upon her urging, solicited parent opinion through a survey, as Mairah lobbied 

among the parent body to get them to agree with her (Mairah, I 1). Based on the parent 

feedback on the survey, MA revised the calendar. The change that Mairah wanted was 

made (Mairah, I 1). Mairah also wanted less homework for her 1st grade child; she stated 

“when I complained, they cut down on the amount of homework” (Mairah, I 1, ¶217). On 

Mairah’s prompting the teacher even made the homework optional for all students 

(Mairah, I 2, ¶207). Mairah was very happy.  

Maha also tried to gain influence by visiting the school often. She volunteered 

when her daughters were at MA. She stated, “When my son started in 6th grade, I stopped 

because we went to parent and board meetings, they didn’t listen to us, they didn’t 

answer our questions, they didn’t do anything” (Maha, I 2, ¶100-102). This was probably 

due to her lack of cultural capital and fluency in English that Maha was unable to 
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exercise influence in the school.  Frustrated with her non-influence, she stopped 

volunteering, but visited the school as her son’s advocate. Maha felt the math teacher was 

biased against her son (Maha, I 2, ¶235, 257). She asserted, “I went to the administration 

many times… talked to them… [I] would go to them again and again” (Maha I 1, ¶31, 33, 

103). Whereas a proper channel like PTO would afford parents more power, Maha made 

solitary efforts; consequently, little did change for her son. She was very similar to Ilham, 

who advocated mainly for her children. Their advocacy sprung from their experience or 

perception that their children were discriminated at the school.  

Influence through exit strategy.  Like many IA parents, the MA parents also 

used the exit strategy to fulfill, mostly, their academic expectations. Mairah stated that 

she would use the exit strategy if her academic expectations were not fulfilled. For 

example, if she felt that her youngest child did not progress according to her expectations 

or if the school did not create opportunities for integration with society she would move 

her to public school (Mairah, I 2; Chat with Mairah).  

Maha actually took this step for her son. Her son wanted to move to the honors 

math class. Maha asked the teacher for the qualifying test. He was the same teacher who 

discriminated against her son. He ignored her request for several weeks (Maha, I 1 & 2), 

probably because the teacher felt placement decisions were his area of expertise, and the 

cost was too high for him in this social exchange. Finally, upon intervention from the 

administration the teacher was compelled to give the test to Maha’s son, who could not 

pass, and remained in the same class. One day, according to Maha, as the math teacher 

berated the students as usual, a student recorded him on her cell-phone. She also wanted 

to move to the honors class but had failed the test. The next morning, her parents came to 
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see the administration and told them they “wanted to give the audio recording to their 

attorney” (Maha, I 1, ¶117). The school “immediately moved that child to the honors 

class” (Maha, I 1, ¶101). The next day, Maha approached them with a copy of the same 

recording. The school agreed to move her son to the honors class but on one condition. 

They asked Maha to sign an agreement that in case her son found the class difficult he 

would not be allowed back to the regular class – in other words, if he failed the class he 

would have to retake it (Maha, I 1 & 2). Maha thought it was equivalent to rebuking the 

student for asking for fair treatment (Maha, I 1). Reluctantly, Maha signed the agreement 

and her son was moved to the honors class. She achieved what she wanted, but not in a 

desirable way.  

Maha, as a dissatisfied parent, had already once used the exit strategy when she 

took her son to the public school in third grade. Like Ilham’s children, the negative 

experiences at the school had an adverse effect on Maha’s son and he was reluctant to go 

to school. Maha withdrew her son from MA in the middle of the year (Maha, I 1). She 

enrolled him at the community college to complete his high school. She happily stated, “I 

pulled him out of MA just six months ago, but I’m already seeing a big difference” 

(Maha. I 1, ¶93). Maha was at MA for well over a decade. Withdrawing her son was a 

painful decision. Ilham experienced similar upsetting moments when she left IA. Maha 

contended, “I was thinking it was an Islamic school; actually it’s an Arab school” (Maha, 

I 2, ¶13). She voiced her feelings, “It hurts, really, it hurts, but,” she wanted to have the 

last say in the matter, “I told them that I am not going to refer your school to anyone, 

anymore” (Maha, I 1, ¶123). This was her transformative action in a social exchange 

where the costs had become too high for Maha to continue. When a parent removes her 



Texas Tech University, Batool A. Haq, December 2017 

107 

 

child from a private school, the school invariably gets hurt by the amount of tuition loss 

and bad publicity, especially in a small community where the ‘word of mouth’ matters a 

lot. In the end, implying her loss in this social exchange with the school, Maha 

emphatically asked “We paid a lot of tuition, but what did we get (in return)?” (Maha, I 1, 

¶86). 

 To summarize, like the IA parents, the MA parents also vocalized their academic 

expectations and the significance of having them fulfilled more fervently than they did so 

for the religious education. Similarly, the parents were equally concerned about equality 

issues and the provision of a safe environment. For example, both IA and MA parents 

used the exit strategy when they felt their children were not treated fairly; they also stated 

poor academic education as their reason for leaving. Unlike IA, parent ethnicity was a 

very prominent source of parent influence at MA, whereas parent SES similarly mattered 

at both IA and MA. However, MA experienced considerably less parent influence than 

IA because of its rigid bureaucracy. Successful opportunities for parent influence on 

school matters translated into parent satisfaction with the school. At both IA and MA, the 

parents, who enjoyed influence in school decision making, worked with a sense of duty 

toward the school, were more satisfied, supportive of, and strong advocates of the school.  

Theme Three: School Response to Parent Influence  

MA’s response to parent influence manifested in different ways. Like IA, the 

dominant parents were readily obliged and received a positive response. In return, these 

parents held a favorable view and supported the school financially and through a positive 

‘word of mouth’ in the community. At times, MA accommodated dominant parent wishes 

despite its reluctance to do so, which constituted a reluctant response to parent influence. 
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The non-dominant parents generally received a negative response in which their 

influence was ignored or curbed. Such parents held unfavorable views about the school.   

Positive response to parent influence. MA’s positive response was observed in 

both socioreligious and academic areas, especially when the dominant parents desired it. 

Pr. Mishal understood parent expectations for academic rigor, teacher behavior, and 

Arabic language instruction and insisted she made every effort to meet parent 

expectations (Mishal, I 1) and kept “many checks and balances, to hold account for 

improvement year after year” (Mishal, I 1, ¶103). She explained her strategy to keep 

parents happy was to keep them in the loop. She believed “communication is really 

important …and then you follow up with them” (Mishal, I 2, ¶153). She believed it 

facilitated her “to build that respect and trust with them”, by being proactive “rather than 

waiting for problems to happen” (Mishal, I 2, ¶153). Pr. Inayah also stressed 

communicating IA policies at the beginning of the year to all stake holders to avoid 

misunderstandings later (Inayah, I 2).  

Pr. Mishal stated that she brought curricular and policy changes to further 

strengthen the academic quality. Pr. Mishal also held teacher training workshops targeted 

at aligning objectives and assessments, alternative assessment, and grading policy.   

However, when she introduced block scheduling in the middle and high school it caused 

apprehension among the parents, who told her “your teachers aren’t trained… students 

can’t be engaged for 85 minutes. It won’t work”. But she insisted, “It will work, it has 

worked for over two decades” (Mishal, I 1, ¶127). She sent out informative articles and 

held meetings with the parents; her efforts were “on a multi-tiered level… explaining 
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what are all the measures and how we’re going to implement and roll this out… it’s 

methodical” (Mishal, I1, ¶131). The block scheduling was implemented.  

In contrast, matters were not resolved like this at IA, probably because the influx 

of parent influence thwarted any efforts by the principal to address their concerns in a 

manner observed at MA.  

Pr. Mishal’s efforts to provide quality education were met with “a lot of good 

remarks” from the parents. They were happy about “the things that have been happening, 

the change that is being implemented” (Mishal, I 1, ¶111). Agreeing with Pr. Inayah, Pr. 

Mishal also saw “financial means, and… training” (Mishal, I 2, ¶45) as the roadblocks to 

pursue her vision. To improve educational quality at PI schools the need for trained 

teachers is often mentioned as the top priority. However, Pr. Mishal, affirming Maha’s 

expectation, envisioned training of the board members. Their unfamiliarity with 

education and school dynamics created challenges to her efforts to respond positively to 

parent expectations.  

Although, MA specified qualifications for the MASB members, such as they 

should be “well-versed in child development, understand instructional practices, and 

experienced in organization management” (MA PSG, p. 5), they were seldom qualified 

for the job. Pr. Mishal complained they “want to implement the business model on the 

school model… chances are it probably is not going to work. You need to have that lens 

where you're looking at it from an educational standpoint” (Mishal, I 2, ¶45). This 

frustration was commonly vented among the staff at PI schools. As long as the decision 

makers at PI schools fail to realize the dynamics of education, the educators will 

experience the disappointment evident in Pr. Mishal’s words.  
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Pr. Mishal accepted the parent expectation for fair and caring teachers, but 

elaborated that the teachers were not necessarily harsh, but as part of the community they 

saw their students “in and out of school” (Mishal, I 2, ¶101) and developed a bond with 

them and treated them like their own children; they were both soft and also held them 

accountable just like a parent would. However, as most MA teachers were immigrants, 

she explained that they “might have a different upbringing… and cultural baggage… on 

how they were taught” (Mishal, I 2, ¶65). She wrongly believed that since most parents 

wanted quality in education, “they are willing to compromise on those things, as long as 

it’s providing good academic results” (Mishal, I 2, ¶65). This was not how Maha felt. 

Pr. Mishal accepted that in previous administrations some parents might have 

used their influence to “negotiate terms of a discipline measure” (Mishal, I 2, ¶109) for 

their child. This verified Maha’s claims of bias. However, Pr. Mishal insisted that she 

believed in the “equality and execution of rules. If we're going to have a rule, it has to be 

for everyone,” (Mishal, I 2, ¶105, 109). To ensure this, she communicated frequently 

with the parents, “so that they're in the loop and understand that each scenario is taken 

care of equally and transparently, that there's nothing to hide, there's no personal 

agendas” (Mishal, I 2, ¶153). MA’s Arabic curriculum was another issue of discontent for 

some MA parents (Maha, I 1 & 2). Pr. Mishal sought parent opinion on the matter and 

offered them an opportunity to participate in the decision-making. She clarified that MA 

was “revamping the [Arabic] curriculum, hiring qualified staff to shape and teach it, and 

also asking the parents which type they want and we will decide the matter with their 

feedback” (RJ, Chat with Mishal, ¶3).  
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Reluctant response to parent influence. MA’s reluctant response was fulfilling 

parent expectations under parent influence, even if the school did not like it. Similar to 

IA, MA also acquiesced to its dominant parents, who Pr. Mishal identified as those 

“having a big fund-raising stake and who donated a lot of money to the school” (Mishal, I 

2, ¶105). For example, MA consented to Mairah, who donated money every year, on 

many of her expectations, such as the homework policy (Mairah, I 1 & 2; RJ, Chat with 

Mairah).  

Another instance of MA’s reluctant response was the case of the high school 

student, who recorded her math teacher using insulting language with the students. Her 

parents threatened MA with legal action. So, the school and the parents came to an 

agreement where the student was promptly promoted to the honors class that she wanted 

and the parents did not pursue legal action (Maha, I 1 & 2). Similarly, Maha, although a 

non-dominant parent, also gained some influence when she put the school on the spot in 

the same phone-recording incident. MA reluctantly agreed to her request to move her son 

to the honors class despite that he did not qualify for it (Maha, I 1 & 2). However, in all 

fairness to Pr. Mishal, these two incidents happened before she took charge. She asserted 

that under her leadership “the school has honestly maintained a very even keel approach 

to all parents” (Mishal, I 2, ¶105).  

Negative response to parent influence. MA’s negative response was 

disregarding parent feedback from non-dominant parents, especially the unsolicited one, 

denying that parent influence existed, and curbing it where it appeared. Although, MA 

claimed that “parents are equal partners and major decision-makers” (MA PSG, p. 4), Pr. 

Mishal, agreeing with Pr. Inayah, considered parent influence an interference in her work. 



Texas Tech University, Batool A. Haq, December 2017 

112 

 

She thought the parents “may not necessarily understand the infrastructure needed or the 

methodologies, or the strategies that are employed in teaching” (Mishal, I 2, ¶93). Pr. 

Mishal also thought parents often came with “a personal agenda versus a more global… 

approach to the school” (Mishal, I 2, ¶93), which indicated the lack of trust between the 

school and the parents, which might contribute to adversarial parent-school relationship.   

Pr. Mishal’s strategy to counter parent influence was to “try and help them 

understand the rationale [behind a school decision]”, but if they insisted then, “we agree 

to disagree” (Mishal, I 2, ¶129). For example, Maha had numerous meetings with the 

administration to convey her concerns on teacher favoritism and bias; the administration 

calmly listened to her, promised to address her grievances, but did nothing (Maha, I 1 & 

2). This was an oft-repeated comment in Maha’s conversations. She even found a little 

humor in it; “They just listened, they just talked, they gave me a lollipop and that’s it… 

they didn’t do nothing… they didn’t change anything” (Maha, I 1, ¶ 41). The school “did 

not take any action about the math teacher, he’s still there” (Maha, I 1, ¶117). Frustrated, 

Maha declared, “They don’t care, I know that” (Maha, I1, ¶45). This was probably the 

point where Maha realized that she was not in a gainful social exchange with the school.  

MA’s negative response was also to negate having parent influence in the school. 

Both IA and MA followed this policy. Pr. Mishal stated that parent influence existed in 

limited ways on “controlled situations,” such as when “the school decides to seek out 

parent opinion and do a survey… but it’s very controlled” (Mishal, I 2, ¶77), and as such 

there was no “parent influence where they shape or mold the curricular or the behavioral 

policies” (Mishal, I 2, ¶77). Yet, Pr. Mishal tried to limit it. For example, like Pr. Inayah, 
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Pr. Mishal also stressed on the parents to follow the hierarchy at MA and redefined the 

PTO’s role.   

The bureaucratic atmosphere at MA required a parent to jump through several 

hoops to get heard. Not following the hierarchy could hinder parents to achieve their 

goals at MA (Mairah, I 2). Mairah criticized the parents who “start with the principal …I 

don’t appreciate that because you could solve a lot of problems in one-on-one with the 

teacher” (Mairah, I 2, ¶235). Mairah, a big proponent of this policy, always followed it. 

Maha initially did that but nobody listened to her, so she stopped (Maha, I 1 & 2). In case 

the parents approached the MASB directly, Pr. Mishal was confident the board redirected 

them to her. She claimed, “I’ve gotten a lot of backing from the MASB” (Mishal, I 1, 

¶142). Pr. Inayah had a similar understanding with the IASB, but the IA parents still 

contacted the board directly and it did not always redirect them to her (RJ, Chat with 

Inayah).   

At MA, the role of the PTO was contentious. The parents saw it as a platform to 

exert their influence, but Pr. Mishal was wary to see its role as anything more than a 

supportive hand for MA. She insisted its job was to “disseminate information, let parents 

know what’s allowed, what’s not allowed… help us communicate and facilitate 

conversations, they help us keep some parents in check” (Mishal, I 1, ¶139-140). To 

show her authority, she added that “the PTO parents get frustrated with us” (Mishal, I 1, 

¶144) because the school did not give them much leeway. There was an incident 

involving the PTO and the administration where the two got into a power struggle, and 

the MASB had to step in to resolve the matter. Following that, the principal redefined the 

PTO’s role. She told them, “this is your line, and this is my line. We all have jobs to do 
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and we need to stay within our lane” (Mishal, I 1, ¶144). However, as the PTO had voting 

rights on the MASB, it did enjoy influence; but Pr. Mishal dismissed it as “a very minor 

influence” (Mishal, I 2, ¶85). Thus, the PTO’s role was a little tricky for the 

administration to handle.  

In summary, MA was more successful than IA in its attempt to resist and limit 

parent influence in the school due to its bureaucratic structure. Both IA and MA 

administrations unanimously considered parent influence as an interference, although it 

showed to have a positive impact in promoting parent satisfaction with the school. 

However, in order for the principals to keep their authority, the costs for allowing parent 

influence on their decision making might run very high. Still, the influence from the 

dominant parents persisted at both schools, more so in the case of IA than MA. MA’s 

response to parent influence also ranged from taking action to alleviate parent concerns to 

reluctantly giving in to the influence to totally disregarding it, depending on how much 

power the parent had. In this exchange, the dominant parents enjoyed more power to 

influence school decision-making. In return, the school benefitted financially, received 

good publicity, and preserved a good relationship with these parents.  

Case Summary 

The MA parents passionately voiced their expectations for quality academic and 

religious education as well as for a safe school environment. However, like the IA parents 

their school choice was not based on MA’s academic quality. MA, as an affluent school, 

attracted parents with a high SES but afforded them less influence in school matters than 

IA. The parent influence was dependent on parent ethnicity, parent SES, and parent 

involvement in school activities. The school experienced Arab cultural influence, and 
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there were signs of parent empowerment based on Arab ethnicity. Just like at IA, the 

dominant parents at MA also enjoyed greater satisfaction with the school due to the 

opportunities they had to exert their influence in the school. MA parents engaged in 

action to transform an unfavorable situation in their favor, especially if they perceived 

unequal treatment of their children by the school and in response to unsatisfied academic 

expectations. Parents who were more involved tended to take more transformative action 

because they had more opportunities to do so due to their influence in the school. The 

school sought parent opinion in measured ways, but their influence was strongly curbed.  
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The Case of Noor Academy 

Case Profile 

School and family profiles. NA, a Pre K-12 school, was the youngest school in 

the study and called itself college preparatory, though there was little college preparation 

that it did. It was primarily established as a low cost PI school to make it affordable to the 

low SES and working class families in the community. NA faced severe financial and 

management challenges. It did not own its facilities, instead, leased an office building. At 

the end of the year, NA was evicted from its leased facility for non-payments, but was 

allowed back per court order (RJ, Chat with Nasreen). The following year it moved to a 

new location.  

NA allocated two large rooms in the school building for the school library (NA 

Executive Summary), but it did not have a library. Another very large room was 

converted into classroom spaces with 6 feet high mobile partitions. The classrooms 

looked plain and dull. There were separate classrooms for boys and girls, which stretched 

NA’s resources very thin. For this reason, it was forced to combine classes across grade 

levels. Islam encourages separation of opposite sexes from the age of puberty in social 

settings. But NA required separate classrooms even for the little kids, which was not 

financially prudent. However, the following year, NA decided to have grades 5 and up 

only in single-sex classrooms. Most NA families were low SES, dual-income, and 

worked in low paying jobs (RJ, Chat with NASB; Chat with Nasreen). The school 

received Titles I, II, and III services (Obs. Nasreen, ¶23; RJ, Chat with Nasreen). A vast 

majority of the parents were SA-Americans (Nasreen, I 2: RJ, Chat with Nasreen), which 

indicated more SA cultural influence than of other cultures.  
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School vision & curriculum. Despite its shortcomings, NA put Islamic education 

within reach for families. Its vision was to make “Islamic education affordable to parents 

who desire it for their children… to educate them in all aspects, including spiritual and 

religious so that they grow up to be practicing Muslims, and productive citizens” (Doc. 

NA Vision and Mission). Given a very small budget, it struggled to accomplish its vision. 

Yet, it was a school of choice for many low SES parents because of its low tuition.  

NA also followed the state approved curriculum and textbooks for the academic 

subjects and offered Islamic studies, Qur’an study, and Arabic (RJ, Chat with Nasreen, 

¶4). It was the only PI school in the study that offered a nationally standardized test 

instead of the state test. Unlike the parents in other PI schools who wanted the state test to 

compare their children’s academic progress with the public school students’ (Ifra, I 2; 

Mairah I 1 & 2,), the NA parents, due to their low SES, did not insist on the state test, as 

Ms. Nasreen explained, the state test “is a costly test; the cost would have to be covered 

by the parents. Outside the state, nobody looks at the state test” (Nasreen, I 2, ¶49). The 

cost of the state test was $10 per student; it could be a substantial amount for working 

class families with multiple children at the school.  

School governance and staff. NA was governed by a non-profit organization. 

The school did not have a principal as it could not afford one (RJ, Chat with Nasreen). 

The assistant principal, Ms. Nasreen, working under the NA School Board (NASB), 

managed the school. A member of NASB visited the school often signifying its 

involvement in day-to-day school matters. However, the following school year, Ms. 

Nasreen became vice-principal and the NASB member took on the duties of principal 

(RJ, Chat with Nasreen). NA was under-staffed and portrayed a state of an 
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unprofessional, overwhelmed, and disorganized organization. For example, student flow 

through the corridors was messy; teachers did not correct student misbehavior; young 

students used the stairs without adult supervision; the principal’s office was disorganized 

and dirty (Obs. Nasreen). Additionally, the NASB acknowledged that “there were some 

issues with the school (related to high school enrollment) in the middle of the year,” but 

they were taken care off immediately (Obs. NA PTO, ¶17, 19).   

 The NASB and the school staff also had a majority of SA-Americans. NA did not 

look for certified teachers as they cost more (RJ, Chat with Nasreen). Of its 25 teachers 

only two were certified; one of them left at the end of the year to join MA. The teachers 

mostly used lecture method for instruction. Elementary school teachers sometimes used 

projects and group work (Obs. Nasreen; RJ, Chat with a teacher). At times, the NASB 

was unable to pay its teachers (RJ, Chat with a teacher). Thus, teacher attrition was high. 

It had an administrative staff of two. The lack of professionalism in teachers was very 

noticeable. They paid social visits to each other during classes. Ms. Nasreen was furious 

to find two teachers using Facebook while the students took an exam (Obs. Nasreen).  

 NA had an enrollment of 250, of this a small number were refugee students. They 

studied free of charge or “what their families can pay” (RJ, Chat with Nasreen). NA’s 

tuition was “very low… to make it affordable for all” (Nasreen, I 2, ¶11), and it did not 

refuse enrollment to those who could not even afford that (Nafisah, I 2). NA offered “a 

financial aid packet” (Nasreen, I 1, ¶135), and asked those parents to volunteer for “20 

hours of service” at the school every month (Nasreen, I 2, ¶61). Although, NA struggled 

financially, it stated that its donors made-up the deficit, and it had been “successful each 

year to obtain the money needed to cover the costs” (Doc. NA Executive Summary) from 
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its donors. NA also generated additional funds through fundraisers. It raised its tuition by 

$50/month the following year due to pressing financial demands. This could be difficult 

for some low SES families who had multiple children enrolled at NA.  

Participant Profiles 

 Like MA parents, the NA parents, Nafisah and Nadia, also withdrew their 

children from the public school before coming to NA. Nafisah, a working mom of four, 

was a SA-American who grew up in her home country. Her education and religious 

background paralleled with Ilham and Maha’s, though she spoke much better English. 

Her family moved from another state for her husband's new job and had the lowest SES 

among the families in the study. If Nafisha’s ethnicity put her among the dominant 

parents at NA, her low SES moved her right back into the non-dominant group. She 

worked as a secretary in an office. Her children attending a private school was a big 

adjustment to her humble life style (Nafisah, I 1). She felt indebted to NA for making it 

possible, and voiced her concerns about the school in a very apologetic way. 

 Nadia, a stay-at-home mom of seven, was Arab-American and arrived in the 

United States at the age of 17. She moved her family from another state to enroll her 

children at NA. She and Mairah shared some characteristics; their native language was 

Arabic, they were homemakers and about the same age, married with seven children 

each, and desired good education for their children in a safe environment. But, the 

similarities ended here. The two had very different upbringings. Nadia, who had a GED, 

grew up in her birth country of Panama. She was not religious or involved in the school 

like Mairah. She was the only parent in the study who had a secular upbringing (RJ, Chat 

with Nadia, ¶4). She could express herself in English, and had native fluency in Spanish 
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and Arabic. Her multilingual abilities afforded her opportunities to network with other 

parents, as described later. Her financial situation had regressed due to her husband’s 

business losses. She could not afford any PI school but NA.  

 Ms. Nasreen, the assistant principal at NA for the last three years, was a Native 

American of mixed ethnicity. Prior to assuming her administrative duties she worked as a 

teacher at NA for four years. Her own education and twenty plus years of public school 

experience afforded her an understanding of the public school system, and probably was 

the reason she was moved from teaching to administration at NA. She was a key factor in 

getting the school accredited. I asked Ms. Nasreen why she herself was not the principal; 

she said that she did not want the position due to the stress it carried. The following 

school year, shortly after assuming the role of the vice-principal, she resigned and left 

NA in the middle of the year due to differences with the new principal (RJ, Chat with 

Nadia). 

In summary, NA was the poorest and had the lowest tuition of all three schools in 

the study. It mainly served low-income families in the local Muslim community. Like 

MA, it was not affiliated with a mosque, and operated under its own non-profit, which 

gave it a lot of leeway to make and enforce its decisions independently. Its governing 

structure was simple. The NASB oversaw its operations and development. Similar to IA 

and MA, NA also followed the state standards and texts normally used in public schools, 

however, unlike the two schools, NA students did not take the state test. The two NA 

parents belonged to different ethnicities, had different backgrounds and upbringing, but 

they both had low SES and was attracted to NA because of its low tuition. Ms. Nasreen’s 

experience with public schools helped NA achieve accreditation and avail federal 
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educational services for its students (Obs. Nasreen). However, NA’s administration was 

overwhelmed with workload and lacked professionalism. Its limited budget added to its 

problems and it struggled with teacher retention.  

Theme One: Parent Expectations  

Socioreligious expectations. Like the parents at IA and MA, the socioreligious 

expectations of NA parents also included an Islamic and safe school environment and 

Islamic education. However, unlike the parents at the other two schools, NA parents’ 

Islamic education expectations were vague and did not embody quality and rigor.  

An Islamic and safe learning environment. Nafisah desired a school 

environment where her children could be safe to practice Islam. Her children experienced 

“too much peer pressure” (Nafisah, I 1, ¶83). Her 6th grade daughter had just started 

“covering her hair and no one was talking to her, she felt too lonely” at the public school 

(Nafisah, I1, ¶85). She decided to move her children to NA, where her children learned 

about Islam and her daughter wore hijab without being alienated.  

