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Parent opinion about standardized assessments such as the FCAT verses traditional 

reporting systems such as report card grades could pose a valuable resource in future endeavors 

for state-wide implementation of these tests. Their interpretations represent a form of construct-

irrelevant validity that can pose a threat to test validity.  The researcher used a forty-seven item 

questionnaire that measured the parents’ perceptions in three specific areas; comparisons 

between the FCAT scores and report card grades, the consequences about those scores, and who 

is believed to have the greatest control over report card grades and FCAT scores.  General 

information was gathered on the individuals to make comparisons and conclusions.  Questions 

were also separated to illustrate support for either FCAT or report card grades.  Additional 

analysis was done on gender differences and whether future expectations impacted current 

scores.  Approximately eighty surveys were returned and it was concluded that parents’ desire a 

method for accountable and comparability but that they don’t think that the FCAT necessarily 

fulfills that role.  They want to hold school officials accountable for learning and to compare the 

education that their child is receiving with others but parents still rely on report card grades to 

gauge their child’s learning.  
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CHAPTER 1 

INTRODUCTION 

Tests are used in various capacities from evaluating progress in education to placing 

minimum standards for graduation or retention.   Often, these tests only report results as a total 

score.  The score is a summary of the entire test (or subject area) and then interpreted as an 

examinee’s level of competence in that content area.  In order to have a test able to be taken by 

large numbers of people within a limited amount of time in administering and scoring but still 

remaining reliable, valid, and comparable across groups these test have moved toward 

standardization methods that can be used for large-scale testing. 

Large-scale testing has become a controversial topic and debated extensively. 

Educational Measurement: Issues and Practice dedicated a special issue to just such a subject in 

the Winter edition 2006.  In the first of five articles, Ferrara (2006) suggests making the 

centrality of construct irrelevance in defining the construct to be measured.   

Validity 

 “Validity refers to the degree to which evidence and theory support the interpretations of 

test scores entailed by proposed uses of tests” (AERA, APA, & NCME, 1999, p.9).  With the test 

the same, the examinees the same, the content the same and the scores the same, the validity can 

change from one interpretation or use to the next.  It is the interpretation or use of the test that is 

being validated.  Validation is an investigative process from which an argument has to be made 

for the interpretation or use of test scores.  Once you have made this argument, evidence has to 

be collected and evaluated to support the validity of the interpretation (Haladyna and Downing, 

2004). 

As Haladyna and Downing (2004) state, the most fundamental step in validation is 

defining the construct.  For state standardized testing, these include defining the domain of 
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knowledge and skills, and/or cognitive ability.  If a test effectively measures a set of knowledge 

and skills, it would be assumed that if a student has high marks on the exam, he or she has a high 

amount of knowledge in the subject area that the exam is covering.  Multiple-choice formats are 

a good way to evaluate this (Haladyna and Downing, 2004). 

Cognitive abilities may require a series of more complex tasks.  This is harder to evaluate 

on a large-scale testing format because they are often multiple pathways that can arrive at an 

answer.  These are represented by performance exams and large-scale testing that have an 

underlining assumption that if the examinee can master the content knowledge, he or she has the 

aptitude to perform higher level tasks.  The definitions of the construct is where additional 

factors can become an unintended part of the assessment and dilute the construct being 

measured. 

Construct-Irrelevant Variance 

Haladyna and Downing (2004) list construct-irrelevant variance as one of the five major 

threats to validity.  Construct-irrelevant variance (CIV) is error variance that is caused by 

systematic error.  Random error is so labeled because of its randomness.  We cannot measure or 

anticipate this error, but systematic error is not random; CIV is predictable.  It can be defined in 

person or group terms.  It can systematically increase scores just as well as it can systematically 

decrease scores.   

Mathematically, systematic errors are correlated with observed scores and true scores 

while the expected value of random errors is zero.  Random error is uncorrelated to either true or 

observed scores and if CIV is present, a non-zero value for errors is expected.   

One example of this is if two different test forms that have different difficulties are used 

and they are not equated.  This is systematic error by group.  A second example of CIV, which is 

commonly mentioned is the effect of reading ability on math or science assessments.  If the test 
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is designed to measure science knowledge, but those with lower reading abilities score lower, 

then what is being measured is not just science ability, but reading ability.  Reading has become 

a factor.  This is especially true on timed tests.  The effect of this error is on the individual level 

and the construct-irrelevant effect is reading comprehension.  The interpretation that would be 

given by results on both of these errors would be biased.  Other types of CIV would be test 

anxiety, fatigue and motivation (Haladyna and Downing, 2004). 

Wise, Bhola, & Yang (2006) used warning messages in low-stakes testing to increase 

motivation, decrease CIV and thus increase the validity of test scores.  They use the amount of 

time that a student spends responding to an item and if the student takes too long on an item, a 

warning is given. Their results report an increase in validity but their drawbacks are their 

procedures are limited to computer-based testing and it was only used for low-stakes testing.  It 

is debatable whether high-stakes testing has the same lack of motivation that low-stakes testing 

does.  

Construct-irrelevant variance should be fair across all examinees and can be linked with 

four areas of fairness.  Those four areas are: 1) tests should have no form of bias, 2) examinees 

should all be treated the same, 3) if groups are equal in ability then their scores should be equal, 

and 4) students have an equal advantage to learn the knowledge before being tested.  Haladyna 

and Downing (2004) describe several points that can affect fairness or CIV including test 

preparation, test scoring, test item format and test administration.    

Even though students are the central stakeholders in determining CIV, parents can alter 

CIV to threaten validity.  Parents can alter motivation, pay for test preparation, and pressure 

politicians to change policies or interpretations of the test responses.  As voters, they can impact 

elected members and thus change the interpretation of the exam without changing the exam.  
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This would alter the validity of the tests.  Understanding parents’ perceptions of FCAT scores 

and report card grades are important because of the influence that parental perceptions have on 

CIV. 

