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Preface

Children learn at home, in school and in the
community. Collaboration between parents,
schools and communitiesis necessary to the
optimize of pupils developmental opportunities,
the enhancement of pupils’ educational careers
and theimprovement of teachers' task
performance.

ERNAPE (European Research Network About
Parentsin Education) is an association of research
networksin the area of education, in particular
parentsin education. In 1993 the association was
established with the aim to share research results
and stimulate research at al levels.

A first conference ‘' Education is Partnership’ was
held in Copenhagen, Denmark, in 1996.

The second roundtable conference ‘ Building
bridges between home and school’ wasin
Amsterdam, the Netherlands, in 1999.

On 22, 23 and 24 November 2001 the third
conference was organized at the | chthus College
in Rotterdam, the Netherlands. During this
conference the current state of affairs, models,
strategies, legidation, experiencesand

Nijmegen/Amsterdam, November 2001

prof. dr. Hans Mastop
director ITS

prof. dr. Hetty Dekkers
director NUOVO

experiments concerning collaboration between
home-school-communities were discussed.

The participants came from many countriesin
Europeincluding Hungarian, the Czech Republic,
Poland, Croatia, Bosnia Herzegovina, Macedonia,
Bulgariaand a so Cyprus. From outside Europe,
the United States of America, Australia, Canada
and Malaysiawere represented. The participants
were not only researchers but al so represented
ministries of education, parent organisations,
teacher organisations and schools.

One researcher fromthe ITS, in collaboration
with specialistson parent participation from the
University of Nijmegen and the SCO-K ohnstamm
Institute have brought together in thisvolumethe
recent scientific and socia developmentsin
relation to the collaboration between families,
schools and communities.

We hopethat thisvolume stimulatesto build a
well-designed bridge that connect and unite all
partners at home, in school and inthe
communitiesto increase pupils success.

dr. Anton Nijssen
director SCO-Kohnstamm Ingtitute
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Introduction: A Bridge to the Future

Thisvolumeisacollection of 35 essays, grouped
into three sections, on thetheme of parents,
school and community.

Thefirst part contains parents’ orientation and
reflections on the collaboration between home,
school (Don Davies), conceptua partnerships of
home-school partnerships (Rollande Dedlandes),
family education and implicationsfor partnership
with school s (Ragquel-AmayaMartinez Gonzal ez)
and family-school liaisons (L 0izos Symeou).
Loesvan Tilborg and Wander van Esgive their
vision on the relation between government,
school and parents. Kategina Emmerovaand
Milada Rabusi cova explore questions about the
rel ationships between parents and school inthe
Czech Republic. Eddie Denessen, Geert Driessen,
Frederik Smit and Peter Sleegers focus on the
culture differencesin education. Jacques Braster
presents findings of astudy of the parental need
for pluralistic education. Paul Jungbluth givesan
description of issues relating to minority parents
in the Netherlands. Raili Kérkkainen reports
about the interaction process between children
and adults. Miek Laemers and Frans Brekelmans
givean overview of the position of parentsin
primary and secondary educationinthe
Netherlands. To finish thisfirst section Juliette
Vermaas presents an eval uation of thelegal
functions of the complaintsregulation in primary
and secondary education in the Netherlands.

The second part is devoted to the school
perspective on collaboration between families,
school and community. Cees Klaassen and
Frederik Smit describe the changing
responsibilities between home and school and the
consequences for the pedagogical professionality
of teachers. Andrea Laczik givesan example of
home-school relationshipsin a Russian school.
Jacqueline McGilp presents an analysis of

lifelong learning and parental contribution. Maria
Mendel focusesin her study on the orientations of
American and Polish teachers about school-
family community partnerships. The study of
Sean Neill concerns the position of parentsinthe
school system. Theresearch of Keesvan der Wolf
and Tanjavan Beukering focuses on working
with challenging parents within the framework of
inclusive education. Pirjo Nuutinen reports what
Finnish teachersthink about their power position
inrelation to parents. The study of Sharifah Md.
Nor and Jennifer Wee Beng Neo concerns
involving parentsin children’ seducationin
Malaysia

The third section reports on anumber of
investigations rel ated tot specific aspects of
school-family-community relations. Birte Ravn
presents her ideas about teacher training on
parentsin education. The study of DianaB. Hiatt-
Michael concerns preparing teachersto work with
parents. Helen Phtiakareports on parental
perspectives on special educationin Cyprus.
ElzbietaBielecka showsthe results of astudy into
children and youth from socially deprived
familiesin Poland. Willy Lahaye and his
colleagues (Nimal and Couvreur) focus on young
peopl € srepresentations of school and family
relationshipsin Belgium. Stefano Castelli and
LucaVanin explore questions about school -
family relationsin Italy. Sally Wade presentsa
survey of parents of children with disabilities.
Martha Allexsaht-Snider and Stacy Schwartz
describe the family, school, and community
intersectionsin teacher education and

professiona development. Miriam David givesan
overview of changesin policiesand practicesin
relation to families, gender and education. Laura
De Clarapresentsfindings of their study into the
role of the mediain education. The research of
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Freda Rockliffe reports astudy on mathematicsin
aCanadian el ementary school. Metin Alkan
focusesonracismin education inthe
Netherlands. Frederik Smit, Geert Driessen and
Peter Sleegersdescribetheir study intothe

rel ationshi psbetween parents of ethnic minority
children, the schools and supporting institutions
inthelocal community. The study of Anne Bert
Dijkstra& Lex Herweijer concernsthe
relationship between motivesfor choiceand
denomination in primary education in asystem of
choice.

Finally IskraMaksimovic & Alvard Harutynyan
describe strong linkages among involved parents
to improve the educational systems and societies
of emerging democraties.

The contributionsto this volume were presented
at the European Research Network About Parents
and Education (ERNAPE) held in Rotterdam (the
Netherlands) on 22, 23 and 24 November 2001.

Frederik Smit
Keesvan der Wolf
Peter Sleegers
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Parents' perspectives on the collaboration
between home and school
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Can schools help to build a bridge to a new democratic

future?

Don Davies

Many gurus, journalists, and ordinary people
these days are saying that nothing will bethe
samein theworld after September 11. Many are
talking - often very vaguely and grandly-about a
New World Order - influenced by theinevitability
of Globalism, the pervasive power of electronic
communication, theimpact of mass popular
culture, and our long-term struggle to reduce
terrorism.

But, we must ask what will be the shape and spirit
and substance of this changed world and the New
Order. Predicting what will beisavery uncertain
proposition, so | find it more interesting and more
important as an educator to ask what should be
the shape and spirit and substance of our future?
But, this question is even more difficult and
certain to produce disagreement and controversy.
But, that isthe way it should be.

Thisbrings meto the question | have been
wrestling with ever sincethetruly horrible
tragediesin my country on September 11 and
aftermath of those events, which are still
unfolding.

Hereisthe question and the frame for my brief
comments here this morning:

Can the school have asignificant impact on the
shape and spirit and substance of our world in this
new century?

Can the school make areal difference? Y ou can
imagine that | am talking about schoolsin

Americaonly, or schoolsin the Western world, or
schools everywhere.

| have been wrestling in an often confused and
sometimes rambling state of mind with this
question and its more specific and personal
follow-on:

Can the school make areal difference? Can
teachers, parents, and communities help the
bridge that is needed to reach amore democratic
future, anew world social order?

Here, | must put in my own and inevitably
controversia personal views about the direction
of change. Because without some clarity and
some agreement about direction, the new world
order might be that envisioned by Hitler, or one
of the early Popes who spurred the Crusades, or
by Osama Ben Laden or other radical ISamic
fundamentalists, or by American politicians who
want aworld that |ooks exactly like our
prosperous, supposedly allpowerful, capitalist,
materialist, Superpower America.