Nafisah’s children rode the school bus that also transported middle and high 

school students. She was worried that “the language the older students used was not 

good” (Nafisah, I 1, ¶186) and might end up in her children’s vocabulary. She wanted to 

protect them from the bad influence at the public school. The same sentiment was echoed 

by the parents at IA and MA. The NASB also asserted that parents chose NA because 

they “don’t want [their children] in an environment where they will be picking up wrong 

habits” (Obs. NA PTO, ¶15). This was an important determinant of school choice for 

American-Muslim parents.  
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Nafisah was also happy about the small class size at NA, so “you can keep an eye 

on them” (Nafisah, I 1, ¶75) and that made the difference because the public school was, 

“just too big for the kids. I felt like the kids were lost” (Nafisah, I 1, ¶71). Nafisah 

appreciated that at NA “[e]veryone knows everyone here, it’s a close-knit environment, 

like a family” (Nafisah, I 1, ¶154-8). Having a close-knit environment meant to have 

acceptance from others as well as the parent values reflected in the school environment. 

Her children were happy at NA and it took “a whole lot of tension out of the family, 

because it was very hard going to the public school” (Nafisah, I 1, ¶135). NA fulfilled 

Nafisah’s expectation for an Islamic and safe environment. 

Nadia’s children were the only Muslim students at the public school. Nadia and 

her daughters did not wear hijab, however, when Nadia asked her daughters to consider 

it, they refused due to peer pressure. They told her, “It’s so embarrassing …the students 

will make fun of us” (Nadia, I 1, ¶13). At NA, they happily wore the hijab. Also, her 

children learned to pray and read the Quran for the first time (Nadia, I 1). Nadia was 

happy for the change in them; she stated, “They are in an Islamic environment, I’m very 

happy, I see a lot of difference” (Nadia, I 1, 83; I 2, ¶45).  

Nadia’s experience with the public school “was all good until the children got to 

middle and high school” (Nadia, I 1, ¶12). These two school levels at the public school 

could be challenging for American-Muslim students because the issues related to 

harassment, bullying, and peer pressure tend to occur more at these levels. Maha and 

Nafisah had withdrawn their children from the public school in these grades. Nadia’s 

daughters were harassed at the public school for not participating in dating, proms, and 

other social activities. Her son in high school repeatedly got in trouble for fighting with 
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the boys to “protect his sisters” (Nadia, I 1, ¶12), which led to court citations. According 

to Nadia, the school failed to stop the harassment; instead, it reprimanded Nadia’s son 

and eventually expelled him. Nadia and her husband decided to move the children to a PI 

school to provide them a safe environment. They explored two PI schools in their home-

state, but the schools were not willing to accept their son, who was in 10th grade now, 

because his court record could potentially drive away other families. Nadia’s family did 

not approach IA or MA because they knew they could not afford their high tuition rates. 

NA was the only school with affordable tuition that accepted all four children. Her 

children felt safe at NA. Nadia was glad and felt indebted to the school. Her expectations 

for an Islamic and safe environment were fulfilled.  

Islamic curriculum. Nafisah was like Ilham and Maha; not highly educated and 

with a traditional SA upbringing in which cultural values, and not the religion, were the 

focus. Like Maha, Nafisah’s expectations for Islamic education were also rudimentary; 

they did not embody relevance to Western culture like Ifra and Mairah’s did. This was 

due to her less education and low social and cultural capital that prevented her from 

gaining this insight. For example, Nafisah indicated that her children might “not 

necessarily learn everything in Islamic studies, but at least they would know the basics, 

and the basics are fine” (Nafisah, I 2, ¶ 66 - 70). Contrary to the fact, she thought that NA 

did not offer Islamic education beyond middle school and believed there was no need for 

it unless the student “really wants to get a degree in Islamic studies” (Nafisah, I 2, ¶78). 

Thus, Nafisah was satisfied with her religious expectations.  

Nadia expected her children to learn to pray and read the Qur’an (Nadia, I 1). 

They could now pray and read the Qur’an in Arabic, but she complained that “they were 
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reading slow… they needed more help” (Nadia, I 2, ¶54). So, Nadia paid an extra amount 

for after-school tutoring to help her kids catch up with their reading of the Qur’an, but 

because “there were so many kids, the teacher quit” (Nadia, I 1, ¶25). Nadia was upset, 

“I’m paying you to teach my kids, but if there are so many kids, and you don’t have time, 

don’t make me waste my money” (Nadia, I 1, ¶25).  

While her younger children made some progress, Nadia was most concerned 

about her 11th grade daughter. She was in a class with three boys and “the only one who’s 

behind [in Islamic studies]. They’re not doing anything for her” (Nadia, I 1, ¶25). Much 

later, Nadia learned that her daughter did not get any Islamic education classes because 

NA did not offer any in 11th and 12th grades (NA website; RJ, Chat with Nadia); it did not 

seem to be an important goal for NA either. Thus, Nadia was not completely satisfied 

with Islamic education. It appeared that Islamic education was not as important for the 

parents at NA as it was at IA and MA. The parents did not mention much about Islamic 

instruction.  

Academic expectations. NA parents also expressed their academic expectations 

with an emphasis on the academic and teacher quality. These two aspects of the academic 

education were common to all three cases, however, their specific expectations varied. 

The NA parents also alluded to the crux of the problem at the school – its severe financial 

restraints that impacted its academic and teacher quality more profoundly than at IA and 

MA. For the academic quality, a pattern seemed to emerge for parent satisfaction for 

subject areas like math and science. For teacher quality, the NA parents pointed out, 

among other things, a challenge unique to NA – poor parent-teacher communication.   
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Academic curriculum. Nafisah expected superior academics at NA because it 

was a private school. Although, like the other parents in the study, she did not choose NA 

for its academic quality, she thought “the academic standard is better at NA, even though 

they don’t have as many resources” (Nafisah, I 1, ¶140). She stated her satisfaction as her 

children “learned new things, especially in math and science” (Nafisah, I 1, ¶215). At 

least one parent in each of the three cases identified math education as good at their 

school. Mairah was happy with math and science education at MA, and Ifra expressed 

approval for math at IA. Keeping in mind that most teachers at PI schools are 

immigrants, this satisfaction could be due to the teacher competence in teaching these 

subjects as they are based on universal principles and laws, and their content does not 

vary much from culture to culture.  

Nafisah did not think she compromised on the academic quality for an Islamic 

environment. She innocently hoped that “just by adding Islamic studies to your 

curriculum, the quality of the academics should not decline” (Nafisah, I 2, ¶144). At the 

same time, Nafisah seemed conflicted in her expectations as she expressed her 

dissatisfaction with the overall academic quality. For example, she was dismayed to 

realize that her children “had more opportunities of learning at the public school” 

(Nafisah, I 1, ¶79; ¶133), and that they did not bring home any homework. Bewildered, 

she thought since they worked “a year ahead of their grade level in their previous school” 

(Nafisah, I 1, ¶197), this year they found the homework easy and finished it in the school. 

Referring to NA’s low tuition her inner conflict became more apparent; she stressed her 

children “should get better education. It’s not that the tuition is less compared to other PI 

schools. No! You’re still paying! NA should have a standard” (Nafisah, I 1, ¶193; ¶195).  
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She identified NA’s biggest challenge was the money because “it’s all from the 

students’ tuition fees that the school runs on… they don’t get funded from anywhere 

else” (Nafisah, I 2, ¶58). She wanted a “bigger facility and more teachers” (Nafisah, I 2, 

¶101), but knew limited resources were an obstacle. Her daughter did not have a proper 

classroom. It was a makeshift space created with mobile dividers. Not having a ‘bigger 

facility’ also meant less space for PE and extracurricular activities (Nafisah, I 1 & 2). 

This was one feature of the public school that her children missed the most at NA 

(Nafisah, I 1).  

Tuition, although low, was an added burden to Nafisah’s low SES. She was not 

sure if she could continue to afford NA. She did not want to avail financial aid from NA, 

because “if parents like me ask for financial aid, how is the school going to run?” 

(Nafisah, I 2, ¶138). She praised NA that it “will just take you, even when you can’t pay. 

I don’t think any private school does that” (Nafisah, I 2, ¶60) and she inferred that “this is 

the reason… NA is not doing well financially” (Nafisah, I 2, ¶64). In the hopes that the 

academic quality would get better Nafisah re-enrolled her children at NA for the 

following academic year. Five months later, she was still dissatisfied with the academic 

quality (RJ, Chat with Nafisah).  

Nadia vociferously expressed her dissatisfaction with the academic curriculum at 

NA. For her children moving to a PI school was a big change because “they’ve never 

been in an Islamic school; they think they are not in a real school” (Nadia, I 2, ¶36). NA’s 

lack of professionalism and fewer educational resources must have given the impression 

of it not being a ‘real school’. Nadia claimed, “I’m not seeing the education that I’m 

expecting” (Nadia, I 1, ¶41).  
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As a high school parent, she was given neither choices nor guidance for her 

children’s graduation track.  Her daughter in 11th grade suffered from a mild genetic 

disorder that qualified her for special education, like Maha’s son. She needed extra help 

in learning new material (Nadia, I 1), but did not receive any at NA. She was the only girl 

in her grade with two boys. It was good for her because “she struggled in big classes” 

(Nadia, I 2, ¶109); small classes helped her grasp better. It was bad for her because when 

the boys were absent she did not get any class; instead, she was asked to help in the office 

or sit in another class, again signifying the lack of professional standards at NA (Nadia, I 

1). On other days, too, she did not do much. She told her mom, “All I do is waste my 

time… taking only one class a day” (Nadia, I 1, ¶41). Nadia was worried that her 

daughter might not graduate on time. But the school pacified her, “She will graduate on 

time, don’t worry” (Nadia, I 1, ¶41). Only much later in the following school year did 

Nadia learn that her daughter, a senior now, would not graduate from NA after all (RJ, 

Chat with Nadia). The school asked her to take the GED. Nadia was furious. She asked 

the new principal why she was not told about it earlier. He replied that her daughter was 

told, she should have informed her parents. Nadia expressed extreme frustration and 

anger at NA for not communicating with her on such an important issue, instead 

expecting her daughter to do so (RJ, Chat with Nadia).  

 Nadia’s 10th grade son had completed 9th grade at the public school. NA asked 

him to repeat some of the same classes because the school did not offer any other classes 

in that semester (Nadia, I 1). Nadia was upset, “I don’t want my son to repeat what he 

already completed. He should be taking other classes to graduate on time” (Nadia, I 1, 

¶27). When asked if she wanted her children to attend college, she lamented, “I don’t see 
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them prepare [students] for college” (Nadia, I 1, ¶23). Nadia compromised on the 

academics, as her husband told her, “at least they are in an Islamic environment” (Nadia, 

I 1, ¶83). Desperate, she talked to other NA parents about her concerns, “I feel that my 

kids are not learning because I don’t see any progress,’ and they said, ‘We feel the same 

way” (Nadia, I 2, ¶110). Nadia concluded, “academically, the public school was better’ 

(Nadia, I 1, ¶113), and she categorically rated NA, “Education wise, from one to ten I 

give it a four” (Nadia, I 1, ¶55). However, despite her concerns, Nadia, unlike other high 

school parents at IA and MA, never spoke about her aspirations for her children to pursue 

higher education or professional fields. Her focus remained high school graduation, 

probably due to her less education and lower SES. Also, none of her older children had 

gone to college.   

Like Nafisah, Nadia also believed, “everything not good at NA has to do with its 

economic problems” (Nadia, I2, ¶145, 151), but she also accurately added poor 

management as one of NA’s major problems (Nadia, I 1). She revealed that “NA did 

have successful fundraisers; but they are still in the same spot” (Nadia, I 1, ¶51). It’s true 

that NA had good fundraisers in the past. It moved to a better facility and purchased a 

few laptops. It made progress in the first few years; the parents were happy and the 

enrollment grew. But in recent years things were not going well, perhaps, due to poor 

management (RJ, Chat with NA teacher; Nadia, I 1, ¶53). Nadia stated the recent 

“fundraiser was very poor. I don’t think they raised the amount that the school needed. 

Not many people came... I saw the NASB donated more than anybody” (Nadia, I 2, 

¶155). Nadia’s expectations for the academic quality were not met. Despite all the 

concerns, she kept her children at NA because her husband’s business was not going 
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well. The low tuition at NA helped them keep their children safe at a PI school and make 

ends meet, too. Thus, many American-Muslim parents would sacrifice educational 

quality to keep their children safe and secure from harm.  

Academic instruction. Like IA and MA parents, the parents at NA also disagreed 

with respect to teacher quality, however, poor parent-teacher communication was a new 

concern for both Nafisah and Nadia. When asked, Nafisah halfheartedly stated she was 

“sure teachers are qualified, certified. They’re nice, they’re good” (Nafisah, I 2, ¶122). 

These were her assumptions, probably due to her expectations; she never inquired about 

teacher qualifications at the school (Nafisah, I 1). However, she expressed her 

expectation for better instructional quality if the teachers were provided “more 

educational resources” (Nafisah, I 1, ¶119). Like the other parents in the study, Nafisah 

did not mind if NA hired non-Muslim teachers “as long as they’re giving the best of 

education” (Nafisah, I 2, ¶18), she would be happy to have them.  

Nafisah’s dissatisfaction was in the area of parent-teacher communication. She 

wanted the teachers to communicate with her about her children’s homework. She 

wondered, “If the school can have a better way of communication” (Nafisah, I 2, ¶241) 

because it was important to know “where your child is spending half of his time. What 

exactly he’s learning, how the teachers are, and then you have an idea of what’s going 

on” (Nafisah, I 2, ¶195). She wanted to know the school schedule in advance. She stated, 

“Just today at work the receptionist called me, and she’s like, ‘Oh, it’s not on the website, 

but the kids get off early today’” (Nafisah, I 1, ¶185). Such unexpected notices were 

difficult to accommodate for a working parent. The following school year, Nafisah 

thought that communication had improved a little, but she still did not know the 
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homework schedule for any of her children (RJ, Chat with Nafisah). Nafisah’s 

expectations for the academic instruction were only partially met.  

Nadia outright asserted that NA “is not doing well due to its very low standard of 

teaching” (Nadia, I 2, ¶58). She was alluding to the school’s high rate of teacher attrition 

and its unqualified teachers. Due to a shortage of teachers, the administration brought 

“teachers from other grades to share” (Nadia, I 1, ¶51). Nadia claimed, “Some of the 

teachers are not even teachers; they just bring anybody [to teach]” (Nadia, I 1, ¶58-59). 

But NA, claimed its teachers were “highly qualified and properly trained with years of 

experience” (NA Executive Summary, p. 2). Nadia did not agree. She revealed, “NA had 

two nice [high school] teachers, very educated. They quit because they didn’t get paid” 

(Nadia, I 2, ¶117). This was a serious problem at NA. As a high school parent, Nadia 

declared “I do not recommend NA because they don’t have enough [money] to pay 11th 

and 12th grade [teachers]” (Nadia, I 1, ¶23).  

Out of the numerous issues at NA, the lack of qualified teachers to teach high 

school classes was a very pressing one. For this reason, only four students were enrolled 

in NA high school. To attract more enrollment, the NASB announced that its high school 

students would enroll in dual-credit classes at a local college beginning from 9th grade. 

Usually, only juniors and seniors enrolled in dual-credit classes. The NASB proudly 

announced that NA was “the first PI school to sign up for dual-credit classes from 9th 

grade. It means that our high school students could finish high school with an Associate 

degree and go to the university with 60 credit hours” (Obs. NA PTO, ¶17). Ms. Nasreen 

was very pleased that parents “are very happy with the idea that their kids can now kill 
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two years of college. For free!” (Nasreen, I 1, ¶143). This measure also worked in NA’s 

favor because it did not have to hire teachers for high school, but still charged full tuition.  

She agreed in having non-Muslim teachers for the academic subjects. If NA hired 

them, “I will have no problem” (Nadia, I 2, ¶17). The shortage of teachers at the 

elementary and middle school levels not only persisted, but worsened in the following 

school year (RJ, Chat with Nafisah; Chat with Nadia). Nadia’s daughter was asked to 

stand-in for the absent or non-existent teachers in lower elementary grades (RJ, Chat with 

Nafisah; Chat with Nadia).  

Like Nafisah, Nadia also expected her children to come home and tell her what 

they did at school; she stated, “I don’t see homework” and like Nafisah’s children, her 

children also told her, “We did it in class” (Nadia, I 2, ¶75). Based on her public school 

experience, she saw parent-teacher communication as the teacher’s responsibility. She 

complained that she received only one request from the teachers to attend a parent-

teacher conference to discuss the progress of her children. Thus, Nadia was not satisfied 

at all and pointed out many challenges in the academic instruction at NA.  

In short, NA parent expectations were similar to, though not as strong and as 

specific as the expectations of the parents in the other two cases. NA parents chose to 

emphasize the aspects that they could pursue at NA, while ignoring others that they knew 

were not achievable or they did not think of them, like the issue of isolation from society, 

due to their lack of cultural and social capital. Nafisah, with the lowest SES in the study, 

was grateful to NA that afforded her children private education and, thus, was hesitant in 

expressing her disapproving views candidly. She desperately wanted to believe it was the 

best education her children received, but her unfulfilled expectations stood in the way. 
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 For Nadia, with the lowest education among the parents in the study, the element 

of gratefulness was there, but she was extremely frank in expressing her dissatisfaction 

with NA. Perhaps, it was the different personalities of the parents, or maybe it was the 

culture that mattered, or possibly a combination of both that made the difference for the 

parents in expressing their views.  

Theme Two: Parent Influence  

NA had the least amount of parent voice in school matters. The parents had by far 

the fewest avenues, if any, available to exercise their influence in school decision-

making. NA initially did not have a PTO signifying no organized parent influence, and 

much later after the PTO was formed with the NASB’s initiative, it had low involvement 

from the parents and no influence in the school. The reason was that most NA families 

were dual-income and employed in low-paying jobs. For these parents finding the time to 

spend on school activities was difficult (RJ, Chat with NASB). In contrast, a majority of 

the PTO members at IA and MA were housewives. Their husbands had well-paying jobs 

or businesses, so they were able to devote time for the school.  

However, despite her work, Nafisah wanted to get involved in the school to meet 

her expectations. She wanted “to ask the teachers how you can give what the other 

schools are giving to their students. And then, I want to help them in that way” (Nafisah, 

I 1, ¶144). In contrast, Nadia, who did not work, had not even once met with the teachers 

or the administration until much later in the following school year (Nadia, I 2, ¶77; RJ, 

Chat with Nadia). This was due to her lack of cultural and social capital to engage with 

the school. It was also out of her sense of gratitude to NA for accepting her son (Nadia, I 

1 & 2) that made her not to voice her concerns, at least individually. So, Nadia created a 
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network of parents and frequently met with them in the school parking lot or at her home 

to discuss the issues at NA (Nadia, I 2).  She advocated that parents “should get together, 

set a meeting, and talk to the school about what we like and what we don’t agree with” 

(Nadia, I 2, ¶97). However, both Nafisah and Nadia’s efforts failed to materialize. It was 

partly due to parent low SES and work, and partly due to the lack of parent involvement 

opportunities at NA that rendered their efforts fruitless. Despite that, a handful of NA 

parents did find the following ways to influence the school.  

Influence through the NASB. A few NA parents exerted their influence 

successfully through the NASB as its members or as close friends with its members. 

These were the dominant parents and exercised the most and the only influence in the 

school. Furthermore, these parents, being on the NASB, were more involved in the 

school than the other parents, which afforded them more chances to exert their influence. 

Their influence brought quick changes in the school. For example, the NASB chair, who 

was also a parent, wanted single-sex classrooms. It was a costly demand and no other 

parents had asked for it (Nasreen, I 1). But this demand was implemented due to the 

parent’s status in the NASB. This decision was, however, reversed beginning the next 

school year by the same parent after seeing its negative impact on the school’s finances. 

So, the NASB parents were allowed to experiment with the school, without consulting 

other parents, whose children would undeniably be affected by a decision like this with a 

widespread impact on educational quality. Another instance of influence through the 

NASB was its decision to increase tuition for the following year. This decision mainly 

came from a parent on the NASB, to offset the budget deficit (RJ, Chat with Nasreen).  
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 Influence through exit strategy. NA parents also made use of the threat of exit 

strategy to pressure the school to meet their needs. When their expectations failed to 

materialize they exited the school, usually with all their children, if they had multiple 

children at the school. Nafisah did not use nor indicated wanting to use the exit strategy. 

Due to her feelings of gratitude towards the school, she thought of the NA administration 

as “welcoming, and open to new ideas” (Nafisah, I 2, ¶260).  

On the other hand, Nadia did utilize the exit strategy in parallel with Ilham and 

Maha. Earlier, she had expressed great concern about her daughter’s high school 

graduation (Nadia, I 1 & 2) and wished to enroll her at another PI school. She said, “I 

would not put my children back in public school… I will take them there only if I have no 

other option, but if there is an option to put my kids in a PI school other than NA, yes, I 

would” (Nadia, I 2, ¶60). So, she visited MA in the summer to enroll her daughter there 

(RJ, Chat with Nadia). Although, MA was more expensive than IA, but due to her Arab 

ethnicity and cultural capital, Nadia was attracted to MA where Arab cultural influence 

was prominent. MA asked for her daughter’s public school transcripts, but NA had 

misplaced them, affirming that the school was disorganized. However, Nadia was 

compelled to keep her daughter at NA because she could not afford several thousand 

dollars in tuition at MA (RJ, Chat with Nadia). A few months later, when NA asked her 

daughter to take the GED, Nadia met with the new principal and told him he was running 

a failed school and withdrew all her children from the school.  

In summary, NA was readily swayed by the few dominant parents serving on the 

NASB, but, unlike IA and MA, offered little opportunity for other parents to participate 

in school matters. Also, family low SES and less education seemed to effectively curtail 



Texas Tech University, Batool A. Haq, December 2017 

135 

 

parent influence regardless of their ethnicity as most of the parents did not have the time 

nor the social capital to invest in the school. Unlike IA and MA, the lack of an active 

PTO also restricted parent influence. While Nafisah wanted to get involved and held an 

overall positive view of the school, Nadia had many expectations and many complaints, 

but was the least involved parent in the study due to her lack of cultural and social 

capital. Initially, both parents felt indebted to the school for affording their children 

private schooling. However, in the end, Nadia exited NA in extreme frustration.  

Theme Three: School Response to Parent Influence  

 Unlike other schools, NA afforded its parents almost no school involvement 

opportunities and little influence in school matters. For many unfulfilled parent 

expectations NA’s firm response was the school already took care of them (Nasreen, I 1 

& 2). Still for the very few dominant parents on the NASB, NA’s response had been 

positive under the influence of power. NA’s negative response consisted of disregarding 

parent expectations.  

 Positive response to parent influence. It was no doubt that NA paid more 

attention to its dominant parents than the other parents. However, unlike the other two 

cases, the dominant parents at NA were only those who were on the NASB or associated 

closely with them. Ms. Nasreen insisted that parents had little or no impact on her 

decision-making and their influence is “usually for small things, not major changes” 

(Nasreen, I 1, ¶154). However, when she was reminded that NA had single-sex 

classrooms due to a dominant parent’s demand, who served on the NASB, she admitted 

that “it was the only one major change we made because of parent [influence]” (Nasreen, 

I1, ¶154).  
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Similarly, the tuition increase demand from another NASB parent was accepted 

despite Ms. Nasreen’s disapproval of it (RJ, Chat with Nasreen). In another instance, a 

parent, who was friends with the NASB chair, called the chair instead of the school 

administration, to protest the failing grade of his child. He was immediately obliged and 

his child was given another chance to make up her grade (Obs. Nasreen, ¶27). Thus, it 

appeared that the parents on NASB or those who closely associated with them easily 

influenced NA administration to bring the desired changes. Beyond that, the rest of the 

parent body was uninvolved and powerless and had little room for school choice as they 

could afford only NA.   

 Negative response to parent influence. At NA, parent influence to meet their 

expectations was often met with disdain and rebuke. The negative response usually 

consisted of disregarding unsolicited and non-dominant parent feedback. Ms. Nasreen 

was aware that the parents commonly complained about the “academics, or that the 

teacher’s not doing enough, teacher’s not helping my child… my child’s an angel, the 

teacher’s picking on them” (Nasreen, I 2, ¶86). However, she dismissed all parent 

concerns as “just the normal stuff” (Nasreen, I 2, ¶86). While she claimed that “we feel 

the same [as parents]. We want our kids to have a good education” (Nasreen, I 1, ¶141), 

she dismissed the issues at NA as “the same challenges as any school in America” 

(Nasreen, I 2, ¶27). For example, though she accepted that retaining teachers was “a 

challenge” at NA, but insisted, “We’ve done pretty good about ourselves, this is pretty 

much anywhere you go” (Nasreen, I 2, ¶33). Even if that was true, Ms. Nasreen’s 

insistence to ignore parent concerns would jeopardize school improvement efforts, if any 
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were in place. More importantly, this showed the adversarial nature of the relationship 

between the parents and the school administration.  

Ms. Nasreen related the story of a kindergarten parent who “did not approve of 

our snack cart” (Nasreen, I 2, ¶115). The snack cart belonged to NA and rotated through 

the classrooms for the students to purchase items for lunch. The parent “wanted the cart 

removed, as she didn’t want her kid dealing with money” (Nasreen, I 2, ¶115). Ms. 

Nasreen stated the parent “was very, very adamant about us removing it and we didn’t. 

She got over it” (Nasreen, I 2, ¶151). The main incentive for keeping the cart was 

monetary for the school, already struggling financially. However, these words coming 

from a school administrator carried an air of ‘us’ versus ‘them’ that showed a rather 

tenuous nature of parent-school relationship.   

Another instance of the school’s negative response was when the NASB 

scheduled the first PTO meeting on a weekend to encourage parent attendance to form 

the PTO to help teachers with school activities (Nasreen, I 1). Yet, the meeting “wasn’t 

very well attended” (Nasreen, I 1, ¶163) because the parents wanted to stay home and 

help their children study for an exam (Nasreen, I 1). Ms. Nasreen explained, “It was a 

standardized exam. There’s no studying for the exam [laughs]” (Nasreen, I 1, ¶163). But 

NA did not alleviate parent concerns about the exam to encourage their attendance. The 

parents tried to exert influence on the school but with no success. It also showed parents 

lacked an understanding of the American educational system and its various aspects.  