Large-Scale Testing 

With respect to validity on large-scale testing, Haertel (1999) broke down the argument 

into three points.  First, large-scale tests are used for “accountability, evaluation, or comparative 

purposes.”  This is the main rationale that the public gives for using large-scale testing.  The 

public and media want to be able to evaluate their school systems compared to previous years 

and other schools.   

Second, these tests are designed to focus attention on educational concerns.  Using this 

method to compare school systems makes it easier to write about in the mainstream media.  After 

all, it is the parents and other people within the community that are footing the bill for the 

education system and it is presumed that the money should lead to positive results.   

And last, the result of large-scale testing should reduce changes in the part of the 

educational system that is showing positive results or lead to an overhaul of those that do poorly.  

The results allow teachers, parents, students, and administrators to realize what is being taught in 

their school system and how well the system is succeeding.  When comparing the results to 

previous years, stakeholders would want to see improvements.   

Large-scale testing has come a long way in public education.  It has grown tremendously, 

beginning with a series of publications in the mid-1980s with A Nation at Risk in 1983 and John 

Cannell’s Nationally Normed Elementary Achievement Testing in America’s Public Schools in 

1987 aimed at creating measurable standards and the absence of statewide curriculums 

(DePascale, 2003).  Large-scale testing has many advantages including the administrational ease 

and producing reliable results using objective quantifiable results (Abu-Alhija, 2007).   Teachers 



 

13 

can use large-scale testing to align their curriculum with standards, and also to enhance student 

learning and achievement (Stecher, 2002).  Administrators can use the results to apply resources 

that will change school policies to programs enabling student learning to increase.  Hanushek & 

Raymond (2004) found that states with accountability systems had more gains in math and 

science than those who did not. 

Large-scale testing is often high-stakes because of the associations and impacts of the test 

results with decisions that are meant to ensure public accountability.  “High stake tests are tests 

from which results are used to make significant education decisions about schools, teachers, 

administrators, and students” (Amrein & Berliner, 2002, p. 5).  Public officials at various 

government levels will then use results to evaluate the progress of schools.  Public officials will 

examine the multiple uses of the assessments.  Florida includes a wide range of assessments 

including high school graduation, school grades, teachers' merit pay, and student promotion from 

3rd to 4th grade.  Recently and arguably (Nagy, 2000; Serafini, 2001), large-scale testing has 

been used for providing instructional diagnosis. Tests with higher stakes generally make for 

stronger consequences (Kane, 2002).  These stronger consequences are both positive and 

negative.   

The No Child Left Behind Act (NCLB) of 2001 defines how our current society relies 

heavily on test scores to measure individual progress, and in particular standardized testing.  The 

NCLB is a federal law designed to increase the use of diagnostic feedback to make the public 

aware of their child’s school progress.  It funds federal programs designed to improve student 

performance in the United States by increasing accountability by states and schools for any 

school that receives federal funding.   Establishing measurable goals can increase individual 

outcomes in education.  Each state has to develop assessments with their own individual 
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standards and provide a state-wide standardized test which is then approved by the federal 

government.  Progress is expected to be made from year to year, or the school will face 

decreased funding after an initial period given to allow time for the school to improve.  If the 

school does not meet this improvement, students can be removed from that school to attend a 

better school at the public’s expense.  Schools that do not make adequate progress can also be 

closed.  From its inception in 2001, federal funding of education has increased approximately 

40% (US Department of Education Press Release, December 10, 2008).   

With such a large amount of funds giving to educational assessment from the government, 

expectations have risen and standards are being set.  The goal of the government’s program is to 

try and increase outcomes with measurable goals; diagnostic assessment poses a great advantage 

over the general estimate of ability score.  To increase performance, high-stakes testing needs to 

have beneficial information provided for each level of the education system to create, plan and 

implement an individual assessment plan.   

There are negative effects of large-scale testing (see Eisner, 2001; Thompson, 2001).  

Aggravation and anxiety (Elliot & Branden, 1997) for the examinees are two effects that 

accompany the stereotype often associated with large-scale testing.  Because of the consequences 

that are attached to the results of the testing, teachers will teach more toward increasing students’ 

score as opposed to increasing their mastery of the subject (Stecher, 2002; Lewis, 2001).  This is 

commonly called, “teaching to the test.”  Not only would it include teachers teaching to certain 

content forms and being less adaptive to the larger content domain, but it can also include 

changing the curriculum to such an extent that it excludes other subjects not included in the test.   

Teachers will often sacrifice learning time to other subject areas while focusing on 

teaching material that will be covered on the exam (Kohn, 2000).  This has been argued in the 
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opposite direction by claiming that “curriculum realignment” works in a positive way to align 

instruction with state content standards.  It takes curriculums that are not in compliance with 

what students should know and molds the curriculum into what it is that students are suppose to 

know upon graduation.  These tests are supposed to “focus” the attention of teachers by 

specifying the content to be taught (Kane, 2002).  

Some have argued that tests items are constructed and chosen not exclusively for their 

ability to gauge the achievement of the student but also for their ease of scoring, ease of use, and 

speed of results.  “Efficient tests tend to drive out less efficient tests, leaving many important 

abilities untested—and untaught” (Frederiksen, 1984).  Kohn (2000) writes that the “central 

problem with most standardized tests…is simply that they fail to assess the skills and 

dispositions that matter most.”  The tests are relying more on short term memory.  The questions 

are designed to be quickly scored, meaning that the multiple choice questions are set up so that 

they emphasize simple memorization of facts, not higher level abilities like interpretation.   

Lewis (2001) acknowledges that these tests are not made to measure other qualities that are 

needed for success (i.e. leadership and creativity) at Fortune 1000 companies.  Kohn (2000) 

wrote that clever strategies on test taking can supplant actual knowledge in getting higher scores.  

Politicians in several states have claimed that they are satisfied with their students’ increase in 

scores, but it is not known whether this is an improvement in ability or just the narrowing of the 

curriculum to improve test scores.  It is assumed that the increase in scores will lead to the 

increase in knowledge on the State Standards, not test taking strategies.  It is also assumed that 

this will be done without losses in other areas (Kane, 2002). This has prompted some colleges to 

rely less on standardized tests for entrance into the college.  Large-scale testing is less likely to 
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have these negative effects if higher-order thinking and problem solving are included (Abu-

Alhija, 2007). 