So, my question then becomes: Can the schools
contribute significantly to anew changed socia
order:

- Inwhich we share material resources more
equitably.

- Inwhich we make more widely available
decent housing, health care and opportunities
for work, leisure, and education.

- Inwhichwe have greatly reduced violence of
al kinds (including, of course, terrorism).
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- Inwhich we havelearned how to reduce and
control hatred, hostility, suspicion, and fear
between and among peopl e across boundaries
of nations, regions, continents, races and ethnic
groups, religions, genders.

- Inwhich we have achieved agood, workable
balance between individual freedom and, and
responsibilities and between local and
collective, socia interests.

- Inwhich social justiceis more widely practiced
for al.

- Inwhich we havelearned better to enhanceto
protect our natural environment and our
cultural and esthetic treasures.

That long listof ‘inwhich’s' point to most of the
main elements of my own vision of amore
democratic society, of what | mean by anew
social order. Now, what can and should school do
to help to build abridgeto that future?

First and most importantly They should not and
cannot do much that matters - except in
collaboration with their students, the families of
those students, and the community institutions,
agencies and residents.

Among the most helpful ideas | have found inthe
past few weeksisin abook written seventy years
ago by George S. Counts, then awell-known
educational philosopher at the Teachers College
of Columbia University, where| studied (but not
quite 70 years ago). His 1932 book (now largely
forgotten) was entitled Dare the School Build a
New Social Order? It created ahuge stir in the
educational world.

| just havere-read it and find much of it very
relevant in 2001.

Counts pointed out that Americans have a
sublimeand naivefaithin education. Many are
convinced that education isthe one unfailing
remedy for every ill to which mankind is subject.
Some Americans speak glibly about the
reconstruction of the society through education.
Herejected thisideathat the schools can do

everything but at the same time asserted that they
can and should do alot toward the kind of
democratic social order that he believed in which
isquite similar to the vision that | have sketched
here.

Counts thought that the unique power that school
possessed was its ability to formulate and
articulate theideal of a democratic society, to
communicatethat ideal to students, and to
encourage themto use that ideal asa standard
for judging themselves and their society.

| agree with this point, and | want to build on it,

and to suggest briefly some work and action for

schools, families, and communities together in

order for the school to help build anew more

democratic order. | will briefly suggest four

arenasfor possible work and action:

1. What children are taught: content and

experience.

. The school asamodel of democratic practice.

. School and community exchange.

4. Leadership by teachers unions and parent
associationsin support of aprogressive socia
agenda.

[OSIN\)

Please understand that | have neither the time nor
the capacity to offer specific details,
prescriptions, or advice about how todoiit. | ask
you to be patient with general ideas and
directions.

First, what children aretaught: content and
experience

Problem: Most countries now use textbooks and
curriculum which either subtly or blatantly to
promote only national prideand valuesand an
ethnocentric Establishment-authorized view of
history. Examples: In the USfew schoolsteach
children much about our treatment of the Native
Americans, which was sometimes out and out
genocide. M ost countries push patriotism, but
seldom salute the world globe aswell astheir
own flag. Few of our schools give abalanced
view of the struggle of labor unionsin years past
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and their mistreatment by corporate Americaand
the government. Many schools stress only the
academic development of children neglecting
their physical and emotional devel opment.

Clearly, we need to offer children more multi-
cultural, multi-national content and experience
and we need to help children develop the
confidence and skill to analyze both past and
present eventscritically.

At the same time we need to attend both the
intellectual and the physical and emotional needs
of learners. We know that children that are
hungry, frightened, ill-clad, or emotionally
unstable can not be good learners.

In my opinion childrenin anew democratic order
need to understand and respect their own roots,
culture, language, and community traditionsasa
needed foundation for understanding and
respecting the roots, cultures, and traditions of
others.

| recognize that what | am suggesting is
politically impossible in ademocratic society, and
can't even be approached in alimited way
without the support and collaboration of families
and the decision-makersin communities, state,
and national capitals. A supportive political
climateis needed, and as Counts said, schools
have only limited capacity to affect the broader
political and economic system.

Second: the school asa modéd of democr atic
practice

Problem: In the US and many other Western
countriesthereisahuge gap in academic
achievement and success between children of
poor, working class and immigrant familiesand
children of the dominant middle class and more
affluent families.

In the US and many others many schools operate
with tight, top-down management, which alows
for littleif any participation in decision-making
by students or parents. In these schoolsis honored

in books, ceremonies, and lectures, but not
actually practiced.

Democratic practice requiresmorethan talk. It
reguires policiesand practicesthat promote
academic and socia successfor al children,
regardless of their background. The new
democratic social order will beimpossibleif
societies continue to practice educational triage,
consigning asubstantial percentage of young
peopleto second or third classrolesinlife.

Closing this gap would be abig contribution to
building the new social order, but everyone here
will agree, | believe, that this cannot be achieved
without real and continuing support and
collaboration of parents and the key ingtitutions
and agenciesin the community.

A school can also work in other waystoward
becoming amodel, an example, of democratic
ideasin practices. These ideas are obviousto us,
including.

Respect for others, including those that are
different.

Opportunitiesfor al in the school community -
students, teachers, parents, administrators, school
staff to haveinfluence on the decisionsthat affect
them.

Workable mechanismsfor decision-making
allowing parentsareal voicein theimportant
decisions of the school and school system -
decisions about budgets, curriculum, and
personnel.

Mechanismsfor resolving conflict and differences
through negotiation and compromise.
Recognition of the different needs, talents, and
|earning style of students.

And, of course, many of you will agree that
students (and parents and teachers) learn more
about democracy from being apart of itina
school than they will by reading textbooks or
hearing lectures about democracy.
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Afew schoolsinthe countriesrepresented here
are making some progress on thisfront, asweare
hearing at this conference.

Third, school-community exchange
Problem: In the USthetraditional isolation of
schools from other community institutions and
agencies continuesin many places. Too many
schoolsin the US see connections with the
community as a process of getting money,
equipment, and political support rather thana
genuine exchange.

My experience over many years has shown me
that the most productive relationship between a
school and its community isbased on mutual self-
interest theory and requires the school to expand
the contribution that it can maketo the
community just asit seeksto increasethe
resourcesthat the community can offer the
school. Schools have facilities and equipment, the
expertise of teachersand administrators, jobs for
local residents, and the energy and time of their
students.

Community Services programs for young people
are agood way to help both the young people and
the community and an interesting way to help
shape ademocratic future by reinforcing the
belief of young peoplethat every individual can
make a difference.

(An example: Providence Collegein Rhode
Island is using foundation grant money to create a
network of 250 public high schools to advance
civic engagement, beginning astudent led civic
audit to assesswhat their schools are doing well
to provide opportunitiesfor themto participatein
the public life of their communities and what
areas could beimproved.)

In addition, the school | am envisioning will bea
genuine community school offering needed
courses, training, meeting places and help to
parents and other adultsin the community in
collaboration with other community institutions.

Such aschool islively part of thelife of the
community.

Fourth: theroleof teacher sunionsand parent
associationsin support of a progressive social
agenda

Problem: Teacher unionsinthe US, which quite
properly and by definition attend to the economic
interests of their members, often drag their feet
and oppose school reform efforts, including any
seriousinvolvement of parents and the
community.

Our unions have tended (with someimportant
exceptions) to be cautious about promoting
progressive social agenda. And, in at least athird
of our statesthey are politically very weak.

Inthe US parent associations have seen their role
as primarily to raise money and support the
school |eaderships agenda on educationa matters.
They have seldom been out in front on
progressive socid issues and have often been very
conservative and cautious.

George Countsin Darethe School Build a New
Social Order strongly advocatesamore
aggressive and progressiverolefor organized
teachers.