 Some of the other parent expectations that received a negative response from the 

school administration were lack of essential educational resources, and PE and 

extracurricular activities (Nafisah, I 1 & 2). In response to parent demand for more 
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educational resources, Ms. Nasreen stressed that PI schools in general “do a very good 

job of keeping things compatible, and have learned to use outside resources in a 

functional way” (Nasreen, I 2, ¶11). She insisted that the limited resources were not a 

hindrance to providing quality education at NA. She said that NA kept its budget low and 

tuition affordable by cutting out the “bells and whistles” (Nasreen, I 1, ¶181; I2, 55), 

which she explained were “the computers, projectors, and other materials that the schools 

do not need to deliver quality education” (RJ, Chat with Nasreen, ¶17, 18). However, this 

was very different from IA and MA, where these were considered pretty much standard 

resources, like most other schools. Ms. Nasreen, dismissing parent concerns for better 

resources, restated, “Parents think that if you don’t have this, you can’t do this ...and 

that’s not the case. We have teachers who are very, very good at getting free things,” 

(Nasreen, I 1, ¶183).  

 Ms. Nasreen knew that parents also complained about “not enough PE, not 

enough outside time” (Nasreen, I2, ¶86). For extracurricular activities, NA stated that its 

students participated in several (NA Executive Summary). It appeared that they might 

have done so previously. Now as the parents claimed and Ms. Nasreen verified (Nasreen, 

I1; RJ, Chat with Nasreen; Chat with Nafisah), NA did not provide any extracurricular 

activities due to its limited budget. Ms. Nasreen also dismissed any notion of parent 

influence at NA and emphasized parents did not impact her decision-making because the 

school did not allow it. She was resolute that “we would never allow the parents to have 

that kind of power; NASB wouldn’t want parents to run the school” (Nasreen, I 1, ¶163). 

She said the “educators here make decisions. And usually get the parents on board with 

it” (Nasreen, I1, ¶149). However, she did not say anything about the dominant parents on 
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the NASB who directly influenced the school’s decision making and were responsible for 

some major changes in the school.  

 Ms. Nasreen also sought to enforce hierarchy of authority in the school for parents 

to follow in voicing their concerns. If a parent approached the NASB directly, “the very 

first question out of all of our board members’ mouths is, ‘Have you talked to the school 

administration?’ ‘If not, you need to go do so’” (Nasreen, I 2, ¶125). Ms. Nasreen 

emphasized that it had happened so many times that now “the parents pretty much know 

they can’t do that” (Nasreen, I2, ¶125).  

 The school response to parent influence was similar across the board, albeit in 

varying degrees and in different ways - the dominant parents were obliged and 

accommodated, while the unsolicited feedback and non-dominant parents were ignored. 

Yet, it was very different at NA because the parents outside the NASB had no power and 

consequently mattered little when it came to decision making at the school. Parent low 

SES rendered them effectively with no exercise of power in the school matters. NA 

recently went through policy and regulation changes set by the accrediting agency. The 

administration believed the changes provided parents with more opportunities to voice 

their opinion. But NA continued to resist parent influence more forcefully than the other 

two schools, which inhibited any meaningful improvement.  

Case Summary 

The case of NA was unique as it served the low-income working class American-

Muslim families. It faced numerous challenges, such as poor management, insufficient 

staff, unqualified teachers, and inadequate building and educational resources. Its limited 

finances worsened the situation. The parent influence was the lowest at NA for two 
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reasons. First, there was no organized concerted effort from the parents and its PTO was 

ineffective. Second, the NA parents belonged to lower SES background, which further 

reduced their involvement in the school as they lacked the social and cultural capital to 

engage with the school or have more opportunities for school choice after leaving the free 

public school. Yet, NA had a few dominant parents working as the NASB members or 

those having a close relationship with them, who impacted its decision-making. The 

school listened only to those parents exclusively, ignoring the rest. However, quite 

contrary to IA and MA, it dismissed a myriad of concerns coming from ordinary parents 

as normal and made little effort to address them, hence, any improvements were hard to 

come by. 
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CHAPTER V  

DISCUSSION, CONCLUSIONS, AND IMPLICATIONS  

This study has several limitations including, first, the research sites were located 

in and served the same metropolitan area. This limits the findings to bear only on the PI 

schools in the area. This limitation was overcome in the study by providing thick 

descriptions and using cross-case analysis so that the findings can be transferable to other 

urban settings, which may have different situations and contexts. Second, the study had 

only nine participants, which may not represent parent expectations and influence of all 

parents, and how all PI schools would respond to parent influence. Third, all participants 

in the study happened to be females. Although mothers are usually more involved in their 

children’s education in terms of visiting the school and meeting with teachers, this 

situation prevented the perspective of fathers to be included in the study to compare 

whether it is similar or different to the perspective held by the mothers. Finally, no 

classroom observations were included to see how the lessons were taught and if the 

students actually received the education the principals mentioned and the parents 

expected. Thus, the results from this study cannot be a substitute for the actual influences 

of the PI schools on student learning outcomes conforming to parent expectations. 

Despite the limitations, by focusing on the qualitative data from three PI schools 

and triangulating the data within and across the cases, this study and its results did help 

me understand each of my research questions in several ways.  

Discussion 

Parent expectations of PI schools and factors shaping such expectations. 

Cross-case analysis led me to the following understandings relevant to my first research 
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question – what do parents expect from multicultural PI schools as shaped by parent 

diverse cultural, educational, and SES backgrounds? The factors that influenced parent 

expectations were parent education, ethno-cultural background, and SES. 

First, PI school parents’ desire for an Islamic and safe school environment was the 

foremost and unanimous parent expectation, which was reinforced by the political and 

public school contexts where American-Muslim students often felt disenfranchised due to 

being a religious minority. Their parents also worried about their safety in the Post 9-11 

America that often created a distressing environment at the public school for many 

American-Muslim students. As shown in the study, it was the main motivation for parent 

PI school choice across all three cases (Ifra, I 1; Ilham, I 1; Mairah, I 1; Maha, I 1; 

Nafisha, I 1; Nadia, I 1). The parents either withdrew their children from public schools 

for unaccommodated religious needs and safety concerns or forewent public education 

entirely. The principals also affirmed this as the parent top expectation for PI school 

choice (Inayah, I 1; Mishal, I 1; Nasreen, I 1).  

This finding confirms the findings of several studies conducted at PI schools 

using mixed-methods research (Badawi, 2005) and qualitative studies (Elkhaldy, 1996; 

Merry, 2005; Musharraf and Nabeel; 2015) that a safe and culturally compatible school 

environment was one of the top expectations of American-Muslim parents from PI 

schools. In addition, studies at non-PI schools, such as quantitative studies by Goldring 

and Phillips (2008) and Ji and Boyatt (2007), a mixed-methods study by Bukhari and 

Randall (2009) and a qualitative study by Davis (2011) have also revealed a safe school 

environment as a priority for parent school choice.  
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This finding also confirms the inequality and inequity principle of the CMT-SET 

framework by stressing the unfulfilled socio-religious needs of American-Muslim 

students in public schools. The public school environment with practices “such as dating, 

drugs, pre-marital sex, and negative peer pressures” (Elbih, 2012, p. 159) is incompatible 

with Muslim parent values (Memon, 2009; Merry, 2005; Sheikh, 2009; Zine, 2008). This 

important finding sheds light on the unaccommodated religious needs of American-

Muslim students as perceived by their parents. Merry and Driessen (2009) state that 

Muslim parents may choose PI schools because these cater to the needs of students 

“whose religious identities are routinely shunned or derided in the Western societies, and 

whose psychological and physical safety are important for flourishing” (p. 102). A 

majority of the immigrant PI school parents are not very religious and likely to have no 

formal religious education (Zine, 2008). However, “immersion in a culturally 

incongruent environment” (Zine, 2008, p. 14) worries parents about the likely loss of 

their cultural and religious identity. Thus, Muslim immigrant parents tend to enforce 

cultural norms and religious values more fervently in the West than they would have in 

their home countries (Zine, 2008; Timani, 2006).  

This finding, however, indicates no difference in this expectation for parents from 

diverse demographics, and, thus, does not seem to support the assumption of the study 

that diversity among parents impacts their expectations. It is, therefore, recommended for 

future research to examine parent socio-religious expectations by including more 

participants to increase the diversity reflected in their responses.    

Second, American-Muslim parents with diverse ethno-cultural backgrounds and 

levels of education develop different religious education expectations for PI schools. 
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These different expectations shape parent school choice for the PI school and the criteria 

that parents use to judge the school religious education quality. For example, for parents 

like Ilham, Maha, Nafisah, and Nadia, who were less educated and had a cultural or 

secular upbringing as opposed to a religious upbringing, reproduced expectations 

borrowed from their culture, instead of envisioning life in Western society for their 

children. Thus, for these parents hifdh and/or a basic understanding of the Islamic faith 

was adequate. Thus, IA with SA-American majority, focused on hifdh, as hifdh is a 

common religious education expectation in SA culture. Whereas MA, with more Arab 

influence, did not stress on hifdh, as Arab culture does not focus on hifdh for religious 

education. NA administration did not give much importance to religious education for 

two reasons; first, the working-class parents with less education and SA cultural 

upbringing did not emphasize religious education; second, the school had very limited 

resources to spend on religious education that the parents did not expect.   

On the contrary, for well-educated and religious parents at IA and MA, such as 

Ifra and Mairah, a deeper understanding of Islam and its practice were significant aspects 

of Islamic education. They hoped to cultivate an Islamic identity in their children to 

prepare them for a productive life in the United States. For them, more important than 

hifdh was to “understand and internalize Islam's principles, beliefs, and practices, and 

learn how to apply them in contemporary society” (Douglass & Shaikh, 2004, p. 13).  

This outcome extends the findings of previous studies that showed that parents 

who chose Islamic schools desired their children to learn Islamic beliefs and values, and 

preserve their religious roots (Aabed, 2006; Badawi, 2005; Elkhaldy, 1996; Merry, 2005; 

Padela, 2015; Timani, 2006). In addition, this finding contributes to the understanding 
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that the religious education expectations of American-Muslim parents from PI schools 

are not always consistent with each other, rather they vary with parent SES, level of 

education, and familiarity with the dynamics of life in the West. This impact of parent 

background in shaping their religious education expectations from PI schools is not well 

examined in existing literature.  

This finding also confirmed both assumptions of the study that diversity among 

American-Muslim parents impact their religious educational expectations as well as that 

PI schools respond to parents’ diverse religious needs emphasizing different aspects for 

Islamic education. SET asserts that in order for the schools to keep their parents satisfied 

in this social exchange, the schools strive to fulfill parent expectations and preserve their 

positive relationship with the parents (White & Klein, 2008). 

Also, the Islamic education curriculum at IA and NA did not have content 

standards or achievement benchmarks that the students were expected to meet; the 

teachers commonly handpicked their curriculum, which resulted in inconsistencies that 

frustrated parents and students. This stresses the importance that parents should be able to 

understand what is expected of their child at each grade level, so they can assess their 

learning and growth similarly to the way they do academic education.  Douglass and 

Shaikh (2004) state that the Islamic education content varies from one PI school to 

another. An obvious drawback is that student achievement cannot be measured in a 

meaningful way. It is recommended for future research to examine the curriculum and 

instructional practices for Islamic education in Islamic schools in the United States and 

other Western countries to help shape content standards and achievement benchmarks.  
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Third, well-educated and religious parents, like Ifra and Mairah, also expected 

integration and civic engagement of students for their social development. The parents 

desired for their children to develop a positive Islamic identity as Muslims living in the 

United States (Ifra, I 1 & 2; Mairah, I 1 & 2). While PI schools cultivate a sense of 

religious and cultural identity in their students – especially by providing a friendly 

environment for those who felt marginalized in public schools (Islam, 2009) – parents 

desire this Islamic identity to be extended to incorporate the identity of being an 

American-Muslim.  

Furthermore, the expectation for integration in society was also a reflection of 

parent SES. Parents with a higher SES desired the same socio-economic mobility for 

their children as they themselves had achieved. They saw an isolated educational 

experience counterproductive to that. This finding is consistent with the findings of prior 

studies (Ali, 2012; Merry, 2007; Zine, 2009) that state that isolation of students from the 

wider society is a problem that PI schools face. In PI schools “[s]ecular subjects and 

citizenship activities assist in the assimilation of students into society and in adapting 

them to the American way of life without jeopardizing their Islamic beliefs and practices” 

(Elannani, 2014, p. 156); however, many times these activities are not integrated with the 

curriculum to contribute to the development of a broader understanding of societal 

integration, giving rise to parent concerns (Levine-Rasky, 2009; Van Pelt, Sikkink, 

Pennings, & Seel, 2012). Thus, in this social exchange, parents expect PI schools to 

fulfill their socio-cultural expectations, such as student civic engagement, social 

development, and communication and leadership skills (Medeni & Breen-Wenninger, 

2015; Sedgwick, 2015).  CMT makes identity a focal point in the broader sociological 
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contexts for American-Muslim parents who fear their children’s religious and cultural 

identity, as a minority, would be lost in the dominant culture, giving rise to these 

expectations (May & Sleeter, 2010).   

The assumption of the study holds for this finding as parents with diverse 

backgrounds developed different expectations. However, these findings do not explain if 

parents at other private religious schools, such as parochial schools, also hold similar 

expectations with respect to identity formation and integration of their children. The 

integration in a society is a two-way lane as the “societal reception impacts their 

integration and incorporation” (Islam, 2009, p.137). It would be interesting to examine 

and compare parent expectations at religious schools of different faiths in the United 

States.  

 

 

 Fourth, although PI school parents did not choose a PI school initially for 

academic reasons, when it came to the issues of academics, they developed diverse, 

unyielding expectations to the extent that they would like to compromise their religious 

and cultural needs. The parents fully realized that their children did not receive quality 

academic education at PI schools, but compromised on the academic quality for an 

Islamic and safe environment (Ifra, I 1; Ilham, I 1, 2; Mairah; I 2; Maha, I 1, 2; Nafeesah, 

I 1, 2; Nadia, I 1, 2). It could also mean that the parents prioritized their expectations. 

Once, the topmost expectation was fulfilled they pursued the next expectation in their 

priority order. Thus, leaving public education could also be seen in the context of how 

American-Muslim parents prioritized their expectations and exited public schools 
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because their first priority for a conducive environment was not met. However, their 

expectations in this area were slightly different in the following ways: 

The differences in parent academic education expectations between the cases 

emerged in the context of parent SES, level of education, and cultural background. For 

example, the parents at IA and MA (Ifra, I 1; Ilham, I1 & 2; Mairah, I 1 & 2; Maha, I 1), 

who had a higher SES emphasized the pursuit of higher and professional education 

beyond high school repeatedly and more fervently than the parents at NA, such as Nadia, 

who had a lower SES and whose focus was high school graduation. PI schools 

understood this and responded to attract parents accordingly. For example, IA and MA 

appealed to parents who desired higher and professional education through their mission 

statements that emphasized this aspect, whereas NA mission statement did not embody a 

promise for higher education. 

For parents who possessed more education and were less influenced by their 

ethnic cultures, higher education was important for different reasons than the parents who 

had less education and were cultural in their thinking. For the former (Ifra, I 1, 2; Mairah, 

I 1, 2), living in the West as a religious minority, higher education was important to 

promote a greater understanding of Islam and Muslims in America and help remove 

prevailing misconceptions. They saw this goal could be better achieved by pursuing 

academic fields rather than professional education (Mairah, I 2). In contrast, parents 

possessing less education and a cultural approach, like Ilham, emphasized professional 

education for her children for socioeconomic mobility, in congruence with their cultural 

values (Ilham, I 1 & 2).  
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The differences in academic expectations also appeared related to children’s grade 

level. For example, the high school parents at IA and MA (Ilham, I 1, 2; Mairah, I 1, 2) 

expected PI schools to prepare their children for college admissions. The principals also 

spoke of it as a high priority for the school. It was also found that elementary school 

parents, like Ifra (I 1 &2) and Nafisah (Nafisah, I 1 & 2), were more satisfied than middle 

and high school parents, like Ilham (I 1 & 2) and Nadia (I 1 & 2). It was because the 

schools could provide qualified teachers at elementary school level relatively easily than 

they could do so for middle and high school (Inayah, I 1 & 2; Ilham, I 1 & 2; Mairah, I 1 

& 2; Nasreen, I 1 & 2; Nadia, I 1 & 2).  

Also seen as the biggest challenge for PI schools in providing quality academics 

was inadequate educational resources that was unanimous among all participants (Ifra, I 1 

& 2; Ilham, I 1 & 2; Mairah, I 1 & 2; Maha, I 1 & 2; Nafeesah, I 1 & 2; Nadia, I 1 & 2). 

Merry and Driessen (2005) state limited resources affect every aspect of PI schools, such 

as “lower teacher salaries… fewer resources for school facilities and teaching materials” 

(p. 424). The parents expressed the need to offer better compensation packages for 

teachers in order to attract and retain qualified teachers for both religious and academic 

education. Teacher quality is a function of school’s financial standing. Parents also 

wished for special needs services (Maha, I 1 & 2; Nadia, I 1), but the PI schools received 

no state or federal help to offer those (Merry & Driessen, 2005). Qualifications of school 

board members was also a concern as they usually managed the school as a business 

venture rather than as an educational institution (Maha, I 2).  

Parents were open to the idea of hiring non-Muslim teachers (MA already had 

them), which is a common practice in PI schools when qualified Muslim teachers are not 
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available (Badawi, 2005; Keyworth, 2011; Merry, 2007 b; Saada, 2013). It is at times 

also necessary as PI schools work toward their accreditation (Keyworth, 2011) and it 

“helps the students achieve American cultural capital and help them with their transition 

into mainstream high schools and universities” (Elbih, 2102, p. 167-168).   

The findings for parent academic expectations were consistent with those from 

the studies using quantitative, qualitative, and mixed methods at non-PI schools (Bukhari 

& Randall, 2009; Cohen-Zada & Sander, 2008; Davis, 2011; Grady & Bielick, 2010) that 

parents leaving public education for private schools emphasized curriculum and 

instructional quality. Similarly, it also resonates the findings from the studies using 

qualitative studies conducted at PI schools (Elkhaldy, 1996; Merry, 2005) that the 

academic quality was among the top three reasons for parents to choose a PI school. 

These studies highlight the importance of a quality academic education that parents 

expect to have from private schools. However, confirming the finding from this study, 

Badawi’s (2005) mixed methods study found that PI school parents did not place much 

confidence in school’s academic quality.  

The assumptions of the study holds true for this finding. The diverse backgrounds 

of American-Muslim parents produced different educational expectations for their 

children, and the schools attracted parents based on diverse expectations. These findings, 

seen through CMT, contradict the common misconception that American-Muslims is a 

monolith group and speak against essentializing them (May, 2003), by highlighting the 

differences that exist in this population, making them a community that is diversified by 

their SES, education, and ethno-cultural backgrounds. SET helped reveal parent 
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dissatisfaction in their social exchange with the PI school that resulted in parents voicing 

their concerns as unmet expectations. 

Parent influence on school to meet their expectations. Cross-case analysis also 

led me to the following understandings relevant to my second research question – how do 

parents with different education level, cultural capital, and financial resources influence 

multicultural PI schools to meet their education expectations? These understandings are 

specified below: 

First, parents belonging to the dominant culture at PI schools and with a higher 

SES often exercise their influence through official channels, such as the school board and 

PTO. These parents possess more social and cultural capital and successfully create 

strong social networks to bring their influence from the top, such as the school board, as 

was observed at IA. Also, parents serving on the school board held power because they 

were able to directly impact decision-making at the school, as observed at both IA and 

NA. Similarly, PTO was another such channel for parents to exert their influence in the 

school. Similarities were seen at IA and MA as their respective PTOs were very active, 

powerful, and provided parents a platform to influence school decision making. Many of 

the PTO members at IA and MA belonged to the dominant ethnicity and well-to-do 

families and had time to be involved in the school.  

The differences emerged with respect to the working class and low SES parents at 

NA, who were unable to form a PTO on their own, and when it was formed upon the 

school board’s initiative, the PTO remained powerless and did not initiate activities on its 

own (Nafisah, I 2; Nasreen, I 1 & 2; RJ, Chat with Nafisah). This kept the parents in the 

same powerless position as before.  
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Each PI school in the study represented one dominant ethnicity and culture. At IA 

and MA parent ethnicity was a dynamic of influence in parent-school interactions. For 

example, Ifra and Mairah belonged to the dominant culture and enjoyed more influence 

in fulfilling their expectations and impacting school decisions. However, parent influence 

based on cultural dominance was observed at MA more than at IA. The difference was 

again seen with the case of NA. It was difficult to gauge parent influence due to their 

membership in the dominant culture at NA because the parents overall did not exercise 

much influence due to their low SES. 

At the same time, ethno-cultural influence is not always very pronounced at PI 

schools. It sometimes operates through subtle means, and, as such, various shades of 

discrimination and influence due to one’s culture and ethnicity appear in PI schools. On 

the one hand, PI schools afford American Muslims a social platform with Islam as a 

unifying force to generate “greater cohesion on the basis of a common Islamic identity” 

(Zine, 2009, p. 47), instead of their division on the ethno-cultural basis. On the other 

hand, “supremacy and power control the majority of Islamic schools, which only seek to 

preserve the cultural customs of the individuals in power” (Elbih, 2012, p. 170).   

This finding echoes the findings by previous quantitative studies carried at non-PI 

schools (Green, 2013; Lee & Bowen, 2006; Levine-Rasky, 2009; Robinson, 2008; Zhan, 

2006) that suggested parent SES, and race/ ethnicity influenced parent school 

involvement and relationship, and helped parents with dominant culture to build social 

networks at the school, whereas low SES parents were not involved. Also consistent with 

this study, parent involvement through the PTO is found to be more favorable to the 

higher SES and dominant ethnicity parents than to the minorities, or the low SES and 
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single-parent families (Feuerstein, 2000; Hausman & Goldring, 2000; Lawrence & 

Mollborn, 2013).  

This finding is consistent with CMT that suggests when dominant culture in a 

school is not challenged it drives other cultures to powerlessness (Jackson, 2009; May, 

2003; Proweller, 1999) and parents belonging to the dominant group enjoy more power 

(Abrams & Gibbs, 2002; Lareau, 1989; 2001; 2012; Lee & Bowen, 2006). In SET, parent 

ethnicity is an intangible resource and possessing the dominant ethnicity at the school 

means more cultural capital and power. Lee and Bowen (2006) state that in schools 

cultural capital stems from the experience with the cultural norms. In the social exchange 

between parents and the school, the school needs support from the dominant parents to 

keep the school under control of the dominant group (Elbih, 2012). When these parents 

exercise influence, they are satisfied and stay with the school. 

Parents with high SES successfully exercised power at both IA and MA. These 

parents controlled relationship with the school because of their financial donations, their 

ability to raise funds through their social and business contacts, their time availability to 

volunteer at the school, their articulation skills at meetings and conferences as a reflection 

of their high education, and so on. Also, the parents with middle and high SES expect 

schools to provide opportunities for parent involvement (Green, 2013). PI schools are 

community owned and supported. There is a heightened sense of ownership that has a lot 

of potential to bring in influence from the parents (Merry, 2005); such as in IA an influx 

of parent influence was seen due to its affiliation with the community mosque.  

This is consistent with what Lareau (1989) suggests that parent social class status 

is a factor in parent involvement and intervention in schools. SET explains it on the basis 
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of social exchange dynamics, which states that in a social exchange the party with the 

greater resources control the relationship (Abrams & Gibbs, 2002; Beal & Hendry, 2012; 

Chibucos, Leite, & Weis, 2004). Abrams and Gibbs (2002) note that "social class 

position still differentiates home-school interactions, even within ethnic groups” (p. 386). 

This finding supports the assumption of the study that parents expect PI schools to fulfill 

their need and exert influence using their cultural and social capitals.  

Second, parent SES also plays an important role in tracking the parents into 

different types of PI schools and thus, it impacts their potential to influence the school to 

meet their expectations. This finding indicates that PI schools attract parents based on 

their SES, and as a result, parents in different schools experience different opportunities 

in school involvement and exercise of power. For example, MA, being the richest school 

in the study, attracted parents with the highest SES, followed by IA; whereas, the poorest 

school in the study, NA was the school of choice for working class parents. In this study, 

the low SES parents, such as Nafisah and Nadia were not able to enroll their children at 

any other school, except NA. Parents at IA and MA were well-to-do and could afford the 

time for school involvement, whereas the parents at NA due to their low SES were less 

available to participate in school activities, and when they did, such as Nafisah, who 

became a PTO member, it did not afford them any influence. Thus, NA afforded its 

parents private religious education and at the same time the least involvement and 

influence opportunities. 

This finding contributes to the lack of understanding in the empirical literature on 

PI schools and provides an insight into the different types of PI schools that are made 

available to or restricted for American-Muslim parents from different social strata. It is 



Texas Tech University, Batool A. Haq, December 2017 

155 

 

consistent with the finding in studies conducted at non-PI schools that parent school 

choice was related to parent income level and their social networks and low SES charter 

school parents continued to enroll their children at the same school even they were not 

satisfied (Goldring & Phillips, 2008; Villavicencio, 2013). It also confirms the 

assumption that tracking itself sets the patterns for parent involvement and influence in 

the school (Lareau, 1989). This finding also confirms previous studies that parent low 

SES negatively affects parent ability to have a voice in the school (Carlisle, Stanley, & 

Kemple, 2005; Lareau, 1989 & 2001; Phillipson, 2009), and  deprives the parents a 

chance of empowerment, even if the parent is involved in the school (Lee & Bowen, 

2006), as was the case with Nafisah at NA.    

Third, the study suggested that although parents in each school tried to exert 

influence on various issues, the influence for academic expectations and fair treatment 

often outweighed the influence for religious and other expectations.  

For example, parent transformative actions and the use of exit strategy were 

primarily used for unmet academic expectations and/ or unfair treatment of their children. 

Similarities were observed at IA and MA as the parents successfully asserted their 

influence and engaged in transformative actions to bring change, as Ilham and Mairah 

did. However, if the school did not negotiate tensions, parents felt frustrated and used the 

exit strategy. Ilham, Maha, and Nadia successfully used it by refusing to keep their 

children at the school where they were not happy. Ilham was able to change a negative 

situation in her daughter’s favor, but felt discriminated and bitter and decided to exit the 

school. Maha believed she was unable to stop the discrimination her son felt by his 

teachers and left MA, and Nadia left NA due to her unmet academic expectations. Thus, a 
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parent’s perceived or experienced inequality issues (for example – discrimination by 

peers/ teachers, lower expectations by teachers) and unmet academic expectations are 

likely to engage them in transformative action.  