Other studies have researched and found a difference in exam scores as it corresponds to 

race, ethnicity, and socioeconomic status (Borg et al., 2007; Hanusek & Raymond, 2004).  In 

terms of equality, one or the biggest arguments for standardized large scale testing is to make 

sure that high statewide standards are demanded from all schools.  Kohn (2000) addresses this 

issue of fairness by first arguing that standardized tests are biased because their questions often 

require a set of knowledge and skills that are more likely to be attained by more privileged 

children.  This knowledge would have been gained outside of school.  More privileged children 

can also afford better test preparations.  Borg et al. (2007) found that schools with more new 

teachers had a higher failure rate on a standardized exam while schools with teachers with 

advanced degrees had a higher percentage of passing on standardized exams.  

Kohn (2000) argues that low-income and minority students are disadvantaged by the 

emphasis on tougher standards by establishing a system of rewards and punishments that is 

destructive to learning.   He argues that the tests are not designed to measure the domain that 

they were intended for and the tests discourage students from thinking and replace it with 

rewarding the students for “superficial thinking” (Kohn, 2000). 

As alluded to earlier, an additional emphasis is placed on the speed of which one can 

complete the test as opposed to the thoughtfulness or thoroughness of the work (Kohn, 2000).   

For younger test takers, the test could be testing the capacity with which the student can sit still.  

Downing (2002) reports findings that CIV increases with poorly drafted test questions.  His 

study uses a low-stakes medical exam but does report that poor item-writing can cause excess 

difficulty and interferes with the interpretation of the results.   
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When a mistake is made in scoring the exam, a huge ripple effect can be felt throughout all 

the levels that are contingent on the results.  An example of this is when Florida incorrectly 

graded the state standardization exam higher in 2006 and did not figure out the mistake until over 

a year later when the exam scores decreased considerably.  Because the exam had been tied to 

graduation, yearly retention, school grading, and teacher’s merit pay, the effects were felt across 

the state.  Florida is one of the few states that have tied up so much weight on the scores of 

standardized testing, but as Cech (2007) points out, other states are following Florida’s lead. 

Incorrect scores are not limited to Florida’s Comprehensive Assessment Test (FCAT).  In 

the early part of 2006 it was found that the previous year’s results of the SAT that 4,000 

examinees had scores that were off by 10 to 200 points as reported in the Los Angeles Times 

(Trounson & Silverstein, 2006).   Although incorrect scoring procedures do not take away the 

validity of the exam and the 4000 examinees are less than one percent of the total test takers for 

that year, it does hit media markets and become a sore spot for readers that can ultimately affect 

public opinion toward standardized exams. 

In 1992, a poll found that 71% of parents favored the use of measuring the academic 

achievement of students through the use of standardized national tests in public schools (Elam, 

Rose & Gallup, 1992).  This differed from another study by the National Center for Research on 

Evaluation, Standards, and Student Testing (CRESST) in 1995 that was designed to examine 

parents’ opinions on standardized testing and found different results.  In the CRESST poll, they 

surveyed 3rd grade parents and found that only 46% supported national tests.  Additionally, 

parents were found to put more emphasis on report card grades then standardized tests on 

determining student progress (43% to 14%).  Seven years later, in 2002, the USA Today reported 

that parents were evenly split on a decision of whether standardized exams were a good indicator 
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of student performance (49.6 % said it was and 48.5% that it was not).  When asked about what 

was a better indicator of performance, report card grades or standardized test scores, parents 

responded that grades were a better indication of performance at 33.6% as compared to 29.4% 

reporting that standardized tests were a better indicator (the two other factors were stated as 

high-school graduation rates and student behavior).  Kane (2002) also states that “tests are to be 

used not simply as measures of progress but rather as the instruments that will promote 

progress.”  This seemingly challenges one of the validity reasons for implementing the tests.  

Florida’s Comprehensive Assessment Test 

The state of Florida uses the FCAT for five purposes. One of the uses was touched on 

earlier with the accountability that the No Child Left Behind Act of 2001 has required. The act 

requires each state to establish yearly improvements for the district and school and establish the 

standardized tests to produce the results called Adequate Yearly Progress (AYP).  Included in the 

results are various subgroups (i.e. ethnicity, socioeconomic status, disability).  Every school must 

have all students and subgroups participate in the state assessment program. This means that no 

school can pad their results by withholding groups from taking the exam and all schools must 

incorporate all subgroups into the classrooms for equal learning.  The state sets the passing rate 

for each year and the NCLB of 2001 requires that 100 percent of students will be proficient by 

the 2013-14 school year (although the states are allowed to define what “proficient” is).  

The other four uses of the test are requirements specific to the state of Florida. The state of 

Florida’s A+ Plan uses student achievement data from the FCAT to determine school 

performance grades. These grades give an evaluation number to a school so that parents can 

understand and compare the school that their child is attending with other schooling options.  

Ultimately, it provides the parent with a measure of the competence of their child’s educational 

system.   
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Another use that Florida uses the FCAT score is to promote students to the next grade or 

out of high school.  Although Florida has been doing this for a long time, as of 2002, 18 other 

states also required passing the state standardized exam in order to receive a high school diploma 

(Amrein & Berliner, 2002).  It means that even if a student were to receive grades sufficient to 

pass high school, they could be denied a diploma if they fail to achieve passing on the statewide 

standardized exam. 

The final two uses of the FCAT are for progress monitoring and remedial training.  If a 

score is below a certain level on the test, the student is required to have intensive remedial 

training.  Low scores may also result in having a progress monitoring plan that monitors the 

student’s learning level at a more scrutinized level. 

The actual uses of the assessment vary by grade level.  For example, if a student is in the 

third grade, the reading portion of the test is used for promoting to the next grade, AYP, school 

grades, and progress monitoring plans. Testing students year after year would assume that 

students learn at the same pace and should increase evenly across grades, or at a minimum, 

everyone would increase evenly on average.   