He makes this statement, which educators today
will seeasradical: ‘ The power that teachers
exercisein schools can be no greater than they
wieldin society. In order to be effective they
must throw off the slave psychology that has
dominated the mind of the pedagogue since
ancient Greeceln their own livesthey must
bridge the gap between school and society and
play some part in the fashioning of those great
commeon purposes, which should bind the two
together. * (p. 29 Dare the School Build aNew
Social Order (new edition) Southern Illinois
University Press, Carbondale lllinois, 1978).
Counts makes an interesting point here, but itis
politicaly unrealistic in most American
communities, unless the political and social
leadership of teachersis strongly supported and
protected by their unions.
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Counts urged organized teachersto spark the
labor movement to lead effortsto democratize
American life, focusing on improving the
conditions of socially marginal people and what
he called the ‘lower classes'.

It would certainly be auseful contribution to
building thekind of social order | have been
discussing hereif teachers' organizationsinthe
USwould take the lead on aprogressive social
agenda, including issuesof immigration,
mistreatment of gay people, affordable housing,
and economic policiesthat damage theworking
poor.

Unfortunately, Countsignores the role of parents
and parent associations. Robert Putnam, a
Harvard political scientist, haswritten awidely
discussed book, Bowling Alone, The Collapseand
Revival of American Community. Putnam’'s
studies demonstrate that one important element of
acivil society and stronger communitiesis
networks of civic associations. By civic

associ ations he means organi zations such as
parent groups, local choruses and orchestras,
sports clubs, neighborhood.

Putnam saysthat variousforms of parent
involvement - which we now often called
partnership - can be helpful in democratic

societies seeking to sustain and advance
democratic principles and to build a more civil
and prosperous and productive community.
Independent, community based parent and citizen
organi zations working on school issues can also
help to enliven local democracy. These
organizationsand parent associations linked to
the school s can be seen as having apotential
positiveimpact on the school’ s contribution to
building anew democratic social order, if they
deliberately and aggressively seek to do this.

Conclusion

A final point - onethat isboth scary and offers
hope. Samuel Huntington the Harvard Political
Scientist wrote abook in 1996: The Clash of
Civilizations and the Remaking of the World

Order.” He predicted that 21% Century global
conflict will occur not between nation states such
asthe United States, Russia, and China, but
between civilizations defined by shared values,
culture and religion. None will clash more
violently than the predominantly Christian
nations of the West and Muslim nations that
stretch from Africato Indonesia That is scary,
given the events of the last few weeks.

But, the hope lies, Huntington says, in making
progresstoward a more peaceful, universal
civilization - which can emerge gradually through
the exploration and expansion of our
communalities.

Helping young peoplediscover these
commonalities while not losing the special,
positive thingsthat make individuals and groups
different isatask within the reach of educators
and parents everywhere. And, thistask, which
callsfor collaboration and partnership.
Discovering commonalitiesisform of building
the bridge to the future, isn’t it?

Asl seeit just now, the challengein these
troubled and troubling times for my country and
yoursisto movetoward a culture that values
diversity aswell astraditional identity, that puts
socia justice ahead of profit, reconciliation ahead
of revenge, and common humanity ahead of tribal
interests. It isaculture that can face and not deny
its shortcomings and seek to remedy them.

To go back to the question | began with: Parents
and teachers and communities can helpto build
the bridge to a more democratic future, to that
new social order | envision.

But, we must not burden them with super-inflated
expectations nor underestimate the barriersand
the political and social redlities.

What | have wanted to say today isthat we should
do what we can in the spirit of school-family-
community partnership, and in that way, we CAN
make adifference.
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A vision of home-school partnership: three
complementary conceptual frameworks

Rollande Dedandes

Thispresentation aimsto examinethe
complementary nature of three conceptual
frameworks of home-school partnership.
Epstein’s (1987) overlapping spheres of influence
model illustratesaglobal and holistic vision of
partnership. Themodel of parental involvement
designed by Hoover-Dempsey and Sandler (1995,
1997) addsto understanding by focusing on
parental sense of efficacy and parental role
construction. The enabling and empowerment
model (Bouchard, 1998; Dunst et a., 1992)
focuses on theinfluence of attitudes and
behaviorswithin parent-teacher interactionsina
reciprocal partnership. A vision of collaborative
partnership appearsto prevail in Quebec schools
at the moment. Despite some reported difficulties,
however, reciprocal partnership representsa
promising avenue.

The school-family relation is currently atopic of
interest among parents, teachers, policymakers
and all thoseinvolved in childhood education, as
ismade clear in areport of the OECD (1997) and
aNotice of the Conseil supérieur de !’ éducation
(1998). It isthe subject of anumber of researches
at the provincial, national and international levels
aswell (e.g., Bouchard, 1998; Epstein, 1996,
2001; OECD, 1997; Pourtois & Desmit, 1997;
Vincent & Tomlinson, 1997). A study of both
theory and practice highlightsatrend towards
parental involvement, while the prevailing
political discourse aimsto devel op collaboration -
partnership, even - between schools and families.
Amendmentsto Quebec’ sEducation Actin
December 1997, for example, affirmed that

parents were partnersin school management by
virtue of their participation in the school council.
Thosein favor of the partnership approach cite
theresults of several researches demonstrating the
benefits of collaboration, notably, an
improvement in school grades, behaviorsand
attitudes (Epstein, 1996). Not everyone agrees
with thisapproach, however, especially those
who view partnership asameans of maintaining
teachers' professional control by considering
parental support asan option (Vincent &
Tomlinson, 1997). Still others deplorethe
predominance of avision of school-family
collaboration dictated solely by the school and its
teachers, insisting that aone-way partnershipis
not viable (Vincent & Tomlinson, 1997). Lareau
(1996), for her part, categorically rgjectsa
concept of partnership based on equal status,
since she believesteachers should have greater
power than parents. Cochran and Dean (1991)
call for compensatory programs of parent
education aswell asinterventions based on
enabling and empowerment (Dunst et al., 1992).
For Bouchard (1998), however, these two last
principles meet the very definition of partnership
as'.theactualization of the resourcesand
competencies of each’ (p. 23) (freetrandation). In
asimilar vein, the OECD (1997) describes
partnership as aprocess, sinceit involves
learning to work together and valuing each
partner’ s positive contribution to the relationship’
(p. 58) (freetrandation).

During training sessions for teachers and human
service practitioners, we often encountered
questions such asthe following: ‘What do you do
when the parents you want to see never cometo
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the school? or *What can be doneto attract
parentswho are difficult to reach? Thisled usto
reflect upon the notion of partnership that now
prevailsin schoolsin Quebec and upon how this
model of partnership correspondsto theone
advocated by various educational organizations.
The present communication will examinethe
complementary nature of the three conceptual
frameworks related to home-school partnerships:
themodel of overlapping spheres of influence
(Epstein, 1987), themodel of parental
involvement (Hoover-Dempsey, 1995, 1997) and
thefamily enabling and empowerment model
(Bouchard, 1998; Dunst et a., 1992). Of the
three, the model of parental involvement
(Hoover-Dempsey, 1995, 1997) will begiven
particular attention because of its concern with
the problem of difficultto-reach families. Finaly,
wewill take alook at the type of partnership that
now existsin several schoolsin Quebec, more
specifically at the secondary level.

Our view of genuine partnership isone based on
mutual trust, common goals and two-way
communication. To collaborateisto participatein
the accomplishment of atask or the assumption of
aresponsibility. Partnership istherefore a
collaborative rel ationship between two parties,
and parental involvement isameans of
establishingit. Certain authorsusetheterm
‘reciprocal’ partnership to describe amutual
sharing of tasks or responsibilities, and the term
‘collaborative’ or ‘associative’ partnershipto
describe a situation where atask or responsibility
isassumed at the request of the school andits
teachers (Bouchard, 1998; Boutin & Le Cren,
1998; Dunst et al., 1992; Epstein, 1992).