This finding extended the finding of a quantitative study by Green (2013) that 

showed parents did not want race to be considered when schools make educational 

decisions about their child as the race factor can bring bias in the decision. This finding 

also extended Ji and Boyatt’s (2007) finding that stated private school parents wanted the 

schools to deliver on the same aspects on which the parents based their school choice 

decision. In this study, parents chose the schools for environment. Having met this 

expectation, parents emphatically pursued the schools to meet their academic needs. Thus 

parents prioritized their expectations and exerted their influence accordingly.   

The finding suggests that parents can develop transformative action to change the 

school, which is consistent with CMT that suggests to take transformative action is “to 

perceive social, political, and economic contradictions, and to take action against the 

oppressive elements of reality” (Freire, 1970, p. 17). In the context of PI schools, this 

contradiction is perceived when parent voice is suppressed and ignored, when they are 

not considered equal partners in their child’s education, or when parent influence is 

discouraged in the school. Parents care for their children’s education and their social and 

emotional well-being. They are strongly motivated to advocate for them (Robinson, 

2008; Epstein & Sheldon, 2002). When parents are not heard by the school, they may 

make a comparative evaluation for other alternatives (Merry, 2007 a), and eventually take 

the transformative action to change the situation for themselves and their children by 

leaving the school. According to Bukhari and Randall (2009) “[b]oth voice and exit 
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options are engines of educational change, either change in the operations of the current 

school to the satisfaction of the parents or a change in the educational venue for the 

student (p. 245). They call these parents “influential and persuasive clients” (p. 245). 

Thus, even those parents who initially did not have any influence can redress their 

experience by engaging in transformative practice, which can also be a critical step 

toward challenging and transforming the status quo at the school. 

The finding that parents engage in transformative actions to bring a favorable 

change is also in alignment with SET that states that the social exchanges are governed 

by the norms of equity and fairness (Baldwin, 1978; Frank, n.d.; White & Klein, 2008). 

Therefore, if parents perceive that they or their children are not treated fairly or their 

expectations are not being fulfilled in comparison to other parents (White & Klein, 2008), 

they will become dissatisfied. In this social exchange, schools have to think about the 

cost they incur if the parent decides to leave. Thus, in the CMT-SET framework, this 

finding suggests that parent transformative action is a critical step toward transforming 

the status quo at the school.  

The assumption of the study holds true for this finding that parents with varying 

degrees of power exert their influence in PI schools to meet their different needs. 

However, this finding does not satisfactorily explain the roles parent SES, level of 

education, and cultural background play in engaging in transformative action, such as the 

exit strategy. It is recommended for future research to examine how these factors 

influence parent transformative action. This study also did not differentiate which parent 

unmet expectation had more of an influence on the parent’s decision to use the exit 

strategy - the expectation for quality academics or fair treatment and equality. Further 
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research is recommended to determine which factor was the main determinant for the 

parents to take this step.  

Fourth, parent individual involvement in school activities is the most popular 

approach for parents to influence the school in shaping decisions for matters of their 

interest, which empowers parents, even non-dominant parents. It was observed in IA and 

MA for the parents who got involved and gained power to exert influence. This finding 

suggests that when parents are involved in the school, they enhance their chances of 

forming positive relationships with the teachers and the principal, and empower 

themselves to exert influence. This finding also indicates that empowered parents usually 

have a positive opinion about the school as they feel their voices matter. For this reason, 

Ifra and Mairah experienced greater satisfaction and became big advocates of the school, 

and were involved with a sense of obligation. Generally, parents realize that the parents 

who volunteer in the school get the power and influence. Similarities were observed at IA 

and MA in parents gaining influence as they get involved in school activities. For 

example, parents Ifra, Ilham, and Mairah were empowered by participating in school 

activities to have a voice in school matters. Ilham’s involvement, despite her less 

education, empowered her to speak up at the school with confidence. On the contrary, 

parents who were not involved, like Maha, were less influential, their voices were not 

heard, and they felt frustrated and discouraged in their efforts to even initiate a productive 

dialog. The case of NA was found to be different in this regard, as well. With NA parents 

having few, if any, opportunities to get involved in the school, they exercised no 

influence, except for the parents on the NA school board who were involved and 

dominant.  
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This finding contributes to the empirical understanding that less involved parents 

miss out on the chance of getting heard at the school on matters important to their 

children’s education. Lee and Bowen (2006) confirm that “parents who are less able to 

visit the school are less likely to gain the social, informational, and material rewards 

gained by parents who enact the school involvement roles” (p. 198). Parent involvement 

is impacted by language, culture, education, and parent-school relationship (Pena, 2000; 

Feuerstein, 2000; Lee and Bowen, 2006; Watson et al., 2012). Although, these factors 

were studied with the public schools, they hold true for the PI schools, too (Omran, 1997; 

Rashid; 2000; Zine, 2009). The parents who speak English well, are highly educated, and 

familiar with the school culture are more involved with the school (Lee & Bowen, 2006). 

In turn, they are empowered, have more opportunities to interact with the school staff, 

and “to influence decisions at the school in an attempt to affect policies” (Hausman & 

Goldring, 2000, p. 109). Hofman, Hofman and Gray (2015) found that when parent input 

is taken into account by the school governance, it results in a positive overall impact on 

instruction, student learning, and school governance.  

This finding also affirms that socio-economic inequalities and cultural diversity 

among American-Muslims impact their relationship with PI schools. It contributes to the 

body of research that PI schools are similarly influenced by the structural power 

hierarchies as evident in other schools, though, PI school parents experience fewer layers 

of powerlessness and inequality at PI schools than at public schools, where they are also a 

religious minority.   

This finding supports the assumption that parents influence school decision 

making to meet their needs, but challenges the finding by Hausman and Goldring (2000), 
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which states that although “parent income was a powerful predictor of parent 

involvement at school” (p. 118), but “not correlated with influence” (p. 118). However, 

this study found that parent involvement empowered parents, which led to more influence 

in the school.  

School response to parent influence.   

Cross-case analysis led me to the following understandings relevant to my third 

research question – how do multicultural PI schools respond to parent influence within 

the school power hierarchies? The factors influencing the school response are parent 

ethnicity, social and cultural capital, and SES. These understandings are:  

First, while PI schools encourage parent involvement in school to support the 

needs perceived by the school, such as fund raising, helping the teachers in classrooms, 

and organizing events for the school (Inayah, I 1 & 2; Mishal, I 1 &2; Nasreen, I 1 & 2). 

The school principals discourage parent influence in school matters when the influences 

target the areas of policy setting and decision making. For example, for parent 

involvement opportunities, similarities were found between IA and MA, while NA 

presented differences. IA and MA principals welcomed parent involvement in school 

activities and fund-raising, while at NA, due to parent low SES, parent involvement 

opportunities were almost non-existent. However, in varying degrees, all three cases 

disliked parent influence in decision making, policy-setting, or school governance. The 

principals believed that in exerting their influence parents over-stepped their boundary. 

So, they downplayed it as limited to minor things, even when that was not true in some 

instances, especially in the case of IA. There were conflicts related to power struggle at 

IA and MA between school administrations and PTO parents. The school administrations 
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preferred a bureaucratic climate so that the parents followed school protocols and 

hierarchies, while parents desired more freedom in their involvement. Fewer 

opportunities for parent involvement also meant limited parent influence in the school, 

such as in the case of NA. 

This finding contributes to the much needed understanding in the field that parent 

voice in school decision making is seen as an intrusion in school governance by private 

schools. Cutler (2000) states, “[p]arents may be more welcome at school than ever 

before… but they are not part of the educational establishment” (p. 199). Consistent with 

this finding, Lareau and Munoz (2012) state that “parents favored a warm, friendly, and 

non-bureaucratic environment while the principal favored an orderly, safe, and 

bureaucratic environment” (p. 201). Mulligan (2003) states that public schools offer more 

opportunities for parent involvement than private schools. 

Parent influence is controlled by school administration, which determines the 

policies and practices and the level of parent involvement and influence in the school 

(Apodaca-Tucker & Slate, 2002; Epstein, 1990; Feuerstein, 2000; Mulligan, 2003). 

Looking at it through the SET lens, “parent-school relationship is conceived of as an 

interpersonal relationship involving the exchange of valued goods, or rewards” 

(Mulligan, 2003, p. 247). In this social exchange if the school sees the incurred costs of 

allowing parent influence as more than the rewards it gets, perhaps in the form of parent 

appreciation and approval, it will become less willing to allow opportunities for parent 

influence.  

Parent influence has the potential to impact the school and its operations in 

various ways, such as governance, curriculum and instruction, hiring, and other decision-
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making matters (Carlisle, Stanley, & Kemple, 2005; Feuerstein, 2000). However, with 

the professionalization of the role of the principals and teachers, school response to 

parent influence has been to actively dampen it by “placing the role of “expert” upon the 

teacher and administrator” (Hiatt-Michael, 2001, p. 253). This attitude discourages 

parents to get involved in the school in the first place. On the one hand, limited influence 

of parents can adversely affect “both the educational and economic goals of the school” 

(Freer, 2009, p. 13). On the other hand, the cost of allowing parent influence in a small 

private school will be higher as the school has to spend its resources to accommodate it 

(Mulligan, 2003). For the PI schools that are functioning with very limited financial and 

human resources, parent influence can be an added burden.  

CMT critically views the relationship between parents and schools within the 

power structures established at the school. Lareau and Munoz (2012) state that the 

principals hold more power than the PTO parents. However, this was not always the case 

with IA, where PTO parents, at times, had more power than the principal (Obs. IA PTO; 

Inayah, I 2). The reason probably was the high turnover rate of principals. Most of the 

time, there was a new principal who was just learning the way around, whereas the 

dominant parents had been at the school for some time and knew the ins and outs of the 

system and were able to undermine the principal’s authority.  

 Second, PI schools respond differently to dominant and non-dominant parents 

with different level of power and resources, while both groups of parents utilized the exit 

strategy as the last but effective resort. For example, at IA the dominant parents were 

long-term parents, parents on the PTO and IASB and connections to the IASB, parents 

who donated to the school, and parents with multiple children enrolled. At MA, the PTO 
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and MASB parents, parents who were involved, and parents with Arab ethnicity were the 

dominant parents, whereas at NA only the parents on the NASB exercised influence in 

the school. The dominant parents were able to bring swift changes, while the non-

dominant parents were ignored. However, even non-influential parents can, at times, hold 

power in their hands when they successfully advocate for their children or exert their 

influence on the school through the exit strategy. This was the case with Ilham and Maha 

who successfully advocated for their children (Ilham, I 1 & 2; Maha, I 1 & 2) and also 

utilized the exit strategy. In contrast, Nadia, was unable to wield any influence because 

NA did not allow it (Nadia, I 1 & 2). Frustrated, she also exercised the exit strategy. 

Thus, in some instances even powerless parents are empowered despite the social 

hierarchies at the school (Abrams & Gibbs, 2002).  

 This finding was consistent with previous research that suggests that the 

relationship between school and parents is impacted by the school context and culture 

(Abrams & Gibbs, 2002; Cummins, 2001; Lareau, 1989; 2001; Zine, 2001), and how 

much power a school allows its parents to hold. Feuerstein (2000) explains that schools 

serving working class families are usually rigid and controlling in allowing parent 

involvement, while affluent schools allow for more involvement and participation in 

school. This was consistent with this study as far as NA was concerned. However, MA 

being the richest school in the study allowed less parent influence than IA, which was not 

a wealthy school. A possible explanation is that IA’s affiliation with the mosque allowed 

for another channel of parent influence in the school via the mosque board.  

 When the school seeks out parent involvement or influence, albeit in a supervised 

manner, not all parents take the opportunity to respond. Parents who are involved in the 
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school are more willing to respond to the solicited feedback than those who are 

uninvolved (Bauch and Goldring, 1995). Thus, involved parents enjoy more voice in 

school matters. PI school parents usually interact with the school in the manner 

prescribed by the school. Many times parents also engaged with the school in ways that 

are parent initiated and not determined by the school. Looking at it through the CMT 

lens, the school welcomed solicited feedback and discouraged or ignored the unsolicited 

feedback, unless the parent happened to be a dominant parent.   

These findings support the assumption of the study that PI schools respond to 

parent influence to meet their expectations in different ways as shaped by parent diversity 

with respect to power, cultural and social capital, educational level, and SES. In light of 

these findings, research is recommended to examine the effectiveness of PI school 

leadership in terms of its role in creating a nurturing environment, enhancing student 

learning, promoting parent engagement, and building community relationships. This 

finding also suggests the need to explore the relationship between PI school principals 

and PI school boards as they set school policies that affect parent involvement and 

influence in the school. Such a study can identify the roles, processes, and rationale used 

by PI schools to increase or control parent involvement, and shed light on how much 

authority the principals themselves enjoy at PI schools.   

Conclusions 

This study gave voice to American-Muslim parents who searched for an 

alternative education for their children. The study explored parent expectations and 

influence in PI schools and the school response to parent influence. The diversity among 
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American-Muslims impacted their expectations and influence in schools. The study also 

highlighted challenges faced by PI schools.  

Overall, this study indicates that parents strongly expect PI schools to provide the 

best academic education in an Islamic and safe and nurturing environment that respects 

and values all students regardless of their background. They may differ in their focus for 

religious education, depending on their cultural background and education, but they all 

desire quality academic education for their children and expect PI schools to provide 

ample educational resources. Parents also want PI schools to collaborate with other 

schools and the larger society to enhance student civic engagement. The dominant 

parents are educated and own more cultural and social capital. They are also more 

satisfied with the schools as they have a voice in school matters than those parents who 

are not involved. Parents, regardless of their influence in the school, do not hesitate to 

take transformative action, especially if they encounter discrimination issues at the school 

and/or their academic needs were not met. However, the schools see parent influence as 

an interference and discourage it, though in varying degrees. The schools in the study 

catering to middle and upper middle-class families experienced parent influence in the 

school through different channels, whereas the school with working class families 

restricted parent influence to the parents on the school board only.    

Implications 

The findings of the study have practical implications for PI schools, and policy 

implications for public education. These implications are specified below: 

Implications for PI Schools  
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American-Muslim parents leaving public schools for unmet religious needs 

choose PI schools where their academic needs are not fulfilled. The study found that the 

parents voiced their utmost concerns for the academic quality at PI schools. This implies 

the need for PI schools to add rigor to the academic quality. To achieve this goal, PI 

schools need to promote high expectations of all students and provide sufficient resources 

for an enriched curriculum. Since the teacher holds the most significant influence in 

student learning and achievement, PI schools not only need to hire qualified teachers, but 

also provide them with ongoing high quality professional development. To enhance the 

academic quality PI schools also need policies that understand and aid in achieving this 

goal. In this respect, the school boards should include training of their members on 

important educational and policy issues that affect student achievement and school 

growth. School board members should receive training to govern the school as an 

educational institution, rather than as a business venture because the schools “cannot do 

the same types of things that automatically work in business” (Cooley, 2006, p. 261).  

The study also found that the Islamic education curriculum was haphazard and not 

based on content standards. This implies the need to develop measurable goals and 

content standards for Islamic education to ensure student learning. This will also provide 

guidance to parents and educators on the content and instruction of the curriculum, and 

student assessment and attainment at each grade level. Moreover, professional 

development of Islamic education teachers is the weakest component of Islamic 

education at PI schools. These teachers, who usually do not hold any formal teacher 

training, should be trained in classroom management skills and effective student 

engagement. PI schools can collaboratively research and develop Islamic education 
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teacher education program, similar to the state teacher certification programs, to ensure 

instructional quality. This collaborative effort will also minimize the cost as it will be 

shared by all participating schools. 

The findings indicated parent expectations for integration in society and civic 

engagement of students. This implies the need for PI schools to build partnerships with 

public and private schools to develop civic awareness and service learning in their 

students and prepare them for a diverse society (Timani, 2006; Van Pelt et al., 2012). 

Shah suggests that such collaboration and “learning from each other’s practices and 

experiences could be to the benefit of both, improving practice and performance” (Shah, 

2014, p. 244). Moreover, integrating Islamic education curriculum with social studies 

curriculum can also enhance citizenship of the students (Ali, 2012). PI schools also need 

to build multicultural competence of teachers and, possibly, parents also, for a productive 

life in a multicultural society. In this regard, they can offer workshops and community 

activities in collaboration with other schools, local businesses, and community centers to 

promote a better understanding of each other.  

Another finding indicated the issue of cultural and ethnic discrimination. This has 

been a troubling and consistent finding in the studies conducted previously on PI schools 

(Aabed, 2006; Badawi, 2005; Omran, 1997). This finding implies the need for PI schools 

to make serious efforts in creating awareness of Islamic teachings of racial and cultural 

equality through group activities and workshops for students, parents, and teachers 

involving all ethnic, racial, and cultural groups in the school.  

The study revealed that PI school parents are disengaged with the school. This 

implies a need for serious efforts by the school to engage parents in meaningful ways and 
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encourage their input in decision making matters at the school. Research has shown that 

parent involvement and influence in the school increases parent satisfaction with the 

school and teachers (Anfara & Mertens, 2008). Satisfied parents continue to enroll their 

children at the school (White & Klein, 2008). Thus, in this social exchange, both the 

school and the parents gain rewards. The school should provide training to the school 

staff and parents on collaborative strategies that will enhance student engagement and 

achievement. One such strategy is to partner isolated parents with more involved parents 

to generate greater engagement with the school (Sheldon, 2002). It was also found that 

some parents enjoyed a disproportionate share of influence in the school due to their 

monetary support for the school or their status in the school community. While the school 

administration should make efforts to engage all parents in school matters, it should be 

careful in allowing excessive influence from a few dominant parents as this could 

encourage parent mistrust with the school (Freer, 2009).    

Policy Implications 

The study found that American-Muslim parents desire a safe school environment 

that would also accommodate religious needs of American-Muslim students. Although, 

there exists a federal policy permitting students to pray in public schools (No Child Left 

Behind [NCLB], 2001; also see Every Student Succeeds Act [ESSA] of 2015), many 

times the religious needs of American-Muslim students are not effectively accommodated 

(Shaikh, 2012). The students and their parents are faced with frustration (Moore, 2009) 

and feel compelled to seek education elsewhere. This implies the need for providing a 

safe and accommodating environment at the public schools.  
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The NCLB Act of 2001 mandated federal funds to support parent involvement 

initiatives in school. Its replacement ESSA (2015) also provides parent involvement 

opportunities for public schools to build partnerships, particularly with parents from 

minority groups, such as American-Muslim parents (Henderson, 2016; Ujifusa, 2016). 

This will be a great opportunity for public schools to hear from American-Muslim 

parents directly. By engaging them, public schools can understand the unique challenges 

their Muslim students face in schools as a religious minority and can take measures to 

alleviate them by better accommodating their religious needs. For example, Muslims are 

required to pray five times a day at specific times. One of these times is in the afternoon 

during the school hours for which the student needs to do ablution first to offer the ritual 

prayer. Other religious needs of observing Muslim students that need accommodation 

include dress code, dietary regulations, fasting in Ramadan, and two religious holidays. 

Two decades ago Elkhaldi (1996) wrote, “Perhaps, if public schools were more sensitive 

to the practice of the Islamic culture, fewer parents would find a need to enroll their 

children in Islamic schools” (p. 132).  

In the context of this study, the parents who had experience with public schools 

did cite the difficulties their children faced in public schools trying to fit in and at the 

same time preserving their religious identity. Therefore, the policy on multicultural 

education in public schools should be extended to include an awareness of Islam and 

Muslims. In the same context, ESSA (2015) includes provisions on the advancement of 

equity for all students. The efforts to redress inequity should not be limited to racial and 

linguistic minorities, but should also include religious minorities, such as American-
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Muslim students, who may face inequity challenges in public schools due to their 

religion.   

Teacher understanding of Muslims, their faith, and their religious needs is 

important for American-Muslim parents. Their school choice is impacted by how much 

teachers are aware of and understand their needs as a religious minority. The teacher 

education programs in the United States do not include any study about religion or 

comparative religion (Berglund, 2015). With the public school student population 

becoming increasingly diverse it is necessary to make changes to the teacher education 

programs to educate and prepare future teachers to have a good grasp of the diverse 

religions and cultural backgrounds of their students. Moore (2009) stated, “Educational 

institutions—responding to demographic changes, legal challenges, security issues, 

shifting political needs, and attempts to increase tolerance—should continue to redesign 

education about religion in order to reduce oppression and produce better-educated 

students and competent American citizens” (p. 144). 

Final Thoughts 

PI schools are still developing. They have made considerable progress under 

severe financial and human resource constraints. They continue to strive to improve in 

many aspects to fulfill their mission. There is no legitimate reason to doubt their sincerity 

and benevolence with which the school personnel work toward achieving the vision of 

the school. Albeit the sincere efforts of the PI schools to provide quality education in an 

Islamic and safe environment, improvements in many areas are indispensable for the 

schools to stay faithful to their mission. Their growth and progress cannot be just 

measured solely by the size of student enrollment and physical facilities. There have to be 
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substantial changes in their policies, curriculum, and instruction to afford the PI schools a 

competitive edge among other schools around them. Discussing the progress of Islamic 

schools in the UK, Shah (2014) writes that the public schools in the UK can learn from 

the Islamic schools “as to how with very limited resources these schools produce high 

achieving students” (p. 244). Such a manifestation of quality remains to be seen in the 

American context. 
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APPENDICES 

Appendix A 

Glossary of Terms 

Academic subjects – subject areas determined by the state, such as English language 

arts, Math, science (biology, chemistry, physics, etc.), social studies (history, geography, 

civics, etc.), technology and computer studies,  

Adhan – call to Salah recited at prescribed times of the day as a reminder for the 

daily prayers 

Allah – “The Arabic word for God. Allah is not considered to be a separate god or the 

god of Muslims, but simply the Arabic term for the One God, just as the French refer to 

God as Dieu, the Germans as Gott, and the Spanish as Dios. Arab Christians also use the 

term Allah to refer to God” (Badawi, 2005, p. 287). 

Arabic – a Semitic language/ Classical Arabic Language (CAL) versus Modern 

Standard Arabic (MSA) – CAL is the language of the Qur’an in which the Qur’an was 

revealed more than 1400 years ago. MSA is the standard Arabic language, which 

developed from the CAL, and is used in writing and in the media, and is commonly 

spoken in Arabic speaking countries. CAL is slightly different from the MSA of today, 

although the sentence structure is the same. For example, MAL has some new vocabulary 

and some words carry different contextual meaning (“Classical Arabic vs. (Modern) 

Standard Arabic”, 2012; Granta, 2014). 

Fasting – abstaining from eating, drinking, and sex from before dawn till sunset; 

obligatory upon mentally and physically healthy adults during the entire month of 

Ramadan  

Halal Food – Food according to the Islamic dietary regulations 

Hifdh – the memorization of the entire Qur’an in the exact form it was revealed to 

Mohammed (Boyle, 2006). It is one of the ways the Qur'an has been preserved and 

transmitted with its original content in its original language for centuries. 

Hijab – literal meaning ‘cover’ in Arabic; headscarf worn by Muslim girls and 

women; also means “modest (loose and non-transparent) clothing … in order to avoid 

unwanted attention of men outside of one’s immediate family” (Shaikh, 2012, p. 311). 

Huffadh – plural of hafidh – one who memorizes the entire Qur’an word to word in 

Arabic 

Iftar – a meal after sunset to break the fast in the month of Ramadan 

Islam – the name of an Abrahamic faith/religion “whose first prophet was Adam, and 

whose final prophet was Muhammad; literally, it means a state of peace achieved through 

surrender to God” (Douglas & Shaikh, 2004, p. 6); followed by 1.2 billion people in the 

world. 

https://arabicloom.wordpress.com/2012/04/01/classical-arabic-vs-modern-standard-arabic/
https://arabicloom.wordpress.com/2012/04/01/classical-arabic-vs-modern-standard-arabic/
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Islamic education – “education of Muslims in their Islamic faith” (Douglass & 

Shaikh, 2004, p. 7) 

Islamic Studies – a subject area, generally includes study of Islamic beliefs, 

principles, rituals, etc. 

Mosque – a place of worship for Muslims 

Muslim – “an adherent of the Islamic faith” (Douglas & Shaikh, 2004, p. 6); “It 

means one who submits to or obeys the laws of God as delineated in the Quran” 

(Salahuddin, 2011, p. 8). 

Qira’a – the art of recitation of the Qur’an following the rules and principles of 

reading the scripture in Arabic. The person doing the qira’a is called a qari. 

Qur’an – The Holy Book of Islam; “The final book or revelation from Allah to 

mankind, revealed to the Prophet Muhammad (pbuh) over a span of 23 years” (Aabed, 

2006, p. 11) 

Sunnah – “What Prophet Muhammad said, did or approved of during his lifetime, 

based on authentic sources” (Ali, 2012, p. 155); the second most important source of 

guidance for Islamic beliefs and practices after the Quran” (Badawi, 2005, p. 288)  

Salah – obligatory prayer in Islam for Muslims when they reach puberty. Muslims 

are required to pray five times a day at prescribed times. 

Tarbiyah – Arabic term for character development according to Islamic values 

Wudu – Act of spiritual and physical cleanliness carried out by Muslims before 

prayers, as specified in the Quran and Hadith (Badawi, 1996, p. 12) 
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Appendix B  

Profile Case 1 - Iman Academy 

 

 

 

 
 

 

 Parents 

Attributes Ifra Ilham 

Age 30-40 40-50 

Gender F F 

Ethnicity South Asian South Asian 

Marital Status Married Married 

Age of Spouse 40-50 40-50 

# of children 4  5 

Ages of children 8, 7, 5, 1 18, 16, 15, 

13, 11 

Education Master’s Associate 

Education of 

Spouse  

Bachelor’s Associate 

Attended School 

in the US 

No No 

Spouse Attended 

School in the US  

No No 

Annual Income 100,000+ 100,000+ 

Profession Teacher 

(not 

working) 

Teacher Aide 

Years lived in the 

US 

20 22 

Years lived at 

current location 

20 22 

Years children 

attended PI school 

4 10 

Status in the US citizen citizen 

Driving distance 

to school 

(miles) 

Less than 5 10-15 

# of people in 

family 

6 7 

# of children at 

this school 

3 5 

Child Gender 

(F/M)& Grade  

M-3th & 1st  

F-2nd  

F-12th,  

M-10th,8th, 

6th, 4th     

 Principal Inayah 

Gender Female 

Age 57 

Official Title Principal 

Years of Service at Current School 1 

Ethnicity  South Asian  

Lived in the US (years) 21 

Attended Grade School in the US No 

Highest Educational Level 

Completed 

M. Ed 

Principal Certification 

Professional Experience - Teaching 

(years)/ 

Grade Levels (K-12 or Higher Ed.) 