Report Card Grades 

This study also asks parents about their beliefs on report card grades.  Report card grades 

have been around for a long time; schools have been issuing report grades to parents and 

grandparents of students long before the advent of large-scale testing.  They are issued by school 

systems throughout the United States and involve many interpretations.  The purpose of grades is 

to define the academic achievement of a student’s performance in a particular subject.  It is a 

means to communicate to the parents about their child’s performance at school, of which the 

validity of these grades have been questioned by many researchers (Allen 2005; Friedman & 

Frisbie, 1995; Gallagher, 1998).  With grades being a heavy factor in educational decisions such 
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as schools to get into, colleges to attend, jobs to apply to, and honors to receive, it is important to 

understand the interpretation that parents have in regards to report card grades.   

Allen (2005) believes that teachers often add other extraneous factors to the grade that is 

reported such as effort, attitude or neatness.  The weight of these external factors is different 

from teacher to teacher and its addition undermines the interpretation of the grade system.  These 

are important constructs to illustrate to parents, but should not be included in the letter grade.  

There is a wide spread difference in the amount these other factors should weigh in on with 

grades.  Because of this widespread variability, the validity is hard to measure (Allen, 2005). 

Studies have tried to understand the difference between parents and teachers understanding 

of report card grades (Friedman & Frisbie 1995; Waltman & Frisbie, 1994).  Both studies report 

a lack of understanding by each group, however, Waltman & Frisbie (1994) report that 94% of 

teachers and parents believe that effort should be included in grades.  Teachers will also view 

grades as a motivational tool to develop good study habits and promote healthy classroom 

behaviors.  With all of these factors in the grade itself, the grade has become more of a function 

of many variables.  As a result, it can lead to miscommunication and confusion (Allen, 2005).  

Waltman & Frisbie (1994) found that teachers and parents disagreed on the spread of 

grades.  It was found that when parents reported what the spread of teacher assigned grades were 

from “A” to “F”, the average was a “C+.”  When teachers responded with their spread, the 

average was found to be a “B-“, with almost no teachers giving “D”s of “F”s.  A child bringing 

home a letter grade of a “C”, would be interpreted by the teachers as illustrating that the student 

is below average where parents would understand that as average.   

With validity one of the most fundamental principles of educational measurement, it would 

be important to make sure that teachers are trained on measurement principles.  But fewer than 
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half of the fifty states require assessment courses in the teachers’ initial certification (Allen, 

2005).  Critics argue that even when teachers are taught the basic measurement principles, they 

still rely on their value judgments to assign grades (Brookhart, 1993).  This is probably due to 

the fact teachers have a difficult time accepting these measurement principles that are not 

aligning with their experiences (Allen, 2005). 
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CHAPTER 2 

METHOD 

Questionnaire 

A survey was created with 45 questions on it split into two parts: the first part consisted 

of biographical information and the second part consisted of opinions.  Questions were printed 

on both sides of the paper and numbered from one to forty-five.  Information on parental help 

with homework and child participant in school information was also included.  Grades for both 

report cards and FCAT scores were self-reported by the parent.   The biographical information 

asked to make a choice from a selection and included possible multiple selected answers.  

Opinions were broken into several areas; general comparisons between the FCAT and report 

card grades (items 16-25), consequences about those scores (items 26-33), and who has control 

over the scores or grades (items 34-45).  The opinionated questions operated on a four point 

Likert scale ranging from Strongly Disagree to Strongly Agree.  There were no open-ended 

questions on this survey, but some parents wrote additional information in the margins or at the 

end of the survey that will be discussed later in this paper. 

Participants 

Surveys were given to teachers to hand out at the end of the school year to students that 

participated in the Science Partners in Inquiry-based Collaborative Education (SPICE) program.  

The SPICE Program is a National Science Foundation funded program that promotes inquiry-

based learning in under-resourced middle school classrooms.  The program takes University of 

Florida (UF) graduate students focusing in areas of science, technology, engineering, and 

mathematics and teaches them how to apply hands-on training techniques in the classroom.  The 

UF graduate students are then paired with a middle school teacher and teach throughout a full 

school year for three days a week.  Teachers in Alachua county’s under-resourced middle 
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schools applied to the SPICE program to participate and then the program selected the most 

qualified individuals to fit the needs of the program.  The breakdown of the audience of the 

survey was determined by the grade level that the teachers in the SPICE program taught.   The 

students were then given the survey to take home to their parents and bring back.  If the parent 

had multiple children, the participant was asked to answer the questions based on the student 

who brought the survey home.  All surveys were collected within two weeks of being distributed 

out. 

 Approximately 600 students were involved in the SPICE program, of which 497 surveys 

were distributed.  One teacher had issues not involving the program but with her certifications 

and her students were not considered as part of the study.  Out of the 497 surveys that were 

handed out, 86 were returned back.  Out of those 86, five were not able to be used in the analysis, 

eight were not finished, and four were filled out only on the front side of every page.  The five 

that were unable to be used in the analysis were not legible enough to be of any understanding.  

Depending on how one calculates it, this gives a response rate between 13 and 17%. 

The Parent 

 Sixty percent of respondents who filled out the survey were female.  Almost 60% were in 

the age group of 30-39.  Although I included five categories on the survey for age group, no 

respondent was between the ages of 20-29 or over 60 years of age while around 20% were in 

both remaining categories of 40-49 and 50-59 years of age.  All respondents had three children 

or less, with 80% accounting for two or three children.  Almost 90% of all those surveyed 

reported that they were full time employed. 

The Child 

 The grade of the child, as mentioned before, had more to do with the layout of the classes 

than anything else.  The dependency on the classes from the SPICE program determined the 
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breakdown of the grade level.  The survey was only conducted at middle schools, so only 6
th

 

through 8
th

 grade students were targeted.  Out of those grades, eighth grade had the least 

representation at 21%.  Grades six and seven had only a two person difference and were split at 

approximately 40 percent.  The gender of the child was slightly in favor of male child over the 

female child (56% to 44%). 
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CHAPTER 3 

RESULTS 

All measurements were inputed into Microsoft Office Excel 2007 and then analyzed 

using SPSS 16.0 Graduate Pack.  