The Overlapping Spheres of Influence Model
Inspired by the ecological model of

Bronfenbrenner (1979, 1986) and designed from a
socia and organizational perspective (Litwak &
Meyer, 1974; Seeley, 1981, cited in Epstein,
1987, 1992, 1996), the overlapping spheres of
influence model emphasizes the cooperation and
complementarity of schoolsand families, and
encourages communication and collaboration
between the two institutions (Epstein, 1987,
1996). Thismodel consists of spheres
representing the family and the school that may
be pushed together or pulled apart by threeforces:
time (Force A), the characteristics, philosophies
and practices of the family (Force B) and those of
the school (Force C). These forces may or may
not help create occasionsfor shared activities
between the school and the family. We note, for
example, that the spheres overlap to agreater
extent during astudent’ s preschool and primary
school years (Force A). Likewise, when parents
participate in the education of their child (Force
B), the zone of interaction between thetwo
spheresincreases. The same scenario is repeated
when the teacher’ s activities encourage parental
involvement in schooling (Force C). Interaction
between the two spheresis at amaximum when
the school and the family function as genuine
partnerswithin an overall program that includesa
number of shared activities. The model

emphasi zes reciprocity among teachers, families
and students and recognizes that students are
active agentsin school-family relations. A teacher
may, for example, solicit parental involvement by
asking children to question members of their
families about the kinds of work they do. The
model assumes that an exchange of skills,
abilitiesand interests between parentsand
teachersthat is based upon mutual respect and a
sharing of common goalswill benefit children’s
learning and devel opment (Epstein, 1996, 2001).
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Figure 1 - Overlapping Spheres of Influence Model
Family School

Force B Force C
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- Philosophy - Philosophy

- Practices - Practices
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\4

Time/Age/Grade level

Key: Intrainstitutional interactions (lower case)
Interinstitutional interactions (upper case)
f/F: Family s/S: School

(Epstein, 1987, 1992, 1996, 2001)

School-family partnership activitieshavebeen
grouped into atypology consisting of six
categories: (a) parents’ basic obligationstowards
their children (type 1), such as supervision,
guidance and the provision of needed materials,
(b) the school’ sbasic obligationstowards
children and their families (type 2), such as
communicationsto parents about school programs
and students’ progress, (c) parental involvement
at schoal (type 3), shown by the volunteering of
parentsin the classroom and their attendance at
specia events; (d) parental involvement in home
learning (type4), including help with school
work, discussions about school, encouragement,
compliments, etc.; (€) parental involvementin
decision-making (school, school commission,
etc.) (type5), which refers, among other things, to
parents involvement in the school council, and

(f) collaboration with the community (type 6),that

a/A: Adolescent

p/P: Parent t/T: Teacher

is, exchanges among parents within the same
community (Epstein, 1992, 1996).

Parentswho arelessinvolved in the schooling of
their children are usually from non-traditional
familieswith lower levels of education (Force B)
(Dornbusch & Ritter, 1992; Deslandes, Potvin, &
Leclerc, 1999). These parents generally tend to
help achild morein primary than secondary
school, and to give more attention to onewho is
doing well or beginning to have problems than
onewho has been experiencing longstanding
difficulties (Force A) (Eccles & Harold, 1996). Of
the variables examined, the activities
implemented by the school, that is, school-family
partnership programs, have proved to be the best
predictors of parental involvement (Force C)
(Dauber & Epstein, 1993). In other words, parents
become moreinvolved in their children's
education at home and at school when they



14

A Bridge to the Future

perceive that their collaboration is actively
encouraged by the teachers and the schoal.
Taking as aguide the overlapping spheres of
influence model with itstypology of school-
family partnership activities, we recently did a
study comparing the levels of involvement of
parents of studentsin the regular secondary 111
program (N=525) with those of parents of
studentsin special education (N=112) (Deslandes,
Royer, Potvin, & Leclerc, 1999). Thelatter group
was composed of studentswith learning
difficulties or behavioral problemswho were at
least two years behind in school. Asreported in
the educational literature, the families of problem
students had lower levels of education and tended
tobenon-traditional (single-parent, blended or
other). The results showed significant differences
inthelevel of involvement of the two groups of
parents, particularly with respect to activities
categorized astype 1 (e.g., parental supervision),
type 3 (e.g., involvement in the school activities
of the student), and type 4 (e.g., home
involvement such as help with homework,
discussions and encouragement). Since these are
thevery types of parental involvement that havea
positive effect on school performance according
to students' perceptions, how can these
differences be explained? For an answer, we must
look beyond Epstein’s model to the model of
parental involvement designed by Hoover-
Demsey and Sandler (1995, 1997), which seems
to offer additional, or at |east more detailed, ways
of examining theissue.

Themodel of parental involvement

Shaped in part by Bronfenbrenner’ s ecological
model (1976, 1986) and based upon the results of
psychological and sociological studies, the model
of Hoover-Dempsey and Sandler (1995, 1997)
examinesthe process of parental involvement
beginning with parents’ decision to become
involved (table 2). The model, which isread from
bottom to top, reasonsthat parentsdecideto
participate when they understand that
collaboration is part of their role as parents, when
they believethey can positively influencetheir

child's education and when they perceive that the
child and the school wish them to beinvolved.
Themodel suggeststhat once parents makethe
decision to participate, they choose specific
activities shaped by their perception of their own
skillsand abilities, other demands on their time
and energy and specific invitationsto
involvement from children, teachers and schools.
Themodel & so holdsthat parental involvement
influences children’ s educational outcomes by
means of modeling, reinforcement and
instruction, three mechanismswhich are, in turn,
mediated by the developmental appropriateness of
parents’ strategies and thefit between parents
actions and the expectations of the school. The
goal of parental involvement hereisitsinfluence
onthe child’ s educational outcomes, particularly
hisor her knowledge, skillsand sense of efficacy
for succeeding in school. For the purposes of this
study, our discussion will belimited to thefirst
level of thismodel.

At thefirst level, the model suggeststhat parents
decision to become involved in their child's
education varies according to 1) their construction
of the parental role, 2) their sense of efficacy for
helping their child succeed, and 3) the invitations,
demands and opportunitiesfor involvement
presented by the child and the school.

1 - Construction of the Parental Role

Parental role construction isof primary
importance because it determines what type of
activities parentswill consider necessary when
interacting with their child. It isinfluenced by
their understanding of the parental role and their
views on child development, child-rearing and
home-support roles. Accordingly, parents are
unlikely to becomeinvolved if they believe
teaching should beleft solely to teachers (Ritter,
Mont-Reynaud & Dornbusch, 1993), or if they
are convinced an adolescent is primarily
responsiblefor hisor her own education (Eccles
& Harold, 1996). Role theory applied to parents
choicesregarding their child’ s education
(Forsyth, 1990) holdsthat the groupsto which
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Figure 2 - The Model of parental involvement
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parents belong — family, school, workplace— have
expectations about appropriate behaviors,
including those concerning parental involvement.
If the school expectslittle parental involvement,
for example, parentswill belessinclined to
participate (Epstein & Dauber, 1991).

Parents’ Beliefs About Child Development and
Child-Rearing

Relationshi ps have been established between
parental beliefs, values, goalsand knowledge on
one hand, and avariety of parental behaviors
pertinent to the development of the child on the
other (Darling & Steinberg, 1993). For example,
parentswho believe that children need affection
and external structure and that the goal of
education isto develop skillsand creativity will
be inclined to converse more with their children
and monitor their progressin school (for amore
detailed discussion, see Deslandes, 1996).