 

15 years/  

K-12 

Professional Experience - 

Administrative (Years) 

 

 6 

Years Lived in this Area 21 

Iman Academy 

Year Established  2004 

Grades Offered Pre K-12 

Accreditation AdvancEd / 2009 

Number of Students 180 + 

Student Diversity % 

 

South Asian – 75% 

Arab – 20% 

African – 2% 

Latinos & Hispanics – 3% 

Number of Teachers 20 

Certified Teachers %  66% 

Teacher Diversity % 

 

South Asian – 41% 

Arabs – 58% 

African - 1% 

Other - - 

Yearly Tuition $6500 

Average Class Size 15 

PTO  

Active/Not Active 
Active 

Transportation Provided No 

Lunch Provided  

(for price) 
Yes  

Students Take Entrance 

Exam 
Yes 

Extracurricular Activities Yes (a few) 

Curriculum 

State based 

(supplemented with 

religious studies) 

State Mandated Tests Yes 
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Appendix C 

Profile Case 2 – Manar Academy 

        

 

  

Manar Academy 

Year Established  2000 

Grades Offered Pre K-12 

Accreditation 

 

AdvancEd / 2004 

Total Number of Students 1100 + 

Student Diversity % 

 

South Asian – 45% 

Arab           – 50% 

African / Hispanics      

–  5% 

Total Number of Teachers 110 

Certified Teachers % 75% 

Teacher Diversity % 

 

South Asian - 45% 

Arabs – 45 % 

Other – 10% 

Yearly Tuition $8250 

Average Class Size 20-25 

PTO  

Active/Not Active 
Active 

Transportation Provided Yes 

Lunch Provided  

(for price) 
Yes 

Students Take Entrance 

Exam 
Yes 

Extracurricular Activities Yes 

Curriculum 

State based 

(supplemented with 

religious studies) 

State Mandated Tests Yes 

 Parents 

Attributes Mairah Maha 

Age 40-50  40-50  

Gender F F 

Ethnicity Arab South Asian 

Marital Status Married Married 

Age of Spouse 50-60 50-55 

# of children 7 3 

Ages of children 24,22,20,19,16,

14,8 

23, 22, 17 

Education Master’s Associate 

Education of 

Spouse  

MPH MBA 

Attended School 

in the US 

No No 

Spouse Attended 

School in the US  

No No 

Annual Income 100,000+ 100,000+ 

Profession Homemaker 

 

Office 

Management 

Years lived in the 

US 

26 25 

Years lived at 

current location 

5 12 

Years children 

attended PI school 

5 12 

Status in the US citizen citizen 

Driving distance 

to school (miles) 

10-15 10-15 

# of people in 

family 

9 5 

# of children at 

this school 

3 1 (2 graduated 

from school) 

Child Gender 

(F/M)& Grade  

F-10th, 1st   

M-8th 

M-9th 

Principal Mishal 

Gender Female 

Age 48 

Official Title Principal 

Years of Service at Current School 1 

Ethnicity  South Asian 

Lived in the US (years) 48 

Attended Grade School in the US Yes 

Highest Educational Level 

Completed 

Graduate Degree 

Principal Certification 

Professional Experience - Teaching 

(years)/ 

Grade Levels (K-12 or Higher Ed.) 

 

5 years/  

K-12 

Professional Experience - 

Administrative (Years) 

 

15 

Years Lived in this Area                   4 
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 Appendix D 

Profile Case 3 – Noor Academy 
 

 
Noor Academy 

Year Established  2010 

Grades Offered Pre K-12 

Accreditation AdvancEd / 2016 

Total Number of Students 250 + 

Student Diversity % 

 

South Asian – 85% 

Arab – 5% 

African – 5% 

Latinos & Hispanics – 5% 
(refugee students – 6%) 

Total Number of Teachers 25 

Certified Teachers % 12% 

Teacher Diversity % 

 

South Asian – 75% 

Arabs – 25% 

African - - 

Other - - 

Yearly Tuition $3150 

Average Class Size 17  

PTO  

Active/Not Active 
Not Active 

Transportation Provided No 

Lunch Provided  

(for price) 
Yes 

Students Take Entrance 

Exam 
Yes 

Extracurricular Activities No 

Curriculum 

State based 

(supplemented with 

religious studies) 

State Mandated Tests Nationally Standardized  

 Parents 

Attributes Nafisah Nadia 

Age 30-40 40-50 

Gender F F 

Ethnicity South Asian Arab 

Marital Status Married Married 

Age of Spouse 40-50 - 

# of children 4 7 

Ages of children 12, 11, 7, 4 22, 21, 19, 18, 

16, 15, 11 

Education Associate GED 

Education of 

Spouse  

Master’s Some College 

Attended School 

in the US 

No Yes 

Spouse Attended 

School in the US  

No No 

Annual Income 50,000 – 

69,999 

did not 

disclose 

Profession Office 

Secretary 

Homemaker 

Years lived in the 

US 

18 28 

Years lived at 

current location 

1 1 

Years children 

attended PI school 

1 1 

Status in the US citizen citizen 

Driving distance 

to school 

(miles) 

10-15 10-15 

# of people in 

family 

6 9 

# of children at 

this school 

3 4 

Child Gender 

(F/M)& Grade  

F-6th,  2nd   

M-5th  

F-11th 

M- 10th, 9th, 7th   

 Ms. Nasreen 

Gender Female 

Age 55 

Official Title Assistant Principal 

Years of Service at Current School 7 (4 teaching, 3  

administration) 

Ethnicity  Mixed 

Lived in the US (years) 55 

Attended Grade School in US Yes 

Highest Educational Level 

Completed 

Bachelor’s 

Professional Experience – Teaching 

/ 

Grade Levels (K-12 or Higher Ed.) 

28 years/ 

K-8  

Professional Experience - 

Administrative (Years) 

 

5 

Years Lived in this Area 20 
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 Appendix E  

Principal Recruitment Email 

Dear Principal,  

My name is Batool Haq; I am a doctoral student at College of Education at Texas 

Tech University. I am conducting a research project as my dissertation, with my advisor 

Dr. Jian Wang, Professor of Teacher Education and Helen DeVitt Jones Chair in Teacher 

Education at College of Education at Texas Tech University.  

The purpose of this study is to explore parent Islamic school choice, their expectations of 

the school, and how they influence the school to have their expectations met. It will also 

look at how schools perceive parental school choice and respond to their expectations. I 

would like to conduct my research with you and the parents at your school.  If you agree I 

will begin the recruitment process with your help. Participants will include you and two 

parents whose children have been attending your school for at least a year. I would like to 

observe you as the principal of the school and attend a PTO meeting. These observations 

will take place during normal school hours. I will also interview you and the 

participating-parents at a time and place of the participants’ convenience.  

To conduct this study, I would like to collect following data at your school which 

consist of: (1) I will observe you for a day as you engage in your work as the school 

principal. I will schedule a day in advance with you for this purpose. (2) An interview 

(30-45minutes) with you and the participating parents at a time and place of the 

participants’ convenience. A second interview, no longer than 20 minutes, will be 

scheduled later on if clarification is needed on the participants’ responses for concepts 

and ideas most relevant to the study. I will audio-record the interviews, after getting the 

participants’ permission, instead of relying on my notes in order to help me ensure the 

accuracy and completeness of information about their ideas and experiences. (3) An 

observation of a PTO meeting for its entire length. (4) School documents relevant to the 

study will be collected, such as school information brochures and flyers, monthly 

newsletters, website content detailing educational programs, teacher qualifications and 

certifications, school’s extracurricular programs, and minutes of the PTO meetings, etc.  

Please note that participation in the study is completely voluntary and 

confidential. I will take great care to maintain privacy and confidentiality of the school 

and the participants. The audiotaped and observation materials and related data will be 

electronically stored on the researcher’s external hard drive. Hand-written notes, hard 

copies of the documents, and the external hard drive will be stored in a private cabinet 

accessible to the researcher only. To protect the identity of your school and the 

participants I will assign a pseudonym to the school and to each of the participants. In the 

final report and any future publication, I will continue to use pseudonyms to ensure 

confidentiality of the school and the participants. At the completion of the study, the 

original hand-written notes and audio-recorded data will be deleted in five years.  

All the data will be accessed only by the researchers of this study and will not be 

used in public contexts without written permission of the participants.  

This research has been approved by the Texas Tech Human Research Protection 

Board.  This board protects the rights of individuals who participate in research. You can 

ask questions at 806-742-2064 or email: hrpp@ttu.edu.  This study is being supervised by 
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Dr. Jian Wang in the Texas Tech University College of Education.  He can be reached at 

(806) 834-5165 or jian.wang@ttu.edu. 

To complete this study, we need to invite two parents who have children attending 

your school for a minimum of one year to join our research. I will very much appreciate 

your help and cooperation if you grant permission to recruit you and parent-participants 

for the study.   

Thank you for your consideration of your and your school’s participation in this study. 

 

If you wish to allow me to conduct my research in your school, please indicate by signing 

below.  

 

Sincerely,  

 

Batool Haq  

Doctoral Student 

Department of Curriculum and Instruction 

College of Education | Texas Tech University 

Lubbock, Texas 79409     Tel: 972-408-8517            Email: batool.haq@ttu.edu  
 

 

 

 

____________________     __________________  

APPROVED       Date  
 

mailto:jian.wang@ttu.edu
mailto:batool.haq@ttu.edu
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Appendix F 

 

Project Information and Principal Consent Form 

 

PROJECT INFORMATION AND PARTICIPANT CONSENT  
We would like you to participate in our research study. Please take time to read this 

information sheet to understand why this research is being done and what will occur if you 

decide to participate in it.  

 

What is this study?  

The purpose of this study is to explore the reasons leading to parents’ decision to enroll 

their child/ren in private Islamic schools, their expectations of these schools, and how 

schools respond to their expectations. This project will focus on parents’ motivations and 

expectations for seeking out private Islamic schools for their children’s education.  This 

study will also try to gain an understanding of how parents influence private Islamic 

schools to have their expectations met. The study will add to the body of research on 

Islamic schools in America, their unique needs, and the role they have come to play in 

American education.  

 

What would I do if I participate?  
 

Principal-participants will be observed and interviewed by me. I will observe you first for a 

day as you engage in your work as the school principal. I will schedule a day in advance with 

you for this purpose. I will interview you next, which will take 30-45 minutes of your time. 

The interview will be scheduled at a time and place of your convenience. In the interview I 

will ask you to share your experiences, thoughts and feelings about why you think parents 

choose your school for their children’s education, what their expectations are from your 

school, and how you respond to their expectations. The interview will be audio recorded to 

help me obtain accurate information. You may be asked for a follow-up interview if I need 

clarification on your responses or more information from you. The follow-up interview 

will be no longer than 30 minutes and scheduled at a time and place of your convenience. 
 

School documents relevant to the study will be collected, such as school information 

brochures and flyers, monthly newsletters, website content detailing educational programs, 

teacher qualifications and certifications, school’s extracurricular programs, and minutes of 

the PTO meetings, etc.  

 

How will I benefit from participating?  
You will be helping in providing the research study with valuable information. I will greatly 

appreciate you for your cooperation and help. If you are interested in the findings of the 

study, please contact me and I will provide you a copy of the findings of the study. These 

findings will also be very useful for your school in meeting parent expectations and 

improving its overall effectiveness.   

 

May I withdraw from participation if I become uncomfortable? 
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Yes, absolutely. Your participation is completely voluntary. When interviewing you can stop 

the interview or skip any questions you do not wish to answer. You can ask me to stop 

observing you any time you like. However, I do appreciate any help you are able to provide 

in this study.  

Dr. Jian Wang and the Protection Board have reviewed the questions and find them to be 

suitable. However, participating in the study is your choice. 

 

How long will participation take?  

For the interview, I am asking you for 30- 45 minutes of your time. If I need more 

information from you I will request you for a follow-up interview. The follow-up 

interview will be no longer than 30 minutes. For the principal observation I am requesting 

an entire work-day to shadow the principal.  
 

How are you protecting privacy?  
The research project will not name any names. Your name will be kept strictly confidential. 

Any materials obtained from you during the observation or interview will never be associated 

with you. To ensure your privacy and confidentiality pseudonyms will be used for all 

participants and school sites. All related documentation will be kept safely either in the 

researcher’s private file cabinet or on a computer that is password protected. The data will be 

accessed only by the researchers involved in this study and will not be used in public 

contexts without written permission of the participants. In the final report and any future 

publication, I will continue to use the pseudonyms to ensure your confidentiality. At the 

completion of the study, the original hand or typewritten notes will be deleted in five 

years. 

 

I have some questions about this study. Who can I ask?  

 The study is being supervised by Dr. Jian Wang from the Teacher Education 

program at Texas Tech University. If you have questions, you can call him at (806) 

834-5165 or jian.wang@ttu.edu. 

 Batool Haq at batool.haq@ttu.edu or 972-408-8517. 

 This research study has been approved by the Texas Tech Human Research 

Protection Board. This board protects the rights of individuals who participate in 

research.  

 

 If you have any questions, you can call: 806-742-2064 or email to 

hrpp@ttu.edu. 

 

 

______________________________________                           __________________ 

Signature                                                                                        Date 

 

______________________________________ 

Printed Name  

 

This consent form is not valid after December 31st 2016 
 

mailto:jian.wang@ttu.edu
https://mail.ttu.edu/owa/redir.aspx?SURL=HOWuxIFwOZGeRCqko9pfLtdFwxs_CudMZfp8vtmhvSex0O3-IW7SCG0AYQBpAGwAdABvADoAaAByAHAAcABAAHQAdAB1AC4AZQBkAHUA&URL=mailto%3ahrpp%40ttu.edu
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Appendix G 

Parent Recruitment Letter / Email 

 

Dear Parents, 

 

My name is Batool Haq; I am a doctoral student at College of Education at Texas Tech 

University. I am conducting a research project as my dissertation, with my advisor Dr. 

Jian Wang, Professor of Teacher Education and Helen DeVitt Jones Chair in Teacher 

Education at College of Education at Texas Tech University.  

 

I obtained your email address through the school’s principal.  

 

The purpose of this study is to explore the reasons leading to parents’ decision to enroll 

their child/ren in private Islamic schools, their expectations and involvement in these, and 

how schools respond to their expectations. This project will focus on parents’ motivations 

and expectations for seeking out private Islamic schools for their children’s education and 

how parents influence schools to have their expectations met. It will also explore how 

Islamic schools perceive parental choice for an Islamic schools and respond to parent 

expectations. The study will add to the body of research on Islamic schools in America, 

their unique needs, and the role they have come to play in American education.  

 

I am looking for parents whose children have been attending an Islamic school for at least 

a year. Your name was suggested to me by your principal as one of the parents who 

fulfills this condition. I would, therefore, like to invite you to participate in this study.   

 

If you are interested to participate, I would like to interview you to share your 

experiences, thoughts and feelings related to your decision to enroll your child/children at 

an Islamic school, your expectations of the school, and how you attempt to have your 

expectations met by the school. I will schedule a time and place for the interview that is 

convenient to you. I would like to meet with you before May 31, 2016. The interview is 

expected to take 30 - 45 minutes. With your permission, I will audio-record the interview 

instead of relying on my notes in order to help me ensure the accuracy and completeness 

of information regarding your ideas and experiences. A follow-up interview is also likely 

if I need more information from you or clarification on your responses.  

 

Please note that participation in the study is completely voluntary and confidential. I will 

take great care to maintain your privacy and confidentiality. No information will be 

gathered that could personally identify you. The audiotaped and related data will be 

electronically stored on an external hard drive. My hand-written notes and the external 

hard drive will be stored in a locked cabinet accessible to me only. To protect your 

identity I will assign a pseudonym to you. In the final report and any future publication, I 

will continue to use the pseudonym to ensure your confidentiality. At the completion of 

the study, the original hand-written notes and audio-recorded data will be deleted in five 

years.  
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All the data will be accessed only by the researchers of this study and will not be used in 

public contexts without written permission of the participants.  

 

This research has been approved by the Texas Tech Human Research Protection Board.  

This board protects the rights of individuals who participate in research. You can ask 

questions at 806-742-2064 or email: hrpp@ttu.edu.  This study is being supervised by Dr. 

Jian Wang in the Texas Tech University College of Education.  He can be reached at 

(806) 834-5165 or jian.wang@ttu.edu. 

 

Your support would be very helpful to me in conducting my dissertation study. If you are 

interested in participating or have questions about the study or participation, please contact 

me at batool.haq@ttu.edu or 972-408-8715. 

Thank you for your consideration and support! I look forward to hearing from you.  

 

Sincerely,  

 

Batool Haq  

Doctoral Student 

Department of Curriculum and Instruction 

College of Education | Texas Tech University 

Lubbock, Texas 79409     Tel: 972-408-8517            Email: batool.haq@ttu.edu 

 

mailto:jian.wang@ttu.edu
mailto:batool.haq@ttu.edu
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Appendix H 

 

Project Information and Parent Consent Form 

 

PROJECT INFORMATION AND PARTICIPANT CONSENT  
We would like you to participate in our research study. Please take time to read this 

information sheet to understand why this research is being done and what will occur if 

you decide to participate in it.  

 

What is this study?  

The purpose of this study is to explore the reasons leading to parents’ decision to enroll 

their child/ren in private Islamic schools, their expectations of these schools, and how 

schools respond to their expectations. This project will focus on parents’ motivations and 

expectations for seeking out private Islamic schools for their children’s education and 

how parents influence schools to have their expectations met. It will also explore how 

Islamic schools perceive parental choice for an Islamic schools and respond to parent 

expectations. The study will add to the body of research on Islamic schools in America, 

their unique needs, and the role they have come to play in American education.  

 

What would I do if I participate?  
Parent-participants will be interviewed by me individually which will take from 30 – 45 

minutes. The interview will be scheduled at a time and place of your convenience. In the 

interview I will ask you to share your experiences, thoughts and feelings about choosing 

an Islamic school for your child/ren’s education. The interview will be voice recorded to 

help me obtain accurate information. You may be asked for a follow-up interview if I 

need clarification on your responses or more information from you. The follow-up 

interview will be no longer than 30 minutes and scheduled at a time and place of your 

convenience. 
 

How will I benefit from participating?  
You will be helping in providing the research study with valuable information. I will 

greatly appreciate you for your cooperation and help. If you are interested in the findings 

of the study, please contact me and I will provide you a copy of the findings of the study. 

These findings will also be very useful for your school in meeting your expectations and 

improving your child’s future education.   

 

May I withdraw from participation if I become uncomfortable? 
Yes, absolutely. Your participation is completely voluntary. When interviewing you can 

stop the interview or skip any questions you do not wish to answer. You can ask me to 

stop observing you any time you like. However, I do appreciate any help you are able to 

provide in this study.  

Dr. Jian Wang and the Protection Board have reviewed the questions and find them to be 

suitable. However, participating in the study is your choice. 

 

How long will participation take?  
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For the interview, I am asking you for 30- 45 minutes of your time. If I need more 

information from you I will request you for a follow-up interview. The follow-up 

interview will be no longer than 30 minutes and scheduled at a time and place of your 

convenience.  

 

How are you protecting privacy?  
The research project will not name any names. Your name will be kept strictly confidential. 

Any materials obtained from you during the observation or interview will never be associated 

with you. To ensure your privacy and confidentiality pseudonyms will be used for all 

participants and school sites. All related documentation will be kept safely either in the 

researcher’s private file cabinet or on a computer that is password protected. The data will be 

accessed only by the researchers involved in this study and will not be used in public 

contexts without written permission of the participants. In the final report and any future 

publication, I will continue to use the pseudonyms to ensure your confidentiality. At the 

completion of the study, the original hand or typewritten notes will be deleted in five 

years. 

 

I have some questions about this study. Who can I ask?  

 The study is being supervised by Dr. Jian Wang from the Teacher Education 

program at Texas Tech University. If you have questions, you can call him at (806) 

834-5165 or jian.wang@ttu.edu. 

 Batool Haq at batool.haq@ttu.edu or 972-408-8517. 

 This research study has been approved by the Texas Tech Human Research 

Protection Board. This board protects the rights of individuals who participate in 

research.  

 

 If you have any questions, you can call: 806-742-2064 or email to 

hrpp@ttu.edu. 

 

 

 

______________________________________                           __________________ 

Signature                                                                                        Date 

 

______________________________________ 

Printed Name  

 

This consent form is not valid after December 31st 2016 
 

 

mailto:jian.wang@ttu.edu
https://mail.ttu.edu/owa/redir.aspx?SURL=HOWuxIFwOZGeRCqko9pfLtdFwxs_CudMZfp8vtmhvSex0O3-IW7SCG0AYQBpAGwAdABvADoAaAByAHAAcABAAHQAdAB1AC4AZQBkAHUA&URL=mailto%3ahrpp%40ttu.edu
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Appendix I 

 

1st Interview Protocol: Principal 

Background Information  

Name: ____________________________________ Age: __________ Gender: _______ 

Official title at the PI school: _______________________________________________ 

Years of service at this school: _________________________________________ 

Ethnicity: ___________________________________________ 

Lived in the US for ______________years 

Highest educational level completed: ____ High School 

                                                            ____ College Graduate 

____ Master’s Degree 

____ Doctorate 

            ____ Other: _________________________ 

Professional experience: Teaching ______________________________ years 

                                         At what grade level(s) _________________________ 

         Administrative__________________________ years   

Religious affiliation: _________________________________________________ 

Years lived in the area ______________________________________ 

Total school enrollment: ______________ 

Average class size: __________________ 

Number of teachers: _________________ 

Number of certified teachers: __________________ 

Religious affiliation of the school: _________________________ 
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Parent Teacher Organization: ___________________________________________ 

Is transportation provided? _____________________________________________ 

Are meals provided? __________________________ 

Are students required to take an entrance/admission exam? ________________________ 

What extracurricular activities are offered to your students? _______________________ 

Do you provide state-mandated curriculum? ___________________________________ 

Does the school administer state-mandated tests? ______________ 

School has accreditation from ____________________________ # of years: _________ 

Questions 

1. What do parents tell you they are looking for when choosing a PI school? 

2. Do you know if public school conditions influenced your parents’ choice to opt 

for your school?  

3. Why do you believe parents particularly chose your school? 

4. What do you believe are the parent expectations of your school? 

5. Why do parents have these expectations of your school? 

6. Does your school strive to meet your parent expectations? Why or why not? 

7. How well, do you think, your school meets the parent expectations? 

8. How do you think parents influence the administrative/curricular decisions of 

your school? Can you provide specific examples? 

9. Why do these examples stand out in your memory? 

 

10. What is the role of PTO (Parent-Teacher Organization) at your school? Are there 

any mandatory parent participation events? 

11. How do you think the PTO plays a role in shaping parent expectations? 
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12. Do you think the PTO influences your administrative decisions at school? How? 

13. Why do you think the PTO (does or does not) influence your decisions at school?
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Appendix J 

 

2nd Interview Protocol: Principal 

 

Participant Name and ID: _______________________________ Date: ____________ 

Ethnicity of Students: 

 South Asian: ___________ 

 Arab: ________________ 

 African: ______________ 

 Other (please specify):_______________________ 

 __________________________________________ 

 __________________________________________ 

 Students with Refugee Status: ________________ 

Number of Teaching Staff: ____________ 

Number of Non-teaching Staff: ___________ 

Number of Certified Teachers: __________ 

Ethnicity of Teachers: 

 South Asian: _________ 

 Arab: ____________ 

 African: __________ 

 Other (please specify):_______________________ 

 __________________________________________ 

 __________________________________________ 

 Teachers with Refugee Status: _________________ 
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Question 1. Parent Expectations of the PI Schools (9Qs.)  

1. What is the purpose of Islamic schools in America? 

___________________________________________________________________

___________________________________________________________________ 

2. Do you think the purpose is compatible with the American multicultural society? 

___________________________________________________________________

___________________________________________________________________ 

3. Do you have non-Muslim teachers at the school? How do parents feel about that? 

___________________________________________________________________

___________________________________________________________________ 

4. What are the opportunities for Islamic schools in America? 

___________________________________________________________________

___________________________________________________________________ 

5. What are the challenges for Islamic schools in America? 

___________________________________________________________________

___________________________________________________________________ 

6. If your school did not teach Arabic, Islamic Studies, and Quran memorization 

would the parents still bring their children here?  

___________________________________________________________________

___________________________________________________________________ 

7. Do your ideas about the school mission and goals differ from what parents expect 

from the school? Can you please tell me more about it? 
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___________________________________________________________________

___________________________________________________________________ 

8. Can you think of a reason that would drive the parents to withdraw their child from 

your school? 

___________________________________________________________________

___________________________________________________________________ 

9. Do you think the parents would be willing to sacrifice a little bit of academic 

quality for having their child in an Islamic environment?  

___________________________________________________________________

___________________________________________________________________ 

Question 2.  Parent Influence at the School (9 Qs.) (Adapted from Halsey, 2001) 

Parent involvement in school is defined as parent participation in attending a general 

school meeting; attending a scheduled meeting with their child’s teacher; attending a 

school event; or volunteering in the school or serving on a school committee. 

 

Parent influence is defined as any opinion, attitude, or action that somehow shapes or 

molds the school’s policies, such as policy on curriculum, or school management, or 

scheduling, or instruction or, assessment or recess, or uniform or attendance to fulfill 

parent expectations.  

10. What is the role of parents in school related activities? Can you describe some of 

the ways parents get involved in the school? 

___________________________________________________________________

___________________________________________________________________ 

11. How do parents begin and maintain their involvement in your school? 

___________________________________________________________________

___________________________________________________________________ 
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12. How would you describe parent influence in your school? Can you give some 

examples? 