Figure 3-1 shows the breakdown of the amount of time that the repsondent spent helping 

the student with homework in English and Mathematics.  As evident, there is a much wider 

spread in the amount of time that a person helped a student with English as opposed to the 

amount of time they helped in Math.  Of the respondents who were unsure of the amount of time 

that they helped their child with homework in science, they knew the time that they helped with 

Math and it was all on the lower end of the scale.  Another question asked the amount of time 

spent helping with homework in other subjects and 80% of answers fell in 3 hours or less. 

 
Figure 3-1.  The amount of time that parents spent helping their child with homework in English 

and Mathematics. 

 Self-reported report card grades were asked for in this questionnaire and Science grades 

were reported (Table 3-1) as higher overall with 41% achieving a grade of an A, where in 

comparison, A grades were reported in Math for only 20% of the students.   
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Table 3-1.  Parent reported grades in math and science. 

What was your child’s last report grade: 

In Math?  In Science?  

20.3% A 40.5% A 

59.5% B 39.2% B 

20.3% C 20.3% C 

-- D -- D 

-- F -- F 

 

 By far, the most unanswered question from the survey was the question asking what the 

child’s last FCAT score was.  For both Math and Science, parents did not answer the question 

33% of the time.  This is compared with no missing items on report card grades.  Parents in this 

surveyed group knew what their child’s report grades were, but were not always aware of the 

child’s FCAT scores.   

 The last question before the Likert Scale questions asked the parents which they would 

believe, the FCAT or report grades if the two were not consistent.  There were only four possible 

choices for them to chose from: one favoring FCAT scores as correct, one favoring school grades 

as correct, one saying they are both accurate but measuring different aspects of achievement, and 

another selection being that the parent would not know what to think.  No one choose that they 

wouldn’t know what to think or that the FCAT scores give the correct information.  Instead, the 

parents were split between the remaining two options, with a heavy favoring by parents on 

school grades being accurate and FCAT scores are not (58.2%).  Thirty-seven percent thought 

that they were each measuring different aspects of achievement (5% did not answer the 

question).   

 Questions 16-45 were all broken down into a four-item Likert scale question with options 

for strongly disagree, disagree, agree, and strongly agree.  When running analyses on this data, 

strongly disagree was coded at a “1”, disagree at a “2”, agree at a “3”, and strongly agree at a 
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“4”.  Table 3-2 shows the number who responded to the question, the mean and the standard 

deviations for each question. 

Table 3-2.  Mean responses and standard deviations. 

Survey Question N Mean SD 

My child enjoys homework. 75 2.00 .000 

Homework helps my child learn. 74 3.20 .405 

Homework helps my child get better FCAT scores. 74 2.39 .808 

Homework helps my child get better report card grades. 74 2.99 1.104 

My child gets enough homework from school. 72 2.40 .494 

My child has enough time to do his/her homework. 72 3.25 .436 

I end up doing more of the homework than my child. 72 2.01 .661 

The FCAT represents your child’s grades fairly. 65 2.29 .458 

FCAT scores are more important than report card grades. 71 2.79 .754 

Your child’s FCAT score reflects his/her report card grades. 71 2.17 .737 

FCAT scores are important. 75 2.77 .421 

The FCAT is important in determining your child’s 

academic development. 

75 2.17 .381 

The FCAT is a good representation of your child’s academic 

ability. 

74 1.96 .629 

The FCAT is a good indicator of your child’s future 

academic success. 

73 1.97 .623 

Report Card grades are important. 73 3.42 .498 

Report card grades are important in determining your 

child’s academic development. 

73 3.22 .417 

Report card grades are a good representation of your child’s 

academic ability. 

73 3.03 .645 

Report card grades are a good indicator of your child’s 

future academic success. 

73 3.01 .656 

You have a strong influence on your child’s FCAT scores. 72 1.78 .419 

You are the greatest influence on your child’s FCAT scores. 72 2.10 .342 

It is up to my child how well he/she does on FCAT scores. 72 3.38 .488 

The teacher is the greatest influence on your child’s test 

scores. 

72 3.03 .627 

Your child can do better on the FCAT. 72 2.79 .409 

The educational system is responsible for your child’s 

FCAT scores. 

72 3.00 .168 

You have a strong influence on your child’s grades. 72 3.14 .387 

You are the greatest influence on your child’s report card 

grades. 

72 2.76 .741 

It is up to my child how well he/she does on report care 

grades. 

72 2.79 .730 

The teacher is the greatest influence on your child’s report 

card grades. 

72 2.58 .783 

Your child can do better on his or her grade. 72 3.21 .409 
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Table 3-2.  Continued    

Survey Question N Mean SD 

The educational system is responsible for your child’s 

grades. 

72 2.79 .409 

 

Respondent answers for question 16-45 were combined into whether they agree with the 

statement (if they selected agree or strongly agree) or whether they did not (if they selected 

disagree or strongly disagree).  Table 3-3 lists the questions that the majority agreed with and the 

percentage that agreed.  Adversely, table 3-4 lists the questions that the majority disagreed with 

and the percentage that disagreed.   

Table 3-3.  Selected questions that the majority of respondents agreed with and the percentage 

that agreed with it. 

Survey Question N Agreed 

Homework helps my child learn. 74 93.7% 

Homework helps my child get better FCAT scores. 74 55.7% 

Homework helps my child get better report card grades. 74 74.7% 

My child has enough time to do his/her homework. 72 91.1% 

FCAT scores are more important than report card grades. 71 53.2% 

FCAT scores are important. 75 73.4% 

Report Card grades are important. 73 92.4% 

Report card grades are important in determining your child’s academic 

development. 

73 92.4% 

Report card grades are a good representation of your child’s academic 

ability. 

73 74.7% 

Report card grades are a good indicator of your child’s future academic 

success. 