Beliefs about Parents Home-Support Rolesin
Child and Adolescent Education

Lareau’ sstudies (1996) demonstrate that social
classinfluences beliefs about home-support roles
in children’ s education. Parents from alower
socioeconomic level tend to have aseparated
view of home and school, whilethose from the
higher-income groups consider themselves
partners with the school in educating their
children (see Deslandes, 1996 for a detailed
description of these theories). Asawhole, the
research suggeststhat parents develop beliefsand
understandings regarding parental role
expectations from their membership in specific
groups (family, school, church, community,
society in general). Their viewson the
development and rearing of children and

adol escents and on appropriate home-support
rolesall influencetheir decision of whether or not
to participatein their children’ seducation.

2 - Parents' sense of efficacy for helping children
succeed in school

Do parents believe their involvement can benefit
achild seducational outcomes? The self-efficacy
construct isfounded on theories of personal

efficacy, work on attributions for school success,
personal theories of intelligence and other studies
of parental strategiesfor solving school-related
problems. Taken together, these theories offer
insight into the specific manifestations of parental
efficacy that may berelated to school
involvement. According to the self-efficacy
theory of Bandura (1989, 1997), parentsfirst
develop goalsfor their behaviors based on
anticipated outcomes, then plan actionsto achieve
these goals, which arein turn influenced by
parents’ estimate of their abilitiesin agiven
situation. Individuals with a strong sense of self-
efficacy will set higher goals and have ahigher
commitment to achieving them. Accordingly,
parents with astrongly devel oped sense of
efficacy will bemorelikely to participatein their
child's education, since they believe thiswill
benefit hisor her educational outcomes. At the
secondary level, parents appear to have less
confidenceintheir ability to help with school
work (Eccles & Harold, 1996), and the same
appearstruefor parentswith alower level of
education (Dauber & Epstein, 1993).

Beliefs about Ability, Effort and Luck as Causes
of Child and Adolescent School Success

Work in this area suggeststhat parental
attributionsto child effort are often associated
with higher performance among children, while
parental attributionsto luck are associated with
poorer performance. Likewise, parentswill
persevereintheir efforts and expect successif
they believethey can control desired outcomes. It
may beinferred, then, that if parents believe that
unstable and managesbl e factors, such aseffort,
areresponsiblefor achild’ sweak performance,
they will becomeinvolvedinthechild's
education until successis achieved. On the other
hand, parents may choose not to becomeinvolved
if they attribute their own or their child’ sweak
performance to stable and innate factors, such asa
child' slack of ability or aparent’slack of
knowledge (Henderson & Dweck, 1990; Hoover-
Dempsey & Sandler, 1995, 1997).

Theories of Intelligence
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It appearsthat parentswho believeinthe
development of intelligence, most notably
through effort and perseverance, tend to
emphasizetherole of effort (their own and the
child’s) in thelearning process. Research
indicates that parents with astrong belief in their
ability to help their child succeed are likely to
have an incremental perception of intelligence,
that is, they believetheir involvementinthe
child's education will helpimprove hisor her
knowledge and performance. On the other hand,
parents with aweak sense of self-efficacy tend to
hold to an entity theory of intelligence: they
believethat success at school depends on ability
rather than effort and that their help will
consequently havelittleimpact (Henderson &
Dweck, 1990).

Strategies for Solving School-Related Problems
Studies emphasi ze that whereas parentswith a
higher sense of efficacy help their child anticipate
and solve current problemsin school (e.g., how to
work with atutor, prepare for secondary school,
change friends, etc), those with aweak sense of
efficacy are morelikely to rely upon the child or
the school to solve problems, or upon luck or the
interventions of othersto improve difficult
situationsfor their children (Baker & Stevenson,
1986).

In conclusion, parental efficacy, attributions,
theories of intelligence and strategies for solving
school-related problems may all explain parental
decisions about involvement in children’s
education. Efficacy theory suggeststhat parents
with astrong sense of efficacy for helping their
children succeed tend to believetheir
involvement will yield positive results. Research
on attributions shows alink between parents
sense of efficacy and the emphasisthey place on
effort, rather than ability or luck, asbeing
essential to success. Parentswho hold to
incremental theories of intelligence arelikely to
have ahigher sense of efficacy for helping achild
succeed. In other words, parenta involvement
will be perceived asvauableif thetarget of the

parents' efforts—the child’ sintelligence, ability
or school performance—isviewed as something
that can be changed. Finally, research suggests
that parents with a strong sense of efficacy are
more likely to devel op strategies for anticipating
or solving school-related problems.

3 - General invitations, demandsand
opportunitiesfor parental invol vement

The question to ask hereis: Do parents perceive
that the child and the school want them to be
involved? An affirmative answer may be based
upon achild' s clear affirmation of the importance
of parental involvement, aschool climatethat is
inviting and teacher attitudes and behaviors that
are warm and welcoming.

General Opportunities, Invitations and Demands
Presented by the Child

According to the authors mentioned here, parental
involvement ishighest at the primary level,
declines significantly around the fourth grade and
reachesitslowest peak at the secondary level
(Dauber & Epstein, 1993; Deslandes, 1996;
Eccles & Harold, 1996). Reasonsfor thisdecline
arethe child’ s developmental stage (e.g., the
adolescent who wants more independence),
parents sense of efficacy for helping their child
solve problems and the greater complexity of
school work at the secondary level.

Thelevel of school performance appearsto be
linked to high parental involvement. Accordingly,
adolescents who succeed well and have high
aspirations say they receive more emotional
support (encouragement, congratul ations,
discussions, etc.) from their parents than do others
(Dedlandes, 1996; Dedandes & Potvin, 1998). A
few types of involvement are an exception to the
rule, however. Researchers note more
communication between parents and teachersand
more parent-adol escent i nteractions concerning
schoolwork during times of school-related
difficulties (Dedlandes, 1996; Dedandes & Royer,
1997; Lee, 1994). The child’s personal qualities-
temperament, learning style, preferences—are
aso factorsthat may influence parents' decision
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about whether or not to becomeinvolved in the
child' s education (Eccles & Harold, 1993).
General Opportunities, Invitations and Demands
Presented by Schoolsand Teachers

Epstein (1996, 2001) affirmsthat teacher and
school practices, most notably school-family
partnership programs, play an essential roleinthe
promotion of parental involvement at all
socioeconomic levels. Thisbringsusto Epstein’s
overlapping spheres of influence model (seetable
1), whichillustratesinterpersonal and
interinstitutional interactionsaswell asa
typology of six typesof parental involvement.

Hoover-Dempsey and Sandler (1995, 1997),
however, maintain that the two other constructs -
especially that of parental role construction— are
even morecrucial to parental decision-making
than invitations. In other words, if parents do not
believethey should beinvolvedinachild's
education, their sense of efficacy and perception
of invitationswill not be sufficient to predict their
involvement. Parental sense of efficacy appearsto
be equally important in the decision to become
involved. Clearly, the belief they are capable of
helping their child succeed increasesthe

probability of apositive decision. The lowest
likelihood of involvement occurs when parental
role construction isweak, that is, when parentsdo
not believethey should beinvolvedintheir
child’s education and have at the sametime alow
sense of efficacy.

The mode! of Hoover-Dempsey and Sandler
demonstrates that to increase parental
involvement, the school and the teachers must
focus, at least in part, upon parents’ perspective
ontheissue. In Quebec, we are presently
examining thefirst level of Hoover-Dempsey’s
model of parental involvement. The
experimentation took placein May 2001. Over 1
000 parents of elementary school studentsand
nearly 850 parents of secondary school students
havefilled in and returned their questionnaires
(Dedandes, 2000-2003). Since parentswith a
high sense of efficacy who believe they should
participatein their child’s schooling will tend to
become involved, teachers should create
occasions for parent-teacher meetings and work
actively to show that parents can positively
influence their child's education. The following
partnership framework illustrates this principle.