___________________________________________________________________

___________________________________________________________________ 

13. What are the opportunities to parent influence in your school?  

___________________________________________________________________

___________________________________________________________________ 

14. What are the obstacles to parent influence in your school? 

___________________________________________________________________

___________________________________________________________________ 

15. Do you perceive parent influence as beneficial to the school? Can you tell me more 

about it? 

___________________________________________________________________

___________________________________________________________________ 

16. What are some of the common complaints/ grievances of the parents?  

___________________________________________________________________

___________________________________________________________________ 

17. Who are the parents that are more influential than others in voicing their opinions? 

How do you feel about that? 

___________________________________________________________________

___________________________________________________________________ 

18. How has parental influence changed over time that you have been here? 



Texas Tech University, Batool A. Haq, December 2017 

208 

 

___________________________________________________________________

___________________________________________________________________ 

Question 3. School Response to Parent Influence (9 Qs.) 

19. What leadership roles are you responsible for in this school? 

___________________________________________________________________

___________________________________________________________________ 

20. Who else is responsible for leadership at the school? 

___________________________________________________________________

___________________________________________________________________ 

21. How do you negotiate with parents who has different ideas about any school policy 

or procedure?  

___________________________________________________________________

___________________________________________________________________ 

22. When parents approach you with a complaint against a teacher, or a school 

procedure or policy, how do you respond to that? 

___________________________________________________________________

___________________________________________________________________ 

23. How do you deal with parents who go straight to the school board? 

___________________________________________________________________

___________________________________________________________________ 

24. Please give me an example of a complaint/ grievance that you worked out with a 

parent? 
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___________________________________________________________________

___________________________________________________________________ 

25. How did you see the issue? How did you solve the issue? 

___________________________________________________________________

___________________________________________________________________ 

26. How do you as a school leader gain parent trust when they disagree with you on 

issues relating to the school? 

___________________________________________________________________

___________________________________________________________________ 

27. Can you think of any documents and opportunities for my observation relating to 

the role of parents in the school? 

___________________________________________________________________

___________________________________________________________________ 
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Appendix K 

1st Interview Protocol: Parents 

(Adapted from Davis, 2011) 

Background Information 

Name: ______________________________________________ 

Ethnicity: ___________________________________________ 

Lived in the US for ______________years 

Age: __________________________ Gender: __________________________ 

Marital Status: __________________  

Number of Children____________ Ages of Children 

___________________________________ 

Highest educational level completed: ____ High School 

                                                            ____ College Graduate 

____ Master’s Degree 

____ Doctorate 

            ____ Other: _______________ 

Annual household income:  _____ less than $24,999 

_____ $25,000 - $49,999 

_____ $50,000 - $69,999 

_____ $70,000 - $99,999 

_____ over $100,000 

Profession/ Occupation: _______________________________________________ 

Religious Affiliation: _________________________________________________ 

Years lived at current location ______________________________________ 

Years child/ren attended PI schools: ______________________________________ 

Questions 

 

1. Did your child attend public school before coming to the PI school? 

2. A) Do you have any other child/ren, besides the child/ren enrolled at the PI 

school, who are currently attending or have attended public school? B) If yes, 
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then describe the conditions of the public school that they experienced in terms of 

education quality, teachers, equality, opportunities for learning, environment, 

peers, etc.? C) Did any of these conditions influence your decision to choose the 

PI school where your child is enrolled now? D) Why? 

3. Why did you choose a PI school over the public school in your area? 

4. Did your child participate in the decision-making process when deciding whether 

or not to go to a PI school? Why? 

5. How did you decide to choose this particular PI school for your child/ren to 

attend?  

6. What particular factors did you take into account when choosing this school; i.e. 

special education needs, religious needs, social needs, psychological needs, etc.? 

7. Why were these factors important to you?  

8. Was school’s religious orientation an influence in your decision? Why? 

9. What are your expectations of the PI school with respect to your child’s 

education? What do you want the school to offer to your child? 

10. Why do you have these expectations from this school?  

11. How is the school meeting your expectations? Are they being met by the school? 

12. Why is it important to you that your expectations are met by the school? 

13. How do you plan to remedy the situation if your expectations are not being met?  

14. How do you think the school administration responds to your efforts to have your 

expectations met? 

15. Are you satisfied with the way school administration’s response to your efforts to 

have your expectations met? Why or why not? 
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16. What do you like the most and the least about your child’s PI school?  

17. Why do you think you have these particular likes and dislikes about the school? 
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Appendix L 

 

2nd Interview Protocol: Parents 

Participant Name and ID: _______________________________ Date: ____________ 

  

       Original homeland of parents 

 Father________________Mother_________________         

       Parent status in US  

 Father________________Mother_________________   

       Age of parents   

 Father________________Mother_________________   

       Parents Attended School in US 

 Father________________Mother_________________   

       Parents’ Education 

 Father________________Mother_________________   

       Driving Distance to School:  _______________________ 

       Number of People in the Family:  ___________________ 

       Number of Children at this School: __________________ 

       Child Gender & Grade              Boy: _________________ 

                                                          Girl: _________________ 

 Question 1. Parent Expectations of the PI Schools (13 Qs.)    

1. What is the purpose of Islamic schools in America?  

__________________________________________________________________

__________________________________________________________________ 
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2. Do you think the purpose is compatible with the American multicultural society?  

__________________________________________________________________

__________________________________________________________________ 

3. Does the school hire non-Muslim teachers? How do you feel about that?  

__________________________________________________________________

__________________________________________________________________ 

4. Do you think Muslim children who attend non-lslamic schools are at a high risk 

of growing up to be non-practicing Muslims? Tell me more about it.  

__________________________________________________________________

__________________________________________________________________ 

5. What are the opportunities for Islamic schools in America?  

__________________________________________________________________

__________________________________________________________________ 

6. What are the challenges for Islamic schools in America? 

______________________________________________________

______________________________________________________ 

7. What are the opportunities for your children in getting an Islamic education at this 

school? 

______________________________________________________

______________________________________________________ 

8. What are the challenges for your children in getting an Islamic education at this 

school? 
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______________________________________________________

______________________________________________________ 

9. What disadvantages are there for your child by being at this school? How 

important are these to you? 

______________________________________________________

______________________________________________________ 

10. Can you think of a reason that would drive you to withdraw your child from this 

school? 

______________________________________________________

______________________________________________________ 

11. If the school did not teach Arabic/ Islamic Studies, Quran memorization would 

you still keep your child here?  

______________________________________________________

______________________________________________________ 

12. Would you be willing to sacrifice a little bit of academic quality for having your 

child in an Islamic environment?  

______________________________________________________

______________________________________________________ 

13. Do school leaders’ ideas about the school mission and goals differ from what 

parents expect from the school? Can you elaborate on that? 

______________________________________________________

______________________________________________________ 
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Question 2.  Parent Influence at the School (11 Qs.) (Adapted from Halsey, 2001) 

Parental involvement in school is defined as parent participation in attending a general 

school meeting; attending a scheduled meeting with their child’s teacher; attending a 

school event; or volunteering in the school or serving on a school committee. 

 

Parental influence is defined as any opinion, attitude, or action that somehow shapes or 

molds the school’s policies, such as policy on curriculum, or school management, or 

scheduling, or instruction or, assessment or recess, or uniform or attendance to fulfill 

parent expectations.  

14. What is the role of parents in school related activities? 

______________________________________________________

______________________________________________________ 

15. How would you describe parental influence in your school? 

______________________________________________________

______________________________________________________ 

16. How do parents’ influence the activities of the school? How do you do it? 

______________________________________________________

______________________________________________________ 

17. Do you perceive parental influence as beneficial to the school? Can you tell me 

more about it? 

______________________________________________________

______________________________________________________ 

18. What are the opportunities for parental influence in your school? 

______________________________________________________

______________________________________________________ 
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19. What are the obstacles to parental influence in your school? 

______________________________________________________

______________________________________________________ 

20. Who are the parents that are more influential than others in voicing their opinions 

and getting heard? How do you feel about that? 

______________________________________________________

______________________________________________________ 

21. Do you see any change in parental influence over time that you have been here? 

Can you explain it? 

______________________________________________________

______________________________________________________ 

22. What are some of the common complaints/ grievances of the parents at this 

school?  

______________________________________________________

______________________________________________________ 

23. Please give me an example of a complaint/ grievance that you worked out with 

the school?  How was it solved? Were you satisfied? 

______________________________________________________

______________________________________________________ 

 Question 3. School Response to Parent Influence (4 Qs.) 

24. What is the attitude of the principal toward parental influence in the school? How 

do you feel about that? 
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______________________________________________________

______________________________________________________ 

25. How do you negotiate with the school leaders when you have different ideas 

about any school policy or procedure? 

______________________________________________________

______________________________________________________ 

26. When you approach the principal with a complaint against a teacher, or a school 

procedure or policy, what response do you get? 

______________________________________________________

______________________________________________________ 

27. What do you do when you are not heard by the principal? Would you approach 

the school board? Have you ever gone to the school board directly? 

______________________________________________________

______________________________________________________ 

 

 

 

 

 



Texas Tech University, Batool A. Haq, December 2017 

219 

 

Appendix M  

Observation Protocol: Principal 

 

 

Pre Observation Data  

Principal ___________________ Date __________________ School 

___________________   

Time Observation Started: __________________________ Ended: 

______________________ 

Principal’s Agenda for the Day:  

1.  

2. 

3. 

4. 

5. 

6. 
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Observation Data 

Principal’s Interactions with Staff, Parents, and Others  

Articulation of an understanding of the reasons parents choose this school 

 

 

 

 

 

 

 

 

 

Expressing knowledge of parent expectations of the school in interactions 

 

 

 

 

 

 

 

Planning for school responsiveness toward parent expectations 
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Appendix N 

 

Letter Inviting Attendees of PTO Meeting to Participate in the Study 

Dear Parents, 

 

My name is Batool Haq; I am a doctoral student at College of Education at Texas Tech 

University. I am conducting a research project as my dissertation, with my advisor Dr. 

Jian Wang, Professor of Teacher Education and Helen DeVitt Jones Chair in Teacher 

Education at College of Education at Texas Tech University.  

 

The purpose of this study is to explore the reasons leading to parents’ decision to enroll 

their child/ren in private Islamic schools, their expectations and involvement in these 

schools, and how schools respond to their expectations. This project will focus on 

parents’ motivations and expectations for seeking out private Islamic schools for their 

children’s education and how parents influence schools to have their expectations met. It 

will also explore how Islamic schools perceive parental choice for an Islamic schools and 

respond to parent expectations. The study will add to the body of research on Islamic 

schools in America, their unique needs, and the role they have come to play in American 

education.  

 

I would like to observe the PTO meeting that you are here to attend. I would, therefore, 

like to invite you to participate in this study.   

 

If you are interested to participate, I would like to observe the PTO meeting that you are 

here to attend. I would like to observe you share your experiences, thoughts and feelings 

related to your decision to enroll your child/children at an Islamic school, your 

expectations of the school, and how you attempt to have your expectations met by the 

school. With your permission, I will audio-record the observation instead of relying on 

my notes in order to help me ensure the accuracy and completeness of information.  

 

Please note that participation in the study is completely voluntary and confidential. I will 

take great care to maintain your privacy and confidentiality. No information will be 

gathered that could personally identify you. The audiotaped and related data will be 

electronically stored on an external hard drive. My hand-written notes and the external 

hard drive will be stored in a locked cabinet accessible to me only. To protect your 

identity I will assign a pseudonym to you. In the final report and any future publication, I 

will continue to use the pseudonym to ensure your confidentiality. At the completion of 

the study, the original hand-written notes and audio-recorded data will be deleted in five 

years.  

All the data will be accessed only by the researchers of this study and will not be used in 

public contexts without written permission of the participants.  

 

This research has been approved by the Texas Tech Human Research Protection Board.  

This board protects the rights of individuals who participate in research. You can ask 

questions at 806-742-2064 or email: hrpp@ttu.edu.  This study is being supervised by Dr. 
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Jian Wang in the Texas Tech University College of Education.  He can be reached at 

(806) 834-5165 or jian.wang@ttu.edu. 

 

Your support would be very helpful to me in conducting my dissertation study. If you are 

interested in participating or have questions about the study or participation, please contact 

me at batool.haq@ttu.edu or 972-408-8715. 

Thank you for your consideration and support! I look forward to hearing from you.  

 

Sincerely,  

 

Batool Haq  

Doctoral Student 

Department of Curriculum and Instruction 

College of Education | Texas Tech University 

Lubbock, Texas 79409     Tel: 972-408-8517            Email: batool.haq@ttu.edu 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:jian.wang@ttu.edu
mailto:batool.haq@ttu.edu
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Appendix O 

Project Information and PTO Meeting Attendee Observation Consent 
Form 

 

PROJECT INFORMATION AND PARTICIPANT CONSENT  
We would like you to participate in our research study. Please take time to read this 

information sheet to understand why this research is being done and what will occur if 

you decide to participate in it.  

 

What is this study?  

The purpose of this study is to explore the reasons leading to parents’ decision to enroll 

their child/ren in private Islamic schools, their expectations of these schools, and how 

schools respond to their expectations. This project will focus on parents’ motivations and 

expectations for seeking out private Islamic schools for their children’s education.  This 

study will also try to gain an understanding of how parents influence private Islamic 

schools to have their expectations met. The study will add to the body of research on 

Islamic schools in America, their unique needs, and the role they have come to play in 

American education.  

 

What would I do if I participate?  
 

PTO Meeting I will observe a PTO meeting for its entire length. I will focus on the 

discussion where parents share their experiences, thoughts and feelings about their 

child/ren’s education at an Islamic school, their expectations from the school, and how 

the school administration responds to parent expectations. 

 

How will I benefit from participating?  
You will be helping in providing the research study with valuable information. I will 

greatly appreciate you for your cooperation and help. If you are interested in the findings 

of the study, please contact me and I will provide you a copy of the findings of the study. 

These findings will also be very useful for your school in meeting your expectations and 

improving your children’s future education.   

 

May I withdraw from participation if I become uncomfortable? 
Yes, absolutely. Your participation is completely voluntary. You can ask me to stop 

observing you any time you like. However, I do appreciate any help you are able to 

provide in this study.  

Dr. Jian Wang and the Protection Board have reviewed the questions and find them to be 

suitable. However, participating in the study is your choice. 

 

How long will participation take?  
I would like to observe a PTO meeting from start to finish.  

 

How are you protecting privacy?  
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The research project will not name any names. Your name will be kept strictly 

confidential. Any materials obtained from you during the observation or interview will 

never be associated with you. To ensure your privacy and confidentiality pseudonyms 

will be used for all participants and school sites. All related documentation will be kept 

safely either in the researcher’s private file cabinet or on a computer that is password 

protected. The data will be accessed only by the researchers involved in this study and 

will not be used in public contexts without written permission of the participants. In the 

final report and any future publication, I will continue to use the pseudonyms to ensure 

your confidentiality. At the completion of the study, the original hand or typewritten 

notes will be deleted in five years.  

 

I have some questions about this study. Who can I ask?  

 The study is being supervised by Dr. Jian Wang from the Teacher Education 

program at Texas Tech University. If you have questions, you can call him at (806) 

834-5165 or jian.wang@ttu.edu. 

 Batool Haq at batool.haq@ttu.edu or 972-408-8517. 

 This research study has been approved by the Texas Tech Human Research 

Protection Board. This board protects the rights of individuals who participate in 

research.  

 

 If you have any questions, you can call: 806-742-2064 or email to 

hrpp@ttu.edu. 

 

 

 

______________________________________                           _________________ 

Signature                                                                                        Date 

 

______________________________________ 

Printed Name  

 

This consent form is not valid after December 31st 2016 

 

 

mailto:jian.wang@ttu.edu
https://mail.ttu.edu/owa/redir.aspx?SURL=HOWuxIFwOZGeRCqko9pfLtdFwxs_CudMZfp8vtmhvSex0O3-IW7SCG0AYQBpAGwAdABvADoAaAByAHAAcABAAHQAdAB1AC4AZQBkAHUA&URL=mailto%3ahrpp%40ttu.edu
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Appendix P 

Observation Protocol: PTO Meeting 

Pre Observation Data  

Date _____________________________ School _______________________________ 

Number of Parent Attendees:   

Time Observation Started: _____________________ Ended: _________________ 

Agenda for the Meeting:  

1.  

2. 

3. 

4. 

5. 

6. 
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Observation Data 

 

I. Instances of PTO members verbalizing school choice reasons 

 

 

 

 

 

 

 

 

II. Instances of articulating parent expectations of the school and if they are met 

and to what extent 

 

 

 

 

 

 

 

 

III. Instances of strategizing for influencing school to meet their expectations 
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Appendix Q 

Initial (First Cycle) Codes from NVivo 

 

Name (95 codes) Sources References 

Parent Expectations                                                  42 685 

Academic Standards 20 96 

Enrolling Special Ed Students 4 4 

Improving Academics 3 5 

Obtaining Services from Region 10 3 5 

Sacrificing Academic Quality for Islamic  

Environment 

3 5 

Communicating with the School 2 2 

Considering Charter Schools 1 2 

Creating Muslim Identity 10 18 

Deciding for PI School 6 8 

'a joint decision' 4 4 

Doing Home Work 3 4 

Driving Distance 5 8 

Experiencing Social Environment 17 72 

Experiencing Peer Pressure 4 7 

Refusing Admission 1 2 

Facing Challenges 6 16 

School Beginnings 1 1 

Giving Individual Attention to Students 2 2 

Growing up to be Non-practicing Muslims 2 2 

Having Equity and Equality Concerns 16 50 

Having Good Reputation in the Community 2 3 

Having Muslim Community Support 3 6 

Memorizing the Quran 10 20 

Needing 'More resources' 16 35 

'bigger facility' 3 5 

Offering Extracurricular Activities 11 27 

Parent SES 13 19 

Accepting All Students 2 3 

'give you an option' 1 1 

'not doing well financially' 4 9 

Preparing for Life Outside School 1 7 

Providing College Guidance 5 8 

Assisting in High School Graduation 

Requirements 

7 13 
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Providing Complete Package 18 26 

Schools Other than PI school 8 19 

Seeing School Leadership 6 15 

Teaching Citizenship 5 6 

Creating Awareness 1 3 

Teaching Quality 18 69 

Having High Teacher Turnover 8 20 

Having Non-Muslim Teachers 4 4 

Interacting  in English 1 4 

Managing the Classroom 2 5 

Not Having Enough Teachers 3 4 

Teaching Religion 22 101 

'basics of Islam' 1 1 

Describing the Role of Home 6 9 

‘Tarbiyah’ 2 4 

Teaching Islam Studies in High School 2 3 

Working Parents 2 2 

Parent Influence                                                        33 324 

Agreeing on School Mission and Goals 3 4 

Attending School Activities 5 8 

Compromising on Quality 12 22 

Hoping for Improvement 1 1 

Following the Hierarchy at School 2 2 

Getting Involved 11 25 

Not Getting Involved 7 14 

Holding School Officials Accountable 3 8 

Impacting School Policy or Procedure 10 20 

Coming Together 4 5 

Improving Academics 7 9 

Seeing Role of PTO 21 72 

Taking Action through PTO 4 5 

Sensing Empowerment 18 55 

Ethnicity Affecting Influence 4 4 

Sensing Powerlessness 4 5 

SES Affecting Influence 11 20 

Shouting in Meetings 1 2 

Taking Transformative Action 17 47 

School Response to Parental Influence                     30 340 

'didn't get any response' 2 3 

Dominating Parents 13 37 

Gaining Parent Trust 11 22 
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Accepting Shortcomings 1 1 

Partnering with Parents 4 5 

Governance Shaping Response 15 52 

Accepting Parental Role in the School 3 4 

Governing Structure 4 6 

‘receptive to parents’ 2 3 

Seeing Parent Influence as Not Beneficial to 

School 

3 4 

Negotiating Tensions 15 39 

Not Soliciting Feedback from Parents 11 17 

Reflecting Parental SES 6 12 

Resistance to Influence 12 33 

Parents Feeling Frustrated 2 4 

Reasoning behind resistance to parental 

influence 

1 1 

'they don’t like changes' 3 4 

Response to Improving Academics 14 22 

Response to Improving Non-Academic 

Areas 

1 1 

School Ethos 11    75 

   School's Uncaring Attitude  4    6 

'don’t care really'  1      1 
  

Soliciting Feedback from Parents         9            16 
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Appendix R  

Ifra -Sample Codes and Evidence from Interview Data 

Participant 
Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

Parent Ifra 
Sample 

Codes and 
Evidence 

from 
interview 

data 

1. improving 
academics 

2. ‘a joint 
decision’ 

3. parent SES 
4. creating 

Muslim 
identity 

5. experiencing 
peer 
pressure 

6. memorizing 
the Quran 

7. teaching 
religion  

8. providing a 
complete 
package 

9. teaching 
quality 

10. ‘larger 
facility’ 

11. ’more 
resources’  

12. creating 
awareness/ 
social 
integration 

13. managing 
the 
classroom 

a. “There are other private 
schools…they're quite prestigious. 
I don't think Islamic schools are at 
that level yet” (2, 41) 

b.  "we reconsider...but it's always a 
joint decision" (1, 57)  

c. "It’s like a trust…when we pay 
tuition, we have expectations" (1, 
79).  

d. “knowledgeable in [their faith] 
and able to communicate with the 
world at large" (1, 122)  

e. "there's a lot of peer pressure...it 
could be little things...but it could 
eventually be major issues like 
drugs ...male-female 
relationships" (1, 55)   

f. "hifdh is just memorization 
without meaning and without 
applying what they read, then the 
quality is not there" (2, 49).  

g. "well-rounded and strong 
academic program"(1, 109)  

h. as well as "a safe environment 
and a strong base in Islamic 
studies" (2, 12)   

i. "Not just learning dry information, 
I don't want that" (2, 69) 

j. "larger facility" (1, 132) 
k. "teachers need to have the 

resources" (2, 65) 
l. it's our job to reach out to 

people…just bringing greater 
awareness to them so they can 
understand Islam” (2, 21) 

1. improving 
educational 
quality 

2. sensing 
empowerme
nt 

3. sensing 
powerlessne
ss 

4. undermining 
empowerme
nt through 
compromise 
on quality 

5. taking 
transformati
ve action 

6. taking action 
through PTO 

7. getting 
involved 

8. coming 
together 

9. Parental SES 
 

a. "Recently there has been 
emphasis on improving the 
academic areas" (2, 141).          
"Still don't see the complete 
results" (1, 87). 

b. "If that's not something I could 
change..., then I would probably 
take my children out" (2, 81). 

c. "might make some 
observations, but they keep 
quiet or they don't want to 
cause disruption" (2, 189) 

d. ”we still don’t see the complete 
results” (1, 87)  

e. “I would probably take my 
children out" (2, 81). 

f. “because I’m a member of the 
PTO, so, I might have more 
communication than other 
parents”(1, 107) 

g. “they should serve on a 
committee or be involved with 
the parent-teacher organization 
or something” (2, 152) 

h. “highlighting areas that we find 
important. Trying to gain more 
voice… more involvement from 
the parents” (2, 165) 

i. "have multiple children in the 
school, or... are confident or 
able to communicate with 
teachers and the 
administration" (2, 189) 

1. dominating 
parents 

2. soliciting 
feedback 
from 
parents 

3. governance 
impacting 
influence 

4. accepting 
shortcoming
s 

5. response to 
improving 
academics 

6. gaining 
parent trust 

7. not soliciting 
parental 
feedback 

8. resisting 
influence 

9. parents 
feeling 
frustrated 

a. "have multiple children in the 
school, or... are confident or 
able to communicate with 
teachers and the 
administration" (2, 189) 

b. “last summer, there were some 
meetings, like, town hall 
meeting with the board, they 
introduced themselves, they 
saw that the academics need 
to be improved”(1, 85) 

c. “they understood on a general 
level that parents have this 
concern”(1, 85) 

d. ”we still don’t see the 
complete results” (1, 87) 

e. “I didn't get any response…I did 
not actually hear back.” (2, 
249) 

f. “I don't think they negotiate 
much…if they are not going to 
make a change then I haven't 
gone any further than that…I 
would… just continue on, and 
not be satisfied” (2, 241) 
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Appendix S 

Ilham -Sample Codes and Evidence from Interview Data 

Participant 
Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

Parent 
Ilham 

Sample 
Codes and 
Evidence 

from 
interview 

data 

1. memorizing 
the Quran 

2. teaching 
religion 

3. improving 
academics 

4. teaching 
quality 

5. needing ‘more 
resources’, 

6. experiencing 
social 
environment 

7. having equity 
& equality 
concerns 

8. creating 
Muslim 
identity 

9. sacrificing 
academic 
quality for 
Islamic 
environment 

10. Providing a 
complete 
package 

11. high teacher 
turnover 

12. teacher 
interacting in 
English 

13. managing 
the classroom 

a. “we brought our children…to 
memorize the Quran and 
…learn Islam"(2, 37) 

b. "good certified teachers who 
can provide good education to 
our children"(1, 24) 

c. "every time they get a new 
teacher, they start their own 
way of teaching and there is no 
consistency" (2, 32) 

d. "the problems here… the 
teacher, the principal, and the 
money issues" (2, 26) 

e. "scared to send them to the 
public school that they would 
lose their identity"(1, 35) 

f. "willing to compromise on the 
academics if they are provided 
a good Islamic environment"(2, 
39) 

g. "They don’t see all children as 
equal"(1, 65) 

h. “we want to get everything in 
one place but that’s not the 
case” (2, 42) 

i. “high rate of teacher turnover 
at the school”(1,31) 

j. “every year the principal 
changes, the teachers change” 
(2, 32) 

k. “science teacher…cannot speak 
English clearly and she has been 
teaching…for ten year” (1, 24) 

1. sensing 
empowerment 

2. getting 
involved 

3. taking 
transformative 
action  

4. improving 
educational 
quality 

5. undermining 
empowerment 
through 
compromise on 
quality 

6. holding school 
officials 
responsible 
(outside PTO) 