73 73.4% 

The teacher is the greatest influence on your child’s test scores. 72 74.7% 

Your child can do better on the FCAT. 72 72.2% 

The educational system is responsible for your child’s FCAT scores. 72 98.6% 

You have a strong influence on your child’s grades. 72 98.6% 

You are the greatest influence on your child’s report card grades. 72 53.2% 

It is up to my child how well he/she does on report care grades. 72 55.7% 

Your child can do better on his or her grade. 72 100.0% 

The educational system is responsible for your child’s grades.  72 79.2% 

 

Table 3-4.  Selected questions that the majority of respondents disagreed with and the percentage 

that disagreed with it. 

Survey Question N Disagreed 

My child enjoys homework. 75 94.9% 

My child gets enough homework from school. 72 54.4% 

I end up doing more of the homework than my child. 72 70.9% 
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Table 3-4.  Continued 

Survey Question N Disagreed 

The FCAT represents your child’s grades fairly. 71 58.2% 

Your child’s FCAT score reflects his/her report card grades. 71 57.0% 

The FCAT is important in determining your child’s academic 

development. 

75 78.5% 

The FCAT is a good representation of your child’s academic ability. 74 77.2% 

The FCAT is a good indicator of your child’s future academic success. 73 75.9% 

You have a strong influence on your child’s FCAT scores. 72 91.1% 

You are the greatest influence on your child’s FCAT scores. 72 83.5% 

It is up to my child how well he/she does on FCAT scores. 72 91.1% 

The teacher is the greatest influence on your child’s report card grades. 72 54.4% 

 

Several studies have found that there is a difference between males and females on Grade 

Point average (which are calculated by report card grades) and also standardized testing 

(Willingham and Cole, 1997; Johnson et al, 2005; Bartels, Rietveld, Van Baal & Boomsma, 

2002; and Hicks et al., 2007).  This data set was analyzed using an Independent Sample t-test as 

reported in Table 3-5.  The results show that although there was no significant difference 

between males and females on report card scores, there is a statistical significant difference 

between gender on FCAT scores (P-value of .000 for math and a p=.004 for science).   

Table 3-5.  Independent t-test for gender on Math report card grades, science reported grades, 

Math FCAT scores, and Science FCAT scores. 

 T test Df Sig (2-tailed) 

Math Grade .000 36.860 1.000 

Science Grade -1.738 50.088 .088 

FCAT Math 6.322 34.068 .000 

FCAT Science -3.031 49.301 .004 

 

Other studies have tested a student’s expectations and the correlation with their academic 

performance (Mau, 1995; Seginer & Vermulst, 2002), so included in this study is whether 

parental expectations of future educational attainment is related to current grades and or 
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standardized exam scores.  Raty & Kasanen (2007) found that parent perceptions in Finland on 

their child’s mathematic and language abilities affected their child’s grades to a slight degree and 

what the parent believes the competence of the child is in either subject.  The parents begin to 

create stereotypes of what he or she can accomplish as early as the third grade and then solidify 

those beliefs in the fifth grade with their description of the child’s competencies (Jeynes, 2007).  

This expectation can increase motivation or may involve additional resources with which to 

attain higher scores, therefore adding to CIV.  

An ANOVA was conducted to test a correlation between what the parents planned for their 

child to do after school with the child’s current grades.  Since there were more than two groups 

to compare, an ANOVA was analyzed in SPSS and the results are reported in Table 3-6.  There 

were five choices from which parents could choose for their child.  Two choices; they “did not 

know” and “work full-time” were not chosen.  The other three choices: “attend a four-year 

college”, “attend a community college or technical school” or “join the military” were all 

selected and tested.  SPSS reported that there was no significant difference between the groups in 

their math report card grades F(2, 72) = 0.01, p = 0.990.  There were, however, significant 

effects for what the parent’s beliefs were of the future of their child and the grades that the child 

was receiving in science on their report care grade F(2, 72) = 5.885, p = 0.004.  There was also 

significant effects for the FCAT scores in both subjects; F(1,49) = 8.901, p = 0.004 in Math and 

F(1,49) = 5.378, p = 0.025. 

Table 3-6.  ANOVA Results correlating parent’s educational plans for the child with the child’s 

current academic standing. 

  Sum of 

Squares df 

Mean 

Square F Sig. 

Report Card Grade in 

Math 

Between 

Groups 
.009 2 .004 .010 .990 

Within Groups 30.978 72 .430   
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Table 3-6. Continued       

  Sum of 

Squares df 

Mean 

Square F Sig. 

 Total 30.987 74    

Report Card Grade in 

Science 

Between 

Groups 
5.984 2 2.992 5.885 .004 

Within Groups 36.603 72 .508   

Total 42.587 74    

FCAT Score in Math Between 

Groups 
2.249 1 2.249 8.901 .004 

Within Groups 12.379 49 .253   

Total 14.627 50    

FCAT Score in 

Science 

Between 

Groups 
1.179 1 1.179 5.378 .025 

Within Groups 10.742 49 .219   

Total 11.922 50    
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CHAPTER 4 

DISCUSSION 

Discussion and Findings 

The survey was designed to measure three areas of parental opinions on their child’s 

scores on report card grades and FCAT scores: general opinions, consequences of scores, and the 

locus of control.  Parents were in agreement that homework helps their child learn (93.7%), but 

more parents believed that homework helped on report card grades than it did FCAT scores 

(74.7% compared to 55.7%), even with the reported validity issues of report card scores.  This 

could be a possible threat to validity since homework should help content knowledge and both 

the FCAT and report card grades are based on content.  When asked if their child receives 

enough homework, it was more evenly (54% vs. 36%), but the majority agreed that plenty of 

time was given to complete homework.  This was answered after parents help their child with 

homework for a total time of an average of 1 to 3 hours of English homework, 1 hour of Math 

homework, and 1 hour of additional homework in other subjects per week.   