Table 3 - Family enabling and empower ment model

N
| v g
Previous Interventions Interventions .... sense of Results on
presentations, that favor responses being enabled autonomous
values, beliefs enabling and have > behaviours of
and practices empowerment consequences individual
for..... and family
5 £ ] > 1 7

(Bouchard, 1998)

PARTNERSHIP
(principles de reciprocity and equality)




A Bridge to the Future

19

The Family Enabling and Empowerment Model
Used by European, (Pourtois & Desmet, 1997),
American (Dungt, Johanson, Rounds, Trivette &
Hamby, 1992) and Québécois (Bouchard, 1998;
Bouchard, Talbot, Pelchat & Boudreault, 1996)
authors, the reciprocal partnership model isbased
on the principles of enabling and empowerment,
and advocates a parent-teacher relation calling for
acomplete sharing of knowledge, skillsand
experiences. Empowerment involvesthe
actualization of each person’ sresourcesand
competencies, while enabling refersto parents
ability to definetheir role and determine the
nature of their collaboration (Bouchard, 1998;
Bouchard et al., 1996; Cochran, 1989; Cochran &
Dean, 1991; Dunst et al., 1992).

Thismodel describes a parent-teacher relation
based on mutual exchange in which each party
learns from the knowledge and experience of the
other. Bouchard (1998) refersto the social
pedagogy of intervention, meaning that
educational attitudes, beliefsand practices

facilitate interdependence and reciprocity in
learning.

A partnership approach must necessarily takeinto
account each partner’ s expectations and point of
view (Dunst et a., 1992; Pourtois & Desmet,
1997). Aswell, it must be based upon a notion of
equality which recognizesthat each party —both
the parent and the teacher — hasaparticular
knowledge and expertiseto share. Thus, parents
aswell asteachers manifest strengths that
complement those of the other partners. Dunst et
a. (1992) describe four categories of
characteristics favorable for establishing a
partnership (seetable 4): (a) emotional
predispositions (attitudes) based on trust,
commitment, generosity, empathy and
understanding; (b) intellectual predispositions
(beliefs) based on honesty, trust, mutual respect,
flexibility and the sharing of responsibility; (c)
open, two-way communication that presupposes
active listening and self-revelation, and (d)
actions that manifest attitudes and beliefs (see
Figure 4)

Figure 4 - Model of characteristics associated with partnership
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Bouchard (1998) affirmsthat these actions are
reflected inthe theory of communicative action
espoused by Habermas (1987, and cited in
Bouchard, 1998), which discusses behaviors that
express the intentions and actions of the actorsin
apartnership. Communicative action involves a
reconciling of all pointsof view and a search for
consensus, which approachesthe principle of
equality underlying the reciprocal partnership
model. As mentioned above, parents are
perceived as educational resources who can
enrich the teacher within arelationship of mutual
exchange. Bouchard et a. (1996) give afew
examples of behaviorsthat facilitate partnership,
notably, the recognition of expertise (e.g., ‘Have
you observed any progress? ) and the recognition
of collaboration (e.g., ‘Y ou'redoing alot for your
child; | seeyou really want her gradesto
improve'). In short, the enabling and
empowerment model described above emphasizes
the use of knowledge and experiencethat are
most likely to develop anindividual’ sresources.

The complementary natureof thethree
conceptual frameworksand the nation of
partnership

The relevance of Epstein’s overlapping spheres of
influence model (1987, 1992, 1996, 2001) to the
concept of partnership isseen at the
organizational level. Thismodel allowsfor a
holistic analysis of the obstacles and facilitating
factors associated with school-family partnership
and of the significant role played by the actors
involved in childhood education throughout the
life cycle. The model of Hoover-Dempsey and
Sandler (1995, 1997), in turn, expandson
Epstein’ smodel by emphasizing the importance
of the parents’ philosophy (Force B) and therole
of the student (Force A) in school-family
relations. What |eads a parent to make the
decision to become involved? Here the spheres of
influence model provesinadequate, sinceit fails
to describe the effects of family and individual
psychological characteristics on the school-family
partnership, and these characteristics must be
examined in order to determine effective

activitiesfor encouraging partnership. Among the
most promising activitiesin the case of difficult-
to-reach parents are those whereby parents,
teachers, schools and students create
opportunities for the socia construction of the
parental role, including collaboration and a higher
sense of efficacy. The enabling and empowerment
model, moreover, refocuses our attention on the
interactional dimensions at the center of the
spheres of influence model. It highlightsthe often
difficult-to-bridge gap between intentionsand
actual achievement, particularly with respect to
the parents of problem students. Themodel is
founded upon attitudes and behaviorsthat are
essential to the development, use and increase of
individual competencies. Today there seemsto be
agrowing awareness that individual parent-
teacher meetings marked by mutual respect,
empathy and sharing can have repercussionson
the eventual engagement of parentsin partnership
activitiesimplemented for all the parents of
childrenin the school. To sum up, thethree
model s described here complement each other to
the extent they lead to strategies for improving
the efficacy of all the actorsinvolved, thereby
creating successful school-family partnerships.

The examination of these theoretical models,
particularly the model of enabling and
empowerment, has contributed to anew
understanding of partnership by emphasizing the
study of parent-teacher interactions. Thisleadsto
thefollowing question: Can we maintain that a
genuine partnership - that is, areciprocal
relationship - exists now in the so-called regular
schools of Quebec? Based on our observations
and thework we are doing at present, the notion
of partnership currently being advocated consists,
rather, of collaboration in responseto teachers
requests with aview to examining waysin which
parents can help teachersimprovetheir children’s
academic performance. Neverthel ess, this attempt
and otherslikeit meet with resistance, sincethese
practices have generally not been the custom
among French Quebecers, especialy at the
secondary level. The theoretical models, it would
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appear, describe anideawhosetimeisyet to
come.

We' ve seen that certain conditions are essential to
the establishment of a genuine partnership. First
of al, wemust ask if partnership is both a desired
and desirable option. Next, the expectations and
perceptions of the different groupsinvolvedin
childhood education must be taken into account.
We support the view advanced by the OECD in
its 1997 report that the devel opment of
partnership isan ongoing processthat is
continually subject to negotiation. At the moment,
we view partnership asan idea or goa towards
which parents, teachers and school s must work
together. Thisvision, however, isnot clouded by
romantic notions of partnership that fail to takeits
limitationsinto account. Werealize that
partnership is not apanaceaand that, if itisto be
successful, the right balance must be achieved
among the actorsinvolved. Nevertheless, we
believe partnership to be apath of thefuturethat
requires acomplete change in our ways of
thinking and acting, and that thisis achange our
policymakers heartily endorse (CSE, 1996).

Dunst et al. (1992) emphasize that to establish a
genuine partnership takestime. Asan example,
the school could make teachers more available for
discussions with parents, or allow for the hiring of
aliaison officer to facilitate parent-teacher
interactions. Inthiseraof budget cuts, isit
realistic to think agenuine partnership can be
developed within such a context? Asfar as
teachers are concerned, thisvision of partnership
has particularly important consequences for
communicative action. We can imagine program
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Family education and implications for partnership

with schools in Spain

Raquel-Amaya Martinez Gonzalez

Thefamily asan Educational and L earning
context

One of the most influential social contextsfor the
development of human beings, which congtitutes
atruefactor of individual and socia diversity, is
the family microsystem (Bronfenbrenner, 1986).
Itisthefirst social context that embraces
individuals, and from which they receive the
greatest influencesall through life dueto the
direct relationship maintained with the family
members.

From the Ecological modd of Bronfenbrenner,
also known as System of Systens, it isconsidered
that the diverse social environments where
individualsinteract, and which influence their
development, are cupped oneinto another,
graphically shaping a concentric system which
starts with the set of values, principles and norms
predominant in aparticular culture
(Macrosystem). This macrosystem directly
influences the characteristics of those
communitarian environmentsinwhich
individualsinteract (Exosystem). These, inturn,
condition the nearest environmentsin which
children devel op, such asthe family and the
school, with which they interact directly
(Microsystems). These microsystems do not
remain isolated, but are, in turn, interacting and
modifying one another through the M esosystem.
All thisweb of bi-directional and dynamic
relationships among the already mentioned
systemshave aninfluenceonindividuals
(Ontosystem), thus conditioning both their
development and socialization processes, aswell

as the products, results and achievements that
derived from them.