7. impacting 
school policy or 
procedure 

a. "The school is going on 
because of us"(2, 55)  

b. "I spent these last six months 
there at the school as the 
substitute” (1, 31) 

c. Then I saw these things and 
came to know how bad the 
situation was"(1, 41)  

d. "I told the principal that my 
daughter will give the 
speech"(2, 57) 

e. "willing to compromise a 
little on the academics"(2, 
39) 

f. "someone should ask the 
principal and the teachers 
who made that decision" (2, 
42) 

g. “Either you teach well or give 
them good grades" (1, 77) 

h. “We went to the board. The 
school…won’t do anything to 
help the students. The board 
reluctantly agreed” (1, 88) 

i. “I never had any problem to 
have influence in the school. 
Maybe other parents do it 
but I never did” (2, 51) 

1. dominating 
parents 

2. governance 
impacting 
influence 

3. negotiating 
tensions 

4. not soliciting 
feedback from 
parents 

5. parents 
feeling 
frustrated 

6. resisting 
influence  

7. uncaring 
attitude    

8. accepting 
parental role 
in the school 

a. "Was it the friendship or the 
money, we don't know"(2, 43) 

b. "The principal changes every 
year" (1, 31) 

c. It was the board that helped us 
in our problem;(2, 42) 

d. “The school board and the 
principal are not on the same 
page. They say different things” 
(2, 41) 

e. "But at the school no one was 
willing to listen to us" (2, 42) 

f. “The kids are now in high 
school, they are going to 
college, and the school should 
cooperate with them” (2, 34) 

g. "she is a useless principal" (1, 
54) 

h. “The school does not help 
them" (1, 44). 

i.  “The principal did not listen to 
us at all. This was the first time 
ever I said anything and they 
did not listen” (2, 57) 

j. “sometimes the board would 
listen, some members are nice 
they would listen” (2, 42) 

k. “the parental influence is 
necessary and beneficial” 
(2,55) 
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Appendix T 

Pr. Inayah -Sample Codes and Evidence from Interview Data 

Participa
nt 

Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

 
Principal 
Inayah 
Sample 
Codes 

and 
Evidence 

from 
interview 

data 

1. memorizing 
the Quran 

2. improving 
academics 

3. managing 
the 
classroom 

4. teaching 
quality 

5. communica
ting with 
school 

6. needing 
‘more 
resources’ 

7. providing a 
complete 
package 

8. experiencin
g social 
environmen
t 

9. having 
equity & 
equality 
concerns 

10. creating 
Muslim 
identity 

11. providing 
college 
guidance  

a. "it is phenomenal to balance 
memorization…, and graduate with a 
high GPA" (1, 117) 

b. "their child is not being 
challenged...” (2, 148) 

c. “the child is having too many 
disciplinary issues...” (2, 148) 

d. “lack of communication between the 
teacher and the parent" (2, 148) 

e. “Finance is a big factor in raising the 
quality of the school " (2, 13) 

f. "they expect that the child will 
complete memorization of the 
Qur’an...will graduate with honors... 
admissions to prestigious colleges… 
a good character education" (1, 128) 

g. “everybody says that ‘I brought my 
child here for the Islamic 
environment’” (1, 111)  

h. “they’re afraid of what kind of 
environment the children may be 
exposed to, in public schools” (2, 139) 

i. “some students were bullied due to 
the way they look by their peers…and 
the [parents] had a fear that their 
children might lose their religion.” 
(Inayah, Intv.1, par.101-109). 

j. The principal informs… beginning fall 
the school will offer AP classes… 
explains the rules…to graduate with 
an Associate’s degree from the 
college (Inayah Obs, par.41)  

1. taking 
transformat
ive action 

2. underminin
g 
empowerm
ent through 
compromis
e on quality 

3. seeing the 
role of PTO 

4. impacting 
school 
policy or 
procedure 

5. taking 
action 
through 
PTO 

6. sensing 
empowerm
ent 

7. not getting 
involved 

8. following 
the 
hierarchy at 
school 

9. parental 
SES 

a. "a dissatisfied parent would pull 
out their child due to poor 
performance of the teacher" (2, 
23) 

b. “at least their child was getting an 
Islamic environment … So, they 
overlooked all other 
shortcomings” (2, 132) 

c. “helping in arranging events, 
coordinating, organizing, and 
raising funds for the school” (1, 
193) 

d. “interfering with school 
operational policies” (2, 100) 

e. “There were some administrative 
decisions; the PTO tried to 
influence to reverse the 
decisions” (2, 56) 

f. dominating parents who “try to 
influence the school’s day-to-day 
operations or decisions or even 
staffing” (2, 53) 

g. “not many parents are involved”; 
“majority of the parents are not 
involved” (2, 76 & 116) 

h. “More influential? Parents who 
are involved in the PTO body” (2, 
150) 

i. “We have established a clear line 
of communication between 
myself and the board...that any 
parent or staff who approaches 
them with complaints, they 
should redirect them...back to 
me” (2, 196) 

1. accepting 
shortcomi
ngs 

2. accepting 
parental 
role in the 
school 

3. response 
to 
improving 
academics 

4. negotiatin
g tensions 

5. gaining 
parent 
trust  

6. governanc
e 
impacting 
influence 

7. reasoning 
behind 
resistance 
to 
parental 
influence 

8. soliciting 
parental 
feedback 

9. dominatin
g parents 

 
 

a. “For me that is unacceptable… these 
parents are paying tuition…they 
should get the best of both. Why do 
they have to compromise?” (2, 132) 

b. “they have a different way of 
looking at classroom instruction…we 
do note down their feedback” (1, 
222) 

c. “we have to do our ultimate 
best…to keep our promises to the 
community, to our parents, because 
they have entrusted us with this 
great responsibility” (1, 151-153) 

d. “the culture has been that if my 
child sneezes, I complain to the 
board…bypass the protocol…we are 
in the process of changing the 
culture and educating the parent 
body about hierarchy” (2, 116) 

e. “some… parents…did voice their 
concerns but they were never 
entertained” (2, 142) 

f. “listen to their grievance, what 
changes they would like to see, we 
take their concerns very seriously, 
then we address it in the board 
meeting” (2, 182) 

g. “clear communication…explain the 
reason behind school policies…how 
it may influence … child’s 
learning…majority of the time, the 
parent understands” (2, 202) 

h. “the parents meet with the teachers 
and fill out a survey” (1, 169) 
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Appendix U 

Mairah -Sample Codes and Evidence from Interview Data 

Participants 
Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

Parent 
Mairah 
Sample 

Codes and 
Evidence 

from 
interview 

data 

1. Parent SES 
2. Other 

schools 
3. experiencing 

social 
environment 

4. having 
equity & 
equality 
concerns 

5. Improving 
academics 

6. ‘a joint 
decision’ 

7. providing 
complete 
package 

8. teaching 
religion 

9. preparing 
for life 
outside 
school 

10. Memorizing 
the Quran 

11. Creating 
Muslim 
identity 

12. ’more 
resources’ 

13. teaching 
quality 

14. experiencin
g peer 
pressure 

a. “When you have high 
tuition…you just always limit 
yourself to a certain class of 
people” (2, 28) 

b. “There’s no comparison…the 
public school had drug problems, 
dating problems, all kinds of 
police cars at the door with dogs 
sniffing for drugs” (1, 66) 

c. “that gives them serenity and 
peace of mind to have their 
prayer on time” (1, 66) 

d. “there is always room for 
improvement” (1, 150).  

e. “excels in math and science…but 
not in reading...they don’t focus 
on reading” (1, 70)  

f. “We expect the best education, 
academically and Islamically… 
well-rounded personality” (1, 
115) 

g. “to express their thoughts … 
decision making … leadership … 
how to apply Islam” (1, 121) 

h. “too much homework… and the 
Qur’an memorization time is 
limited” (2, 33) 

i. “want to fit in, and, in order to fit 
in…they let go of some of their 
Islamic behaviors and beliefs” (2, 
16) 

j. “to get a good teacher, you need 
to offer a good salary and that’s 
the biggest challenge” (2, 28) 

 

1. sensing 
empowerme
nt 

2. undermining 
empowerme
nt through 
compromise 
on quality 

3. not getting 
involved 

4. following 
the 
hierarchy at 
school 

5. taking 
transformati
ve action 

6. taking action 
through PTO 

7. improving 
educational 
quality 

 
 

a. “They are really 
flexible…and…listen to our 
ideas… they always change” 
(1, 194) 

b. sacrificing the academic 
quality for the Islamic 
environment 

c. “It’s hard to get the parents 
to attend. They might 
complain at the end of the 
year, but they are not 
involved” (2, 120) 

d. “they start with the 
principal… you could solved 
a lot of problem…in one on 
one with the teacher” (2, 
235) 

e. “You have to put effort and 
time to get changes done” 
(2, 173) 

f. “They both have the same 
voice, power, hearing…” (2, 
199) 

g. “not…up to the expectation 
of the behavior” (1, 186) 

1. dominating 
parents 

2. soliciting 
feedback from 
parents 

3. governance 
shaping 
response 

4. receptive to 
parents 

5. response to 
improving 
academics 

6. gaining parent 
trust 

7. partnering 
with parents 
 
 

a. “more educated and…more 
involved. If they see you in the 
school always, they know you, 
then they will listen… that 
means that you will need to be 
there in the morning, drop 
them off, chat with them in the 
evening” (2, 191) 

b. “through the general body 
meeting…leadership 
meeting…they are open if you 
want to meet with them and 
give ideas, you can email the 
school board…they take it 
seriously” (2, 167) 

c. “They are really 
flexible…and…listen to our 
ideas… they always 
change…and they really work 
on them” (1, 194) 
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Appendix V 

Maha -Sample Codes and Evidence from Interview Data 

Participa
nts 

Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

Parent 
Maha 
Sample 
Codes 
and 
Evidence 
from 
interview 
data 

1. Other Schools 
2. Describing the 

role of home in 
teaching religion 

3. Enrolling special 
ed  students 

4. improving 
academics 

5. Needing ‘More 
resources’  

6. teaching quality 
7. ‘more 

resources’, 
8. experiencing 

social 
environment 

9. having equity & 
equality 
concerns 

10. creating 
Muslim identity 

11. Providing 
complete 
package 

12. Experiencing 
peer pressure 

13. Teaching 
religion 

14. Managing the 
classroom 

15. Teaching 
quality 

16. Not having 
enough teachers 

a. “students can get better 
education in public schools” (1, 
93) 

b. “I don’t think so. It depends on 
your home environment” (2, 29) 

c. "“If your child needs any special 
education service, such as 
speech therapy… they cannot 
get it at MA” (1, 70) 

d. “this is a big school, so, if you will 
ask me, they have really good 
fundraising and everything. A lot 
of money.” (2, 41)  

e. “They are supposed to build the 
character of the kids. They are 
not supposed to build big 
buildings” (2, 41) 

f. “He wanted to be in an Islamic 
environment and he told me, “I 
don’t belong to that [public] 
school” (1, 9) 

g.  “same back-home 
mentality…favoritism” (1, 27) 

h. “the atmosphere is different. No 
peer pressure for such things” (1, 
43) 

i. “paying a lot, but the problem is, 
what are they getting?” (1, 86) 

j. “We had a lot of complaints 
about them” (1, 72) 

k. “if the teachers are 
knowledgeable and respect the 
students” (1, 72) 

1. sensing 
empowerme
nt 

2. getting 
involved 

3. taking 
transformativ
e action  

4. holding school 
officials 
accountable 

5. sensing 
powerlessness 

6. impacting 
school policy 
or procedure 

7. improving 
educational 
quality 

8. undermining 
empowermen
t through 
compromise 
on quality 

9. ethnicity 
affecting 
influence 

10. parent SES 

a. “I am the one who always 
makes the appointment…and 
talk to him” (1, 56) 

b. “I told the dean that I am not 
going to refer your school to 
anyone, anymore” (1, 123) 

c. “What do you think if this 
thing happened in the public 
school, would they leave the 
teacher like that? Never” (2, 
31) 

d. “I talked to the principal 
about that [academic 
quality], too, because I was 
not satisfied with that”(1, 70) 

e. “I told the dean that I was 
thinking it’s an Islamic 
school, but it’s an Arab 
school. So, they’re supposed 
to change that” (2, 13) 

f. “I asked my husband, why, if 
the student’s behavior is so 
bad, they don’t get 
suspended? He said that 
their parents were big 
donors” (2, 157) 
 

1. resisting 
influence  

2. dominating 
parents 

3. governance 
shaping 
response 

4. negotiating 
tensions 

5. not soliciting 
feedback from 
parents 

6. parents 
feeling 
frustrated 

7. school’s 
uncaring 
attitude   

8. ‘they don’t 
like changes’  

 

a. “They try not to change 
(anything), they will never 
change, I know that” (1, 45) 

b. “I was thinking it was an Islamic 
school, actually, it’s an Arabic 
school” (2, 13) 

c. "“they moved that child to the 
honors class the next day” (1, 
101)  

d.  “I spent a lot of time with the 
dean, but, really, nothing 
worked out” (2, 199) 

e.  “It’s very hard for someone to 
make them understand, they 
already know” (2, 81) 

f. “we went to the parent and 
board meetings…they don’t 
even listen, you know, they 
don’t answer the 
questions…they don’t do 
anything…twelve years is a long 
time” (2, 102) 

g. “They listen to us, but they 
don’t change. They are doing 
that same thing for a long 
time” (2, 129) 

g. “I asked my husband, why, if 
the student’s behavior is so 
bad, they don’t get suspended? 
He said that their parents were 
big donors” (2, 157) 
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Appendix W 

Pr. Mishal -Sample Codes and Evidence from Interview Data 

Participant 
Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

Principal 
Mishal 
Sample 

Codes and 
Evidence 

from 
interview 

data 

1. improving 
academics 

2. providing 
complete 
package 

3. tarbiyah 
4. managing the 

classroom 
5. teaching 

quality 
6. teaching 

religion 
7. experiencing 

social 
environment 

8. having equity 
& equality 

9. Offering 
extracurricular 
activities 

10. creating 
Muslim 
identity 

11. sacrificing 
academic 
quality for 
Islamic 
environment  

12. needing 
‘more 
resources’ 

13. facing 
challenges 

a. “we’re very vigorous when it 
comes to our academics”(1, 81)  

b. “high rigor and high academic 
performance” (1, 87)   

c. “proven record with college 
admission rates, SAT rates … 
don’t have to choose between 
a good school and an Islamic 
school…they have both in one” 
(1, 97)  

d. “but they might compromise on 
the social, behavioral pieces of 
the school” (2, 65) 

e. “not as nurturing … Islamic role 
models … smiling, welcoming” 
(2,101) 

f. “too Islamic or …not Islamic 
enough, according to the 
parent” (2, 57) 

g. “a safe schooling environment 
that is not provided in public 
school systems…maybe their 
religion is not valued or being 
able to practice it”(1, 75-79) 

h. “a bonafide sports program” (1, 
81) 

i. “equality and execution of 
rules. If we're going to have a 
rule, it has to be for everyone” 
(2, 109) 

j. “financial means, and…training” 
(2, 45) 

k. “business model on the 
school… is not going to work” 
(2, 45) 

1. impacting 

school policy 

or procedure 

2. undermining 

empowerme

nt through 

compromise 

on quality 

3. parental SES 

4. getting 

involved 

5. seeing the 

role of PTO 

6. taking action 

through PTO 

7. following the 

hierarchy at 

school  

8. holding 

school 

officials 

accountable  

9. SES affecting 

influence 

10. sensing 

empowerm

ent 

 

a. “they may not necessarily 
understand the…strategies that are 
employed in teaching…followed by 
personal agenda versus a more 
global…approach to the school” (2, 
93) 

b. “but they might compromise on 
the social, behavioral pieces of the 
school” (2, 65) 

c. “have a big fundraising stake… have 
donated money to the school” (2, 
105) 

d. “no mandatory attendance, but 
highly, highly encouraged” (1, 136) 

e. “they disseminate information to 
the parents, they let them know 
what’s allowed, not allowed, they 
help us with keeping some parents 
in check….” (1, 139) 

f. they facilitate conversations In a 
positive way” (1, 140) 

g. “I’ve gotten a lot of backing from 
the board” (1, 142) 

h. “there’s a high sense of 
accountability” (1, 109)  

i. “I don't see a connection between 
parental influence where they 
shape or mold the curricular or the 
behavioral policies” (2, 77) 

j. “parents who are on the board 
might feel like they have a little bit 
more connection or influence, but 
that's really not the case”(2, 105)  

1. dominatin

g parents 

2. governanc

e shaping 

response  

3. reasoning 

behind 

resistance 

to 

parental 

influence  

4. gaining 

parent 

trust 

5. negotiatin

g tensions 

6. accepting 

parental 

role in the 

school  

7. seeing 

parental 

influence 

as not 

beneficial 

to school 

a. “have a big fundraising stake… 
have donated a lot of money to 
the school” (2, 105) 

b. “the school has honestly 
maintained a very even keel 
approach to all parents” (2, 105)  

c. “they may not necessarily 
understand the infrastructure or 
the methodologies, or the 
strategies that are employed in 
teaching” (2, 93) 

d. “ personal agenda versus a more 
global…approach to the school” 
(2, 93) 

e. “equality and execution of rules. 
If we're going to have a rule, it 
has to be for everyone” (2, 109)  

f. “we explain to them the rationale 
why we have this… the issues that 
come with having it any other 
way… We try and help them 
understand the rationale behind 
it” (2, 129)  

g. “we agree to disagree” (2, 129) 
h. “So, I’ve gotten a lot of backing 

from the board” (1, 142) 
i. “know that this is your line, and 

this is my line. We all have jobs to 
do and we need to stay within our 
lane” (1, 144)  

j. “they do have some influence but 
it's a very minor influence” (2, 85)   

k. “I don’t see parental influence as 
a huge component...it's very 
minor” (Mishal, Intv.2, 85). 
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Appendix X 

Nafisah -Sample Codes and Evidence from Interview Data 

Participa
nt 

Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

 
 
 
 
 
 
 
 
 
 
 
 
 
Parent 
Nafisah 
Sample 
Codes 
and 
Evidence 
from 
interview 
data 

1. experiencing 
social 
environment 

2. experiencing 
peer pressure 

3. having 
equality & 
equity 
concerns 

4. academic 
standard 

5. Improving 
academics 

6. giving 
individual 
attention to 
students 

7. needing 
’more 
resources’  

8. offering 
extracurricula
r activities 

9. parent SES 
10. accepting all 

students 
11. working 

parents 
12. teaching 

religion 
13. teaching 

quality, 
14. ‘bigger 

facility’ 
 

a. “Everyone knows everyone here…it’s 
like a close knit environment…like a 
family” (1, 154-158) 

b. “covering her hair…no one was 
talking to her, she felt too lonely” (1, 
85) 

c. “too much peer pressure” (1, 79-83)   
d. “the standard is better…compared 

to…public schools, it’s better” (1, 
140) 

e. “you can have an eye on them” (1, 
75) 

f. “just too big for the kids…I feel like 
the kids are lost” (1, 71) 

g. “At the middle school before …they 
were busy, here, I don’t see them 
busy academic wise” (1,133) 

h. “it’s tuition fee the school runs 
on…they don’t get funded from 
anywhere else” (2,58)  

i. “bake sales, fun days, such as the 
cultural day, and those kind of 
things” (1, 245)  

j. “The school runs on tuition fees…if 
parents...ask for financial aid, how is 
the school going to run?” (2,138)  

k. “they’ll just take you, even at the 
times that you can’t even pay…I 
don’t think any private school does 
that” (2,60)  

l. “To give you the [Islamic] education, 
especially with working moms, what 
you can’t do at home, you’re getting 
it from school” (2,4) 

1. getting 

involved 

2. trying to 

improve 

academics 

3. sensing 

empowerme

nt 

4. taking 

transformati

ve action 

5. seeing the 

role of PTO 

6. attending 

school 

activities 

7. improving 

educational 

quality 

8. impacting 

school policy 

or procedure 

9. coming 

together 

 
 

a. “take turns…they should be 
involved, that’s all” (2, 158)  

b. “the more you show up at the 
school, you have more chances to 
be heard” (2,195) 

c. “ask the teachers…how can you 
give what the other schools are 
giving? And then, I want to help 
them in that way” (1, 144)   

d. “My plan, right now, is to join the 
PTO starting next year”(1, 144) 

e. I want to be involved as much as I 
can (1, 145) 

f. “they can have a better way of 
communication, whenever they 
start their PTO, I really want to 
get involved” (1, 241) 

g. “if you want to get heard, you 
have to speak up…you have to 
work hard for any change” (2, 
212)  

h. “if I am involved in the school, I 
can get more (parents) on the 
other side (from public to Islamic 
school), I can talk to my family, 
friends, and relatives, and I can 
have them going to the school & 
that how my involvement will 
influence” (2, 189) 

i. “If she’s the only one, then I don’t 
think she can. But if she has some 
parents who share the same idea, 
we can bring it up” (2, 176) 

1. dominatin

g parents 

2. governanc

e shaping 

response 

3. gaining 

parent 

trust 

4. response 

to 

improving 

academics 

5. not 

soliciting 

parental 

feedback 

6. partnerin

g with 

parents 

7. accepting 

parental 

role in the 

school 

 
 

a. “if you want to get heard, you 
have to speak up…you have to 
work hard for any change” (2, 
212)  

b. “The principal’s very nice, he 
actually wants every-, I mean, as 
much parents to get involved. 
He’s open”(2, 258) 

c. “I did ask him once, he said that it 
won’t come abruptly, he has to 
make a meeting, he has to consult 
with teachers, with the staff…It 
has to benefit not just one parent 
or one class, it has to benefit the 
whole school… it has to be 
beneficial for everyone (2, 260) 

d. “They’re very good, whenever I 
email them, or call them, [I get a 
response] if they’re not busy the 
same day, or they do it the next 
day” (1, 146) 

e. “the teacher and the principal got 
together in a timely fashion and 
then we had a couple of 
meetings… that whatever the kid 
was doing, not doing” (2,244) 
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Appendix Y 

Nadia -Sample Codes and Evidence from Interview Data 

Participa
nt 

Question 1- Parent Expectations Question 2- Parental Influence in School 
Question 3- School Response to Parental 

Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

 
 
 
 
 
 
 
 
 
 
 
 
Parent 
Nadia 
Sample 
Codes 
and 
Evidence 
from 
interview 
data 

1. academic 
standards 

2. teaching quality 
/ teachers 

3. having equity & 
equal concerns 

4. experiencing 
social environm 

5. peer pressure 
6. Other Schools  
7. enrolling special 

ed. students 
8. Obtaining 

services from 
Region 10 

9. communicating 
with the school 

10. creating 
Muslim identity 

11. teaching 
religion  

12. needing ‘more 
resources’ 

13. Providing 
complete 
package 

14. sacrificing 
academics for 
Islamic 
environm 

15. having high 
teacher 
turnover 

16. parent SES 

a. “I’m not seeing the education that I’m 
expecting for my kids” (1, 41) 

b. “very low standard of teaching, they 
need more (qualif) teachers”(2, 58)  

c. ‘I understand, but you have to consider 
that you’re in an American school’ (1, 
13)  

d. “everybody makes fun of me when I 
wear it” (1,13)  

e. “they’re not even teachers, they don’t 
find teachers, they bring anybody” (1, 
59) 

f. “academically, the public school was 
better’ (1,113)  

g.  “If they could get help through the 
government… to teach kids that need 
special education program” (1,29) 

h. “If I cannot attend the meeting, they 
should have other options” (2,85) 

i. “not leaving my kids here, we’re going 
to put them in an Islamic school.” 
(1,13) 

j. “Public school was all good until it 
became middle and high school”(1,12)  

k. “fundraising for the school was very 
poor” (2, 155) 

l. “I want both for my kids – education 
and Islam” (1, 89) 

m. “school is taking your money and you 
guys are not learning”(1,53) 

n. “at least they are in an Islamic 
environment” (1,83) 

o. “so many teachers quit this year, in the 
middle of the year” (1,51) 

1. sensing 
powerles
sness 

2. trying to 
improve 
academic
s 

3. not 
getting 
involved 

4. compro
mising on 
quality 

5. getting 
involved 

6. sensing 
empower
ment 

7. coming 
together 

8. taking 
transfor
mative 
action 

9. SES 
affecting 
influence   
 

a. "Every time I tell him I want to talk to 
the principal, he’s like, ‘Don’t worry 
about it,’ ‘Just keep them there, this is 
their first year” (2,77) 

b. “I believe that everybody just gave 
up…they just don’t want to deal with 
it anymore and… they don’t talk to 
the school or  settle anything”(2, 100)  

c. “I haven’t [talked to the school], I 
have my kids talk to them” (1,41) 

d.  “they might go to college with less 
knowledge of academic studies...but 
they will be more knowledgeable in 
the Islamic ones” (2,49) 

e. “parents…spoke to the principal... 
they got out mad…fighting, 
arguing”(2,77) 

f. “I’m paying you to teach my kids, 
don’t make me waste my money” (1, 
25) 

g. “Parents should get together and set 
a meeting and talk to the school 
about what we like and what we don’t 
agree with” (2, 97) 

h. “I'm not recommending this 
school…they don’t have enough to 
pay for 11th, 12th, I don’t see them 
prepare [students] for college” (1, 23) 

i. “Education wise, from one to ten I 
give them a four” (1,55) 

j. “I cannot afford to pay more, that’s 
why I haven’t transferred 
them”(1,74) 

1. parents 

feeling 

frustrated 

2. governance 

impacting 

influence 

3. gaining 

parent trust 

4. negotiating 

tensions 

5. response to 

improving 

academics  
6. not soliciting 

feedback 

from parents 

7. resisting 

influence  

 

a. “parents…spoke to the 
principal... they got out 
mad…fighting, 
arguing”(2,77) 

b. “They promise everybody 
the same thing. We’re 
going to get better, we’re 
trying our best… But it 
doesn’t happen” (2, 117) 

c. “I have very poor 
relationship with the 
school, I never talk to 
them strongly” 

d. “my husband feels like the 
principal is trying to make 
the school work” (1, 51) 

e. “No, He does not address 
the problem, he tells many 
parents that we are going 
to be stronger, we going 
do this, we trying to get 
bigger” (2,151) 
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Appendix Z 

Ms. Nasreen -Sample Codes and Evidence from Interview Data 

  

Participa
nt 

Question 1- Parent Expectations Question 2- Parent Influence in School Question 3- School Response to Parent Influence 

Codes Evidence from Data Codes Evidence from Data Codes Evidence from Data 

 
 
 
 
 
 
 
 
 
 