 The results for helping with English homework seems to run counter intuitive, as 

respondents either helped their child with less than one hour of homework (38.7% ), or helped 

them with 3 to 5 hours of homework (36.0%)  Only 5.3% helped from 1 to 3 hours.  I would 

hypothesize that this could be based on demand of the student; either the child does not do well 

in English and needs the extra time, or the student does well in English and does not need the 

extra help.  It is also possible that the since the question asked how much help with homework 

was assisted with each week, the respondent simply took one hour a day and multiplied it by 

five.  With 92% working full-time, it is probably not because of available time as all parents 

work over 40 hours.   
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 When comparing FCAT scores against report card grades, question number 15 directly 

asked the parent what they would believe if either evaluative proponent did not match up.  As 

reported earlier, 58.2% responded with school grades are accurate but FCAT scores are not.  This 

seems almost contradictory with the responses to a later question that asked if FCAT scores are 

more important than report card grades, of which 53.2% agreed or strongly agreed.  A different 

but similar question asks if FCAT scores are important of which 73.4% agreed.  It is believed 

that this is because parents do not agree that FCAT scores are reflective or supportive of report 

care grades nor are they best used to tell of a student’s educational content evaluation.  But 

parents believe that the FCAT scores are important for other things.  As discussed previously, 

FCAT scores are used for five things.  Although not specifically surveyed for in this 

questionnaire, it can be ascertained that people want to hold schools accountable and want to 

have a measure to compare students across schools and to see progress being made, but that they 

do not perceive the FCAT as the most beneficial means to test academic achievement describing 

validity.  The parents do not believe in the interpretations that the FCAT scores are being utilized 

for, but still rely on faith in report card scores to accurately portray proper construct 

representation.  

 This is further supported when 78.5% of parents disagree that FCAT scores are important 

in determining academic development and disagree with the FCAT being a good representation 

of academic ability or future success.  Parents are not in agreement that the FCAT is a valid 

indicator of achievement.  Parents continuously respond with report card grades being better 

indicators for these measures.   

It is important to note that the CRESST Study in 1995 found that parents were more 

supportive of standardized testing at the beginning of the year then at the end.  The surveys 
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conducted here were all given at the end of the year and not time spaced.  A future research study 

could be done which analyzes the differences in public opinion at multiple times of the year to 

determine a change in support for FCAT scores. 

 The final portion on the survey measured opinions of who has control over the grades or 

FCAT scores.  The questions were aimed at determining who was believed to have more control; 

parents, teachers, or the child.  Parents agreed that the teacher has the most influence on the 

child’s FCAT scores, and that neither the parent nor the child have the greatest influence.  The 

parent also believes that they have a strong influence on their child’s grades as well as the child 

themselves having an important role but that the teacher is not the greatest influence.  Parents 

agree that the educational system itself is responsible for both FCAT scores and report card 

grades.  It is possible that parents do not find that the FCAT measures construct areas accurately, 

or that there is a lot of CIV which destroys the validity of the score.   

 Although standardized testing was implemented in the educational system to curb the 

unreliability and poor validity of school report card grades, parents are under the belief that these 

standardized exams are not doing a good job.  Parents still rely on report card grades to measure 

the construct of their child’s learning abilities while disregarding the results of the FCAT.  

Parents do see a need to have an instrument to measure abilities across schools and measure 

progress, but are not favoring the FCAT to provide this information. 

 No matter what the measure of achievement was, parents believed that their child was not 

living up to his or her potential.  Seventy-two percent believed that their child could do better on 

the FCAT and all of the respondents that participated in this survey believed that their child 

could do better on his or her report card grade.   



 

35 

Limitations and Future Studies 

 A key limitation in this study was that the scores for the FCAT and report card grades 

were self-reported by the parent.  For the purpose of the study it was assumed that the accuracy 

of the reported score was correct.  Future studies, if the time and resources are available, should 

try to get exact scores from the county and then match them to the individuals.   

 A second limitation is the lack of generalizability due to the area of study.  The 

population in this sample is from a small area in the northern part of Florida, and more 

specifically, Alachua County.  It can be further broken down into lower economic status schools 

and classrooms, since that is where the participants stem from.  Again, if time and resources 

available, it would be more beneficial in terms of generalizing the results to a larger scale if a 

broader sample is used. 

 This survey did not contain open ended items for parents to state any comments or 

concerns on, but that did not refrain them from filling in additional opinions as they saw 

necessary.  Those with the strongest opinions would be those that write in the margins. Parents 

believe that the FCAT scores are more for the school and less for their students.  A survey 

designed with this specifically in mind could be completed that has more open-ended questions 

aimed at this resolution.  Parent opinions of the FCAT have also been affected by the opinions of 

teachers.  This is a classic situation where two sides are competing for a solution and fighting 

over the method of use.  On the one side are politicians who want accountability and on the other 

are the teachers who believe that a standardized exam decreases the versatility and freedom to 

teach the students items that may not be able to be measured in a standardized exam.  The 

parents who wrote additional opinions in the margins seem to side with both.  They explain that 

teachers dislike the FCAT but parents still show an agreement to the importance of the FCAT.  
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The following statement sums up a general opinion of parents and something that needs to be 

captured better in further studies. 

There is so much emphasis of the school trying to get an A that the everyday teaching is 

falling short. When a school gets too many F’s they close the school, which doesn’t make 

much sense.  You close a school and that will cause overcrowding in the surrounding 

schools.  This is not fixing the problem, it is causing other problems. 

 The FCAT would be a great tool if it was used correctly. 

-Anonymous 
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APPENDIX 

PARENTAL ATTITUDES SURVEY ON FCAT SCORES AND REPORT CARD GRADES 

Increasingly, FCAT scores are taking on a greater role in your child’s education and future 

school curriculum.  Therefore, it is important to gather your opinions on FCAT scores and report 

card grades.  Please take the time to answer the following questions.  When finished, please have 

you child turn this survey back in to his/her teacher.  Thank you for your time.  

 

INSTRUCTIONS: PLEASE CHECK THE CORRESPONDING ANSWER.  IF YOU HAVE MORE THAN ONE 

CHILD, PLEASE BASE THE ANSWERS ON THE ONE CHILD THAT BROUGHT THIS HOME TO YOU. 