Taking thismodel into consideration, we can
understand the family asasocial, educational and
learning context, which may contribute, given the
adequate conditions, to the human and personal
devel opment of all itsmembers, either children,
young peopleor adults, inany evolutive
developmental stage (Laosaand Sigel, 1982;
Millan, 1996; Rodrigo and Palacios, 1998). But it
a so contributes to the social devel opment, given
the socidization function that the family carries
out through education (Inkeless, 1966; Hoffman,
1984; Martinez Gonzélez, 1994a; Segalen, 1993).

The family microsystem influences the personal
development of the individuals as a consequence
of what happensin three basic family dimensions:
structural, attitudinal and behavioral (Martinez
Gonzélez, 19942 19964). Many parentsare
conscious of thefundamental rolethey play in
their children’s devel opment and process of
socialization, and because of that, more and more
frequently they demand information and
education to better cope with the challenges of
both, every evolutive stage of theindividual and
family development (Martinez Gonzélez,
1990,1994b, 1998, 1999; Martinez Gonzélez and
Corral Blanco, 1991, 1996). Parents' education
constitutes an unfulfilled subject in our society
and educational system, from which the education
of individua sisarticulated in multiple phases
and for the devel opment of multiplefunctions,

but it does not consider the necessary education to
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perform one of the most complex and with more
social responsibility function: to be educators of
children for life.

Family education

Thistakesusto consider the need to devel op the
disciplinary field of Family Education (Martinez
Gonzalez, 1999). Arcus and his colleagues (1993)
have pointed out three main aimsto bereached
through this Education: 1) to facilitate families
their contribution to both, the development of the
individual potential of their membersand the
family asawhole, 2) to prevent family problems
fromarising, and 3) to help familiesto overcome
the difficultiesthey may come across at any time.

From these aims we can draw the Objectives
towardsthe practice of parents' education should
tend to, and which have been proposed by the
Nationa Commission on Family Life Education
and the National Council on Family Relations
(USA). According to Thomas and Arcus (1992),
these objectives can be summarizedin
strengthening and enriching theindividual and
family well-fair. These general objectivescan be
made concretein the following specific
objectives. 1) Tolearn to understand oneself and
the others, 2) to facilitate the developmental and
human behavior processes within the family all
through the different stages of family life, 3) to be
familiar with marriage and family patterns and
processes, 4) to acquire effective strategies for
family life, 5) to stimulate theindividuals
potential to perform family rolesat present and in
the future, and 6) to facilitate the devel opment of
abilitiesto keep the family together when
difficulties arise.

The attainment of these objectives should be
guided by some Principlesassociated to Family
Education practice, which takesinto account the
individuals' and families' needs, aswell asthe
respect for the diversity of circumstancesand
values of the families (Arcus, Schvaneveldt &
Moss, 1993).

Theaims, objectivesand principlesweare
considering should be concreted in the practice of
Family Education, which leads usto mention the
Contents of the programmes and actions that
could be undertaken. These contents can be
classified into two main aress, according to the
National Council on Family Relations (1984): 1)
Thematic Areasand 2) Processes of
communication decision taking and problem
solving.

These main processesto be devel oped when
putting Family Education into practice need a
setting and some agents, which may both be
diverse, but maybe they efficiency ishigher when
developed in the school setting by its educational
agents. Thiscontext allowsustotakeinto
consideration the M esosystem mentioned by
Bronfenbrenner (1979), from which bi-directional
rel ationships among the two main microsystems
can be analyzed: the family and the school.

M esosystem: family-school partnership

In several articleswe have pointed out the
importance of promoting satisfactory family-
school relationships (Martinez Gonzalez, 19922,
19964 b,c; Martinez Gonzéalez and Corral Blanco,
1991, 1996), as well asthe methodol ogical
aspects related to action-research that may lead to
the effective implementation of processesin this
field (Martinez Gonzalez, 1992b, 1997).

The need to promote family-school partnership
does not comejust from conceptua and
theoretical considerations, but also from the
parents’ demands for information, participation
and education; thus, this need is experiential and
real and not merely conceptual. Thisisthe
conclusion which comes from many studies
carried out on this subject; for example, in case
studies developed through action-researchin
Spanish schools (Martinez Gonzélez et al., 1994),
parents, teachers and students came acrossthe
following partnership needs: 1) to communicate
morein order to put in common the educative
objectivesthat both, parents and teachers have as
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regardsthe child/student, 2) to dialogue and act
together more frequently so that teachers can
better know parents’ attitudes and behaviorsas
regards their children, 3) to communicate more
often to talk about parents and teachers
concerns, 4) to improve actions that hel p parents
to better bring up their children, and 5) to

organize more activities to stimulate parents
participation at school.

In another study conducted by Martinez Gonzalez
et al. (1993) with 328 parents, we could notice
again the need to promote parents’ participation at
schools, asit is shown in the following table:

Compar ative table of percentagesy ranks associated to parents’ agreement with several issuesrelated

to their children’'s school

Very much Little Nothing at Do not No answer
al know

It is easy to contact teachers 80,5 (1) 11,6 (4) 06 (4) 30 (5 4,3 (2,5)
Parents are welcome to school 76,2 (2) 64 (5 0,0 (5 131 (2 4,3 (2,5)
Teachers are polite and communicative
with parents 732 (3 | 177 (3| 27 (3| 34 D | 30 (9
Teacherstry to help students who have
learring difficulties 57,9 (4) 18,0 (2) 49 (2 155 (1) 37 4
The school organizes activitiesin
which parents can participate and 381 (5 299 (1) 134 (1) 128 (3) 58 (1)
contribute to their children’s education

Given these needs, it seems appropriate to
promote actions that stimulate communication
among parents, teachers and studentswhich, in
turn, facilitate their co-operationin school
activities, so that schools can gain educational
quality. Among the most relevant initiativesto be
developed inthisareaisteachers’ training for
partnership (Davies, 1996; Martinez Gonzélez,
1996; OCDE, 1997). To thisregard, we have
organized an Action-Training Seminar at the
Department of Education (Oviedo University,
Spain) composed of professionals who develop
their educational activity in different academic
levels: principals and teachers of state and semi-
state schools, involved in Kindergarten, Primary
and High school levels, University teachers of
Education and Pedagogists. Through co-operative
action-research we have arranged parentsand

teachers groups at the schools, whichisalowing
usto evaluate and detect partnership needsand to
organize some activitiesto provide them with
appropriate answers (Martinez Gonzalez et al,
2000).

Parents education programmes
One of the most needed co-operation actions

pointed out by both, parents and teachersin many
studies, isparents’ education. For example, ina
study carried out with Spanish parents about
issuesrelated to the prevention of drug
consumption from the family context, Martinez
Gonzalez et al. (1998) found out that 64% of the
sample admitted they did not have enough
information to start doing something in case their
children should get into drug problems.
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Do you have enough information to be able to start doing something in case your child getsinto drug
problems?

Frequency Percentage
Yes 98 29.9
No 210 64.0
No answer 20 6.1
Tota 328 100.0

Parents’ education, aswe have mentioned before,
congtitutes aclear lack in our educational system,
to which some associations or agencies are trying
to find an answer. Parents’ education can takea
diversity of formats, but it seems more effective
when it is devel oped through programmeswhich
incorporate active and participatory
methodologies (Bartau et al., 1999; Martinez
Gonzélez, 1999).