 
Ms. 
Nasreen  
Sample 
Codes 
and 
Evidence 
from 
interview 
data 

1. providing 

complete 

package 

2. teaching 

religion 

3. similar to 

home 

environment 

4. teaching 

quality  

5. improving 

academics 

6. experiencing 

social 

environment  

7. having equity 

& equality 

concerns 

8. creating 

Muslim 

identity 

9. Parent SES 

10. Having high 

teacher 

turnover 

11. needing 

‘more 

resources’ 

 

a. "We want our kids to have the 
benefit of a good education as well 
as being safe here” (1, 141) 

b. “an alternative for secular education” 
(2, 3) 

c. “they want them here, with their own 
people” (1,131) 

d. “our focus is… children pick up the 
Qur’an and read it & understand it” (2, 
43) 

e. The last couple of years, it’s been 
better” (1, 143)   

f. They want the same things that public 
school offers, just in an Islamic 
environment” (1, 137) 

g. “they complain about the academics… 
the teachers” (2, 86)  

h. “they appreciate the environment” (2, 
55) 

i.  “the same challenges as any school in 
America. Budgets, discipline, staffing, 
we have the same issues” (2, 27) 

j. “kids had been in fights, over being 
Muslim... they were called all sorts of 
names” (1, 129, 131)  

k. “Most of our parents come here 
because of our tuition. They can 
afford it when they’ve got four or 
five kids” (1, 135) 

l. “we’ve done pretty good about 
ourselves, but I do see that as a 
challenge” (2, 133)   

m.  “we don’t have the funding that 
public schools have” (2, 55) 

n. “we’ve gotten accredited, our 
parents feel secure with us. we 
introduced a dual credit program” (1, 
143) 

1. following the 

hierarchy at 

school 

2. getting 

involved 

3. impacting 

school policy 

or procedure   

4. seeing the 

role of PTO 

5. sensing 

empowermen

t 

6. parental SES 

affecting 

influence  

7. taking 

transformativ

e action  

8. compromising 

on quality 

9. not getting 

involved 

a.  “The school board doesn’t 
allow that to happen” (2,125) 

b. “parent teacher conferences 
and talk to the teachers... 
communicate on a regular 
basis” (2, 59) 

c. “Not a lot of them…usually 
they’re for small things, not 
major changes” (1, 154) 

d. “ we had a lot of complaints 
because of all of the 
regulations… that we have to 
do” (2, 96) 

e. “supporting the teachers and 
supporting the staff” (1, 156) 

f. “they had a huge influence over 
the fact that the meeting that 
wasn’t very well attended. 
Because they wanted us to 
cancel” (1, 164) 

g. “He pulled his two children 
out” (2, 117) 

h. “If they’re wanting to become a 
volunteer, they have to apply… 
our parents on financial aid 
required to give 20 hours of 
service, and, our PTO, which 
we’re still developing” (2, 61) 

i. “He really didn’t like all the 
changes, he liked it more free, 
willy nilly… he ended up in a… 
public school” (2, 121) 

j. “they do have to give up some 
of the bells and whistles when 
they come to our school… they 
appreciate  

k. “our PTO, which we’re still 
developing” (2, 61) 

1. response to 
improving 
academics 

2. governance 
impacting 
parental 
influence 

3. gaining parent 
trust  

4. resisting 
influence 

5. dominating 
parents 

6. Reflecting 
parental SES 

7. accepting 
parental role in 
the school 

8. ‘receptive to 
parents’ 

9. negotiating 
tensions 

10. seeing 
parental 
influence as 
not beneficial 
to school 

11. soliciting 
parental 
feedback 

a. “The quality, for what we charge, is higher 
than...expected’ (1, 172)  

b. “our tuition is very low… we make it 
affordable for all”(2,11) 

c. “We are all on the same page… have 
differences of opinion”(2,41) 

d. “the educators here make those decisions. 
And usually get the parents on board with 
it” (1, 149) 

e. “principle… wanted them in classes 
without boys” (1, 154) 

f. “We make mandatory volunteer service 
for our financial aid parents” (1, 162) 

g. “She was very, very adamant about us 
removing it and we didn’t. She got over it” 
(2, 115) 

h. “The Board meets with a lot of parents 
...and I’m sure that they have a lot of 
influence on things” (1, 164) 

i. “we are a lot more open to parents” (2, 
98) 

j. “parents feel more at ease approaching 
administration than they used to” (2, 100) 

k. “If they’re upset about their child, I assure 
them that their child’s best interest is what 
I’m most interested in” (2, 129) 

l. “I will listen to them… I give them my time 
generally they trust me” (2, 129) 

m. ‘they don’t have any influence …we would 
never allow them to have…power” (1, 166) 

n. “We had to do parental surveys and ask 
questions” (2,98) 
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Appendix AA 

Case IA - Merged Patterns from 1st Cycle Codes 

Case of 
IA 

Theme 1. Parent Expectations Theme 2. Parental Influence  Theme 3. School Response to Parental Influence 

Codes Merged Patterns Codes Merged Patterns Codes Merged Patterns 

 
 
 

Categories
/ Merged 
Patterns 
from 1st 

cycle 
codes 
from 

interview 
data 

1. Improving 
academics, 

2. ‘a joint decision’ 
3. parent SES  
4. creating Islamic 

identity 
5. experiencing 

peer pressure 
6. teaching religion 
7. providing 

complete 
package 

8. teaching quality 
9. ‘larger facility’ 
10. needing ’more 

resources’ 
11. memorizing the 

Quran 
12. experiencing 

social 
environment 

13. having equity & 
equality 
concerns 

14. sacrificing 
academic 
quality for 
Islamic 
environment  

15. managing the 
classroom 

16. communicating 
with school 

17. high teacher 
turnover 

18. integration 

 Academic Expectations 
o improving academics 
o  providing complete 

package 
o providing college 

guidance 
o teaching quality 
o managing the classroom  
o high teacher turnover 

 Religious Expectations 
o teaching religion 
o providing complete 

package 
o memorizing the Quran 
o creating Islamic identity 

 Socio-cultural Expectations 
o experiencing social 

environment (similar-to-
home environment) 

o having equity & equality 
concerns 

o sacrificing academic 
quality for Islamic 
environment 

o  experiencing peer 
pressure 

o communicating with 
school 

o integration with larger 
society 

 Resource Expectations 
o ‘larger facility’ 
o  needing ‘more 

resources’ 
o Parent SES 

1. improving 
educational 
quality 

2. sensing 
empowerment 

3. sensing 
powerlessness 

4. undermining 
empowerment 
through 
compromise on 
quality 

5. taking 
transformative 
action 

6. taking action 
through PTO 

7. getting 
involved 

8. coming 
together 

9. holding school 
officials 
accountable 

10. impacting 
school policy or 
procedure 

11. seeing the role 
of PTO 

12. not getting 
involved 

13. following the 
hierarchy at 
school 

14. parental SES 

 Parent Empowerment 
through School Involvement 
o getting involved 
o not getting involved 
o sensing empowerment 
o sensing powerlessness 
o undermining 

empowerment through 
compromise on quality 

 Parent Ethnicity and SES as 
Influence Factors 
o parental SES 
o parent ethnicity 

 Parent Transformative Action 
o taking transformative 

action 
o improving educational 

quality 
o impacting school policy 

and procedure 
o following the hierarchy 

at school 
o holding school officials 

accountable 

 Role of the PTO  
o taking action through 

PTO 
o coming together 
o seeing the role of PTO  

 

1. dominating 
parents 

2. soliciting 
feedback from 
parents 

3. governance 
impacting 
influence 

4. accepting 
shortcomings 

5. response to 
improving 
academics 

6. gaining parent 
trust 

7. not soliciting 
parental 
feedback 

8. resisting to 
influence 

9. parents feeling 
frustrated 

10. negotiating 
tensions 

11. uncaring 
attitude 

12. accepting 
parental role 
in the school 

13. reasoning 
behind 
resistance to 
parental 
influence 

 School Response to 
Dominating Parents 
o dominating parents 

 School Governance Shapes 
School Response to Parental 
Influence 
o governance impacting 

parental influence 
o accepting parental role in 

the school 
o gaining Parent Trust 
o accepting shortcomings 
o negotiating tensions 
o compromising on quality  
o response to improving 

academics 
o governing structure 

 School Response Differs for 
Solicited & Unsolicited Parental 
Feedback 
o soliciting parental 

feedback  
o not soliciting parental 

feedback 

 Schools Generally Tend to 
Resist Parental Influence 
o reasoning behind 

resistance to parental 
influence 

o uncaring attitude  
o parents feeling frustrated 
o resisting influence 
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Appendix BB 

Case MA - Merged Patterns from 1st Cycle Codes 

Case of 
MA 

Q1. Parent Expectations Q2. Parental Influence  Q3. School Response to Parental Influence 

Codes Merged Patterns Codes Merged  Patterns Codes Merged  Patterns 

 
 
 
 

Categori
es/ 

Merged 
Patterns 
from 1st 

cycle 
codes 
from 

interview 
data 

1. parent SES 
2. other schools 
3. experiencing social 

environment 
4. having equity & 

equality concerns 
5. improving academic 
6. ‘a joint decision’ 
7. providing complete 

package 
8. teaching religion 
9. preparing for life 

outside school 
10. memorizing Quran 
11. creating Islamic 

identity 
12. needing ’more 

resources’ 
13. teaching quality 
14. experiencing peer 

pressure 
15. describing the role 

of home 
16. enrolling special ED  

students 
17. managing the 

classroom 
18. not having enough 

teachers 
19. tarbiyah 
20. offering 

extracurricular actv 
21. sacrificing acad 

qual for environm 

 Academic Expectations 
o improving academics 
o providing complete 

package 
o other schools 
o enrolling Sp Ed  students 
o offering extracurricular 
o teaching quality 
o managing the classroom 
o not having enough 

teachers 
o sacrificing academic 

quality for Islamic 
environment 

 Religious Expectations 
o teaching religion 
o memorizing the Quran 
o tarbiyah 
o creating Islamic identity 

 Socio-cultural Expectations 
o equity & equality concerns 
o experiencing peer 

pressure 
o experiencing social 

environment (similar-to-
home environ) 

o ‘a joint decision’ 
o prep for life outside school 
o describing the role of 

home 

 Resource Expectations 
o needing ‘more resources’ 
o parent SES 

 
1. sensing 

empowerment 
2. undermining 

empowerment 
through 
compromise on 
quality 

3. not getting 
involved  

4. getting involved 
5. following 

hierarchy at 
school 

6. taking 
transformative 
action 

7. taking action 
through PTO 

8. sensing 
powerlessness 

9. impacting 
school policy or 
procedure 

10. improving 
educational 
quality 

11. ethnicity 
affecting 
influence 

12. parent SES  
13. holding school 

officials 
accountable 

 Parent Empowerment 
through School 
Involvement 

o sensing empowerment 
o undermining 

empowerment through 
compromise on quality 

o getting involved 
o sensing powerlessness 
o not getting involved 

 Parent Ethnicity &/or SES 
as Influence Factors 

o parental SES 
o ethnicity affecting 

influence 

 Parent transformative 
Action 

o taking transformative 
action 

o improving educational 
quality 

o impacting school policy 
and procedure 

o following hierarchy at 
school 

o holding school officials 
accountable 

 PTO Role 
o taking action through PTO 

 

1. dominating parents 
2. soliciting feedback 

from parents 
3. not soliciting 

feedback from 
parents 

4. governance 
impacting influence 

5. receptive to parents 
6. response to 

improving academics 
7. gaining parent trust 
8. partnering with 

parents 
9. resisting influence 
10. negotiating tensions 
11. parents feeling 

frustrated 
12. school’s uncaring 

attitude 
13. ‘they don’t like 

changes’ 
14. reasoning behind 

resistance to 
parental influence 

15. accepting parental 
role in the school 

16. seeing parental 
influence as not 
beneficial to school 

 School Response to 
Dominating Parents 

o dominating parents 

 School Governance Shapes 
School Response to  

o governance impacting 
influence 

o accepting parent role  

 gaining Parent Trust 
o negotiating tensions  
o receptive to parents  
o partnering with parents 
o response to improving 

academics 

 School Response Differs for 
Solicited & Unsolicited 
Parental Feedback 

o soliciting feedback  
o not soliciting feedback  
o response to improving 

academics 

 Schools Generally Tend to 
Resist Parental Influence 

o reasoning behind resistance 
to parental influence 

o school’s uncaring attitude  
o parents feeling frustrated 
o resisting influence  
o ‘they don’t like changes’ 
o seeing parental influence as 

not beneficial to school 
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Appendix CC 

Case NA - Merged Pattern from 1st Cycle Codes 

Case of 
NA 

Theme 1. Parent Expectations Theme 2. Parental Influence  Theme 3. School Response to Parental Influence 

Codes Merged Patterns Codes Merged  Patterns Codes Merged  Patterns 

Categori
es/ 

Merged 
Patterns 
from 1st 

cycle 
codes 
from 

interview 
data 

1. experiencing social 
environment/home   

2. experiencing peer 
pressure   

3. having equality & 
equity concerns   

4. Improving academics   
5. giving individual 

attention to students   
6.  needing ’more 

resources’  
7. offering extracurricular 

activities   
8. parent SES   

9. accepting all students   
10. working parents  
11. teaching religion 
12. teaching quality/ 

enough teachers 
13. ‘bigger facility’ 
14. schools other than PI 

schools 
15. enrolling special ed. 

students 
16. obtaining services Ed 

Services Centers 
17. communicating with 

the school 
18. creating Islamic 

identity 
19. providing complete 

package 
20. sacrificing acad. for 

Islamic. environment 
21. having high teacher 

turnover 

22. providing college 
guidance 

 Academic Expectations 
o improving academics 
o  providing complete 

package 
o offering extracurricular 

activities 
o schools other than PI 

schools 
o giving individual attention 

to students    
o teaching quality 
o not having enough teachers 
o having high teacher 

turnover 

 Religious Expectations 
o teaching religion 
o creating Muslim identity 
o sacrificing academic quality 

for Islamic environment 

 Socio-cultural Expectations 
o similar-to-home environ 
o equity & equality concerns 
o experiencing peer pressure 
o communicating with school 
o parent SES 
o working parents   
o accepting all students   

 Resource Expectations 
o ‘bigger facility’ 
o  needing ‘more resources’ 
o obtaining services from Edu 

Services Center 
o enrolling special Ed 

students  

1. getting 
involved 

2. not getting 
involved  

3. improving 
educational 
quality 

4. sensing 
empowerment 

5. taking 
transformative 
action 

6. seeing the role 
of PTO 

7. attending 
school activities 

8. impacting 
school policy or 
procedure 

9. coming 
together 

10. sensing 
powerlessness 

11. undermining 
empowerment 
through 
compromise on 
quality 

12. parent SES  
13. following the 

hierarchy at 
school 

 Parent Empowerment 
through School Involvement 

o sensing empowerment 
o getting involved 
o not getting involved 
o attending school activities 
o undermining empowerment 

through compromise on 
quality 

o sensing powerlessness 

 Parent Ethnicity and SES as 
Influence Factors 

o parent SES  

 Parent transformative 
Action 

o taking transformative action 
o impacting school policy and 

procedure 
o improving educational 

quality 
o following the hierarchy at 

school  

 PTO Role 
o coming together 
o seeing the role of PTO  

 

1. dominating 
parents 

2. governance 
impacting 
influence 

3. gaining parent 
trust 

4. response to 
improving 
academics 

5. not soliciting 
parental feedback 

6. soliciting parental 
feedback 

7. partnering with 
parents 

8. parents feeling 
frustrated 

9. negotiating 
tensions 

10. resisting influence  
11. accepting 

parental role in 
the school 

12. governance 
impacting 
parental influence 

13. Reflecting 
parental SES 

14.  ‘receptive to 
parents’ 

15. seeing parental 
influence as not 
beneficial to 
school 

 Response to Dominant 
Parents 

o dominating parents 
o Reflecting parental SES 

 School Governance Shapes 
School Response to Parental 
Influence 

o governance impacting 
influence 

o gaining parent trust 
o accepting parental role in 

the school 
o governance impacting 

parental influence 
o seeing parental influence as 

not beneficial to school 
o negotiating tensions  
o ‘receptive to parents’  
o partnering with parents 

 School Response Differs for 
Solicited & Unsolicited 
Parental Feedback 

o response to improving 
academics 

o soliciting parental feedback  
o not soliciting parental 

feedback 

 Schools Generally Tend to 
Resist Parental Influence 

o parents feeling frustrated 
o resisting influence  
o seeing parental influence as 

not beneficial to school 
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Appendix DD 

Merged Patterns from Within-case Analysis with the Number of References from Each Case 

Merged Patterns 
References in IA 
Data 

References in MA 
Data 

References in NA 
Data 

Parent Expectations  208 170 169 

Academic Expectations 101 71 77 

Religious Expectations 55 47 29 

Resource Expectations 18 14 43 

Socio-cultural Expectations 53 61 37 

Parent Influence in Schools 113 104 66 

Parent Empowerment through School Involvement 46 43 30 

Parent Ethnicity and SES as Influence Factors 5 10 8 

Parent Transformative Action 34 24 17 

Role of the PTO 32 33 11 

School Response to Parent Influence  90 99 78 

School Governance Shapes Response to Parent Influence 49 60 53 

School Response to Solicited & Unsolicited Parent Feedback 18 12 22 

School Response to Dominating Parents 17 23 7 

Schools Resist Parent Influence 15 21 7 
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Appendix EE 

Cross-Tabulations of the Coding Intersections between Two Given Themes 
 

Parent Expectations Parent Influence 
School Response to Parent 

Influence 

1 : Academic Expectations 33 H 22 M 

2 : Resource Expectations 9 L 7 L 

3 : Religious Expectations 8 L 5 L 

4 : Socio-cultural Expectations 19 M 15 M 

Parent Influence Parent Expectations 
School Response to Parent 

Influence 

1 : Parent Empowerment 
Through School Involvement 

31 H 29 H 

2 : Parent Ethnicity and SES as 
Influence Factors 

16 M 18 M 

3 : Parent Transformative 
Action 

22 M 24 M 

4 : Role of the PTO 5 L 18 M 

School Response Parent Expectations Parent Influence 

1 : School Governance Shapes 
School Response to Parent 

Influence 

22 M 36 H 

2 : School Response Differs 
with Solicited & Unsolicited 

Parental Feedback 

7 L 12 L 

3 : School Response to 
Dominating Parents 

5 L 24 M 

4 : Schools Generally Tend to 
Resist Parent Influence 

12 L 19 M 

H= 25-36          M= 13-24           L= 1-12 
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Appendix FF 

Theme-Based Outcomes from Within-Case Analysis 

Theme-based Outcomes from Within-Case Analysis Themes 

Case of Iman Academy 
Parent 

Expectations 
Parent 

Influence  
School 

Response  

outcome 1: a safe and nurturing socio-religious environment/ integration with society H M M 

outcome 2: Islamic education, values, and hifdh H M H 

outcome 3: quality academic education/ ample resources for teacher quality & retention H M L 

outcome 4: trade-off between Islamic environment & academics H L L 

outcome 5: parent involvement and empowerment H H H 

outcome 6: parent transformative action H H L 

outcome 7: parent ethnicity and SES matter as influence factors M H M 

outcome 8: role of the PTO in parent influence  M H H 

outcome 9: school response to dominant parents L M H 

outcome 10: school governance shapes response to parent influence M H H 

outcome 11: response to solicited & unsolicited parent feedback L M H 

outcome 12: school resistance to parent influence L M H 

Case of Manar Academy 
Parent 

Expectations 
Parent 

Influence  
School 

Response  

outcome 1: a safe and nurturing socio-religious environment/ integration with society H M M 

outcome 2: Islamic education and values H M M 

outcome 3: quality academic education and teacher quality  H M H 

outcome 4:trade-off between Islamic environment & academics H M H 

outcome 5: parent involvement and empowerment M H H 

outcome 6: parent transformative action H H L 

outcome 7: parent ethnicity and SES matter as influence factors H H L 

outcome 8: role of the PTO in parent influence M H H 

outcome 9: school response to dominant parents M H H 

outcome 10: school governance shapes response to parent influence M H H 

outcome 11: response to solicited & unsolicited parent feedback M L H 

outcome 12: school resistance to parent influence L M H 

Case of Noor Academy 
Parent 

Expectations 
Parent 

Influence  
School 

Response  

outcome 1: a safe and nurturing socio-religious environment H M M 

outcome 2: Islamic education H L L 
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outcome 3: quality academic education/resources for teacher quality/retention, physical facility H L L 

outcome 4: trade-off between Islamic environment & academics H L L 

outcome 5: parent involvement and empowerment M L M 

outcome 6: parent transformative action H M H 

outcome 7: parent ethnicity and SES matter as influence factors L H H 

outcome 8: role of the PTO in parent influence L L M 

outcome 9: school response to dominant parents H H H 

outcome 10: school governance shapes response to parent influence M H H 

outcome 11: response to solicited & unsolicited parent feedback L L H 

outcome 12: school resistance to parent influence L M H 

Adapted from Worksheet 5A in Stake (2006, p.51) 
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 Appendix GG 

 Sub-Themes across Cases 

A matrix for sub-themes across cases based on intersection between any two given themes and rated as H = 

high importance, M = medium importance, L = low importance. Bold H shows the sub-themes under their 

respective main themes indicating it carries extra weight for this theme. Press Parent high academic 

expectations translate into more parent influence in the school; for the religious education expectation the 

parent influence was low because the schools generally fulfilled this expectation by providing an Islamic 

environment and education. Adapted from Stake, R. E. (2006, p.59). Multiple case study analysis. New 

York: Guilford  

 Sub-Themes/ Findings  Cases 

Main Themes of the Study 

Parent 
Expectations 

Parent 
Influence 

School 
Response 

1 
Parents desired an Islamic and safe 
environment for their children 

IA 
MA 
NA 

H M M 

2 
Parents held religious education 
expectations that reflected their own 
religious and educational background. 

IA 
MA 

H L M 

3 
Parents placed high value on the 
academics regardless of their ethnic and 
SES background. 

IA 
MA 
NA 

H H M 

4 
Parents expected PI schools to provide 
ample educational resources. 

IA 
MA 
NA 

H L L 

5 
Parents empowered to gain influence 
through their involvement in the school. 

IA 
MA 

H H H 

6 
Parent ethnicity and SES were factors for 
parent influence in the school. 

IA 
MA 
NA 

M H M 

7 

Parents actively engaged in 
transformative action to bring the 
desired change, especially for academics 
and bias toward their child. 

IA 
MA 
NA 

M H M 

8 
The role of the PTO was perceived 
differently by the parents and the school 
administration. 

IA 
MA 

L H M 

9 
School governance shaped school 
response to parental influence. 

IA 
MA 
NA 

M H H 

10 
School response differed for solicited 
and unsolicited parent feedback. 

IA 
MA 
NA 

L M H 

11 
School response to dominant parents 
was different from its response to non-
dominant parents. 

IA 
MA 
NA 

L M H 

12 
Schools generally tended to resist 
parental influence. 

IA 
MA 
NA 

L M H 
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Appendix HH 

Cross-Case Comparison 

 

Cases Question 1 – Parent Expectations Question 2 – Parent Influence 
Question 3 – School Response to Parent 

Influence  

IA 

Islamic environment, Islamic education and teacher quality 

Academic education, teacher quality, trade-off 

Classroom management 

Safe environment 

Integration and engagement 

Competitive teacher salaries 

Extracurricular resources 

Active learning 

Parent empowerment 

Parent advocacy 

Parent ethnicity and SES 

Impact on school policy 

Leaving school 

PTO, getting heard, supporting the school 

Dominant parents, accommodate, reject, 

School governance, restricted autonomy, rules 

of participation, gaining parent trust, negotiating 

tensions, accepting school shortcomings,  

Response to solicited and unsolicited advice 

Resistance to change, disregard, rationale 

behind resistance, parent influence not 

beneficial 

MA 

Islamic environment, Islamic education and teacher quality 

Academic educ, teacher quality, college guidance, trade-off  

Safe environment, Trade-off on social aspect, 

Integration and engagement, 

Competitive teacher salaries 

Competent school board 

Parent empowerment 

Parent advocacy 

Parent ethnicity and SES 

Impact on school policy 

Leaving school 

PTO, getting heard, supporting the school 

Dominant parents, accommodate, reject, 

School governance, receptive to parents, 

controlled influence, rules of change, gaining 

parent trust, negotiating tensions,   

Response to solicited and unsolicited advice 

Resistance to change, rationale behind 

resistance, parent influence not beneficial 

NA 

 

Islamic environment 

Islamic education  

Academic education, teacher quality, trade-off 

Safe environment, 

Adequate facility & single-grade classrooms,  teacher 

quality, PE and extracurricular activities, 

Tuition assistance 

School-home communication, getting involved,  

Networking with parents,  

Parent ethnicity and SES 

Parent advocacy 

PTO, weak, having no influence, supporting the 

school 

Leaving school  

Dominant parents, accommodate, reject, 

School governance, post accreditation, rules of 

participation, bells and whistles, negotiating 

tensions, discounting school shortcomings, 

Response to solicited and unsolicited advice 

Resistance to change 

Cross-Case 

Comparison  

1. An Islamic and safe environment was the foremost parent 

religious expectation (similar). 

2. Parents wanted the schools to collaborate and engage with 

the public schools and the society at large (different). 

3. Their religious education expectations reflected their own 

religious views and understanding of their faith 

(different).  

4. Parents placed high value on the academic aspects of PI 

schools, regardless of their ethnic and SES background 

(similar/ different). 

5. Despite the school’s limited finances, parents expected 

ample educational resources to support learning 

(different).  

 

1. Parents were empowered to gain influence 

through their involvement in the school 

(similar IA&MA / different Maha & NA). 

2. Parent ethnicity and SES were influence 

factors (similar). 

3. Parents actively engaged in transformative 

action to bring the desired change, especially if 

for academics needs and perceived inequality 

or bias toward their child (similar). 

4. The role of the PTO was perceived differently 

by the parents and the school administration 

(similar IA&MA/ different NA). 

 

 

1. School shaped response to parent influence 

(similar & different). 

2. The school response to dominant parents was 

different from its response to non-dominant 

parents (similar & different).  

3. The school response differed for solicited and 

unsolicited parent feedback (similar & 

different).  

4. Schools generally tended to resist parental 

influence (similar & different). 