 

1.  What is your gender? 

___ Male 

  ___ Female 

 

2.  What is your age category? 

___ 20-29   

    ___ 30-39   

    ___ 40-49   

    ___ 50-59   
    

___ >60   

 

3.  How many children do you have in school? 

___ 1 

  ___ 2 

  ___ 3 

  ___ 4 
  

___ >5 

 

4.  What grade is your child in? 

___ 6 

  ___ 7 

  ___ 8 

 

5.  What is the gender of your child?   

___ Male 

  ___ Female 

 

 6.  What is your employment status? 

 

___ Unemployed 

  ___ Part Time 

  ___ Full Time 
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___ Housemaker 

 

7.  In which of the following activities does your child participate in after school?  (Check all 

that apply.)  

___ Tutoring (either private or at school) 

  ___ An after-school program at school  

  ___ An after-school program that does NOT take place at school  

  ___ Individual lessons (such as ballet, karate, musical instrument, etc.) 
  

___ Sports team(s)  
  

___ My child does not participate in any after-school activities. 

 

8.  In a typical week, in which of the following activities does your child participate in after 

school?  (Check all that apply.)  

___ Getting help on homework from my parent(s)/guardian(s)  

  ___ Getting help on homework at the after-school program  

  ___ Going to the library  

  ___ Doing research on the Internet  
  

___ Participating in community service  
  

___ My child does not participate in any of these activities. 

 

 

9.  Approximately how much time do you spend helping your child with English homework 

each week?  

 

___ Less than 1 hour  

  ___ 1 to 3 hours 

  ___ 3 to 5 hours 

  ___ More than 5 hours 
  

___ Unsure 

 

10.  Approximately how much time do you spend helping your child on Math homework each 

week? 

___ Less than 1 hour  

  ___ 1 to 3 hours 

  ___ 3 to 5 hours 

  ___ More than 5 hours 
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___ Unsure 

  

11.  Approximately how much time do you spend on helping your child on homework for classes 

other than English or Math?  

___ Less than 1 hour  

  ___ 1 to 3 hours 

  ___ 3 to 5 hours 

  ___ More than 5 hours 
  

___ Unsure 
  

 

12.  What was your child’s last report card grade: 

In math? In Science? 

    ___ A ___ A 

    ___ B ___ B 

    ___ C ___ C 
    

___ D ___ D 
    

___ F ___ F 

 

13.  What was your child’s last FCAT score: 

In math? In Science? 

    ___ 5 ___ 5 

    ___ 4 ___ 4 

    ___ 3 ___ 3 
    

___ 2 ___ 2 
    

___ 1 ___ 1 

 

 

14.  Which of the following best describes your current plans for what your child will do after 

they finish high school?  

___ Attend a four-year college 

  ___ Attend a community college, business school, or technical school 

  ___ Work full-time  

  ___ Join the military  
  

___ Do not know  
  

 

 

15.  If your child’s scores on FCAT were not consistent with school grades, which would you 

believe: 

___ FCAT scores are accurate and school grades are not  
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___ School grades are accurate and FCAT scores are not 

  ___ Both are accurate, but they measure different aspects of my child’s achievement 

  ___ I would not know what to think  
  

 

INSTRUCTIONS:  INDICATE THE EXTENT TO WHICH YOU AGREE WITH THE FOLLOWING 

STATEMENTS REGARDING YOUR OPINION OF THE FCAT AND REPORT CARD GRADES. (CIRCLE 

YOUR RESPONSE). 

 

SD = Strongly Disagree  D=Disagree  A=Agree  SA=Strongly 

Agree 

 

16.  My child enjoys homework.  SD D A SA 

17.  Homework helps my child learn.  SD D A SA 

18.  Homework helps my child get better FCAT 

scores. 

 
SD D A SA 

19.  Homework helps my child get better report 

card grades. 

 
SD D A SA 

20.  My child gets enough homework from school.  SD D A SA 

21.  My child has enough time to do his/her 

homework. 

 
SD D A SA 

22.  I end up doing more of the homework than my 

child. 

 
SD D A SA 

23.  The FCAT represents your child’s grades 

fairly. 

 
SD D A SA 

24.  FCAT scores are more important than report 

card grades. 

 
SD D A SA 

25.  Your child’s FCAT score reflects his/her 

report card grades. 

 
SD D A SA 

 

Consequences 

26.  FCAT scores are important.  SD D A SA 

27.  The FCAT is important in determining your 

child’s academic development. 

 
SD D A SA 

28.  The FCAT is a good representation of your 

child’s academic ability. 

 
SD D A SA 

29.  The FCAT is a good indicator of your child’s 

future academic success. 

 
SD D A SA 

30.  Report Card grades are important.  SD D A SA 

31.  Report card grades are important in 

determining your child’s academic development. 

 
SD D A SA 

32.  Report card grades are a good representation 

of your child’s academic ability. 

 
SD D A SA 

33.  Report card grades are a good indicator of 

your child’s future academic success. 

 
SD D A SA 
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Locus of Control 

34.  You have a strong influence on your child’s 

FCAT scores. 

 
SD D A SA 

35.  You are the greatest influence on your child’s 

FCAT scores. 

 
SD D A SA 

36.  It is up to my child how well he/she does on 

FCAT scores. 

 
SD D A SA 

37.  The teacher is the greatest influence on your 

child’s test scores. 

 
SD D A SA 

38.  Your child can do better on the FCAT.  SD D A SA 

39.  The educational system is responsible for your 

child’s FCAT scores. 

 
SD D A SA 

40.  You have a strong influence on your child’s 

grades. 

 
SD D A SA 

41.  You are the greatest influence on your child’s 

report card grades. 

 
SD D A SA 

42.  It is up to my child how well he/she does on 

report care grades. 

 
SD D A SA 

43.  The teacher is the greatest influence on your 

child’s report card grades. 

 
SD D A SA 

44.  Your child can do better on his or her grade.  SD D A SA 

45.  The educational system is responsible for your 

child’s grades. 

 
SD D A SA 
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