The perspective which has dominated the Design
of these programmesisthat proposed by Tyler,
based on the attainment of aimsand objectives.
These perspective has led to a Summative
evaluationtendency, directed to assessto what
extend these objectives are reached, many times
forgetting to take into account the contexts and

circumstances that affect the development of the
programmes. It isaperspective mainly focused
on aquantitative approach of programme

eva uation in which the relationship between
costsand benefits are looked for, and which is
mainly performed through experimental
methodol ogies.

The objectives defined for the programmes must
be coherent with the educationa needs parents
have. Because of that, it isrecommended to
analyze and to identify these needsthrough a
previous eva uation process. For example, before
developing a programme with parents of
teenagers, the following parents' needswere
detected:
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2¢

parents concerns about their
children’s bringing up

lear ning expectationsto take part
in the programme

reasonsfor taking part in the
programme

To be able to guide him properly
That he loses interest in his studies

The time he spends out and the friends
he has

That he may consume drugs

To have a better relationship with
my teenager and to learn to bring
him up properly

Because he has a difficult age
and | have doubts about the
future and whether | am doing
things properly

To help them to cope with this critical age
of adolescence

Their friends, hobbies, their activities
during the weekends (drugs, tobacco,
alcohaol)

Their interest in their studies, their future
Lies
The limits of behavior

To understand them, to
communicate with them, to accept
them asthey are

To bein contact with other
parents who have similar
problems and to learn from
them and from the coordinator
of the programme

She does not like studying and she does
not make any effort at all.

She always has to have the last word.
Her friends

To be able to help my daughter to

learn how to behave correctly
both, at home and outside.

To learn to understand them.

What worries me most about my son are
drugs
Hisfriends

That he does not know how to cope with
problems

How | should behave when he has
aproblem

To learn to under stand what
is happening around me

That they may consume drugs
Their friends, the environment
How they should cope with failure.

How | should behave when
problems arise

To learn

Once the programme has been designed, it can be developed and eval uated.

Programme evaluation

According to Arcus et a. (1993), the evaluation
of family education programmesis sheldon
performed, and whenitissoitisusually done
taking into account a Summative approach, based
on the analysis of results according to the
previously proposed objectives and the cost-
effectiveness relationship, accountability and
funding. The quantitative research methodol ogy
using experimental and survey designsis applied
in this evaluative perspective. According to this
author, thereisaneed to incorporate a Formative

approach to family education programme
evaluation, where processesaretakeninto
account in order to analyze to what extend all the
factorsinvolved in the design and devel opment of
the programme, including objectives, are suitable
(Stufflebeam et al., 1971). It isalso important to
consider parents' interpretation of the
programme becausethey affect theresults
obtained. Theaim, in short, isto identify, even
before the programme has finished, which factors
and processes can beimproved and wherethe
programme must be reoriented. The Joint
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Committee on Standards for Educational
Evaluation has proposed standardsto ensurethe
quality of programme evaluation (1994),which
areclassified into four categories:1) Utility, 2)
Feasibility, 3) Propriety and 4) Accuracy.

Inthissense, in our Department of Education at
Oviedo University, we have developed an
evaluative research on parenting education
programmes which gathers parents’ opinionsand
evaluation on every phase of the programmes
(Martinez Gonzélez et. al., 1998): 1) Organization
of the educational activities, 2) Introduction of the
activities, 3) Contents, 4) Methodology, 5)
Coordination, and 6) Evaluation.

A fundamental issuein the evaluation of
programmesisto identify theindicators and
procedureswhich inform about the quality of the
programme and the extend in which the expected
results are being reached. Oncetheindicators
have been introduced and the results of the
programmes analyzed, it is possibleto observe
not only the positive effects obtained but also
their limitations.

One of the most generally used indicatorsin the
evaluation of educational activitiesisthe degree
of satisfaction that people get from participating
inthem. Thisindicator could be made concrete
through the suggestions these people makein
order to foster other peopl€’ s participation, and
also through the degree of interest that they
themselvesfedl to participate in asimilar activity
again. In this sense, most of the parents (93%)
who participated in astudy carried out by
Martinez Gonzélez et al. (1998), informs that they
would certainly encourage other parentsto
participate in such educational activities, and
84.2% of them admitted that they themselves
would participate once more. 10.5% said they
would not participate and 5.3% did not answer.

An example of some of the reasons parents
pointed out to encourage the participation of other
parents are thefollowing:

“Yes, | would participate again to better
understand drugs dependency and the way this
can be prevented’

“Yes, because these educational activities help to
understand how to have a better relationship with
your children and your partner’

‘Yes, because many things can belearnt; they
solve your doubts and also you can share your
impressionswith those of other parents; itis
important to talk and to listen, especiallyina
time in which we lack communication’

“Yes, but you find few peopleinterested in these
kind of activities. Nevertheless | would
recommend them so asto learn new strategies
and to have a reason to go out’.

Conclusions

Taking conceptual, methodol ogical and practical
issueson intervention in the family asreferential,
it seemsthereisaneed to reflect on the practice
of family education, on the development of
educational programmesfor parents and on their
evaluation. More and more frequently, parentsare
demanding parenting education and schools could
try to give them an answer organizing parenting
programmes as away to promote partnership.
Many parents does not show an interest in taking
part in decision making processes about schools
policies, but they arerealy interested in learning
about how they can promote a better
communication with their childrento effectively
contribute to their devel opment. Parenting
programmes carried out within schools can help
to build effective parents-teachers partnership.

Thesereflections should allow usto project some
actions for the future which areneeded to keep on
advancing inthisdisciplinary field of Family
Education on both, theoretical and practical
grounds. They have to do with epistemol ogical
and methodological issues, aswell aswith
considering diversity within the family and the
roleof the family educator. In these fieldswe
need to keep on advancing to generate evidence
about theimpact that Family Education has on
individuals, families and the society asawhole.
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That isto say, we need to analyzeto which extend  individual, the family, the school and the society,
parents education isreally preventiveand asitisderived from its main objective.
contributes to strengthen and enrich the
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Family-school liaisonsin Cyprus:
an investigation of families' perspectives and needs

Loizos Symeou

Introduction

The recognition that families areimportant in
influencing their children’ s educational
achievement has stimulated magjor efforts

to improve family-school relationshipsin
educationa systems. Hence, nowadays, the
family is considered asignificant stakeholder in
school enterprises.

Therubrics‘ parental involvement’ and ‘ parental
participation’ in schools have often been used by
international literature interchangeably in order to
describe abroad spectrum of family-school
contacts and rel ationships. Nonethel ess, thetwo
terms embed two different concepts. Parental
‘involvement’ refersto procedureswhich allow
parentsto have arolein what is happening in the
school, but where the nature and extent of this
roleispredetermined by the professional staff of
the school, theteachers. Inthiscase, the parents
roleis confined to spectators of eventsor
activities which schools organizefor parents
(Davies & Johnson, 1996; Tomlinson, 1991), or
of activitiesthat can be described as* parental
duties (Vining, 1997) or ‘voluntary labour’
(Reeve, 1993). Parental ‘involvement’

practices are maintained to be concerned mainly
with the well-being of the parent’ sown child
(Munn, 1993). Theterm ‘participation’ signalsa
shift to abroader and different range of

rel ationships between families and schoolsin
both content and intent. In this case, both parties
share responsibility and authority on acontinuous
basis. This shift placesparentsexplicitly within

the collective well-being of the whole school and
al thechildreninit (Munn, 1993). Itismore
likely to presuppose arevitalization of the
administration and operation of schooling through
proceduresthat allow parentsto take an active
part and full-scale participation in school
governorship and decision-making at all
educational levels (Soliman, 1995; Stapes &
Morris, 1993). When family-school relationships
reach the level of participation, one canreferto a
‘partnership’ (Martin, Ranson, & Tall, 1997).

Despitethe vivid debate among international
researchersin relation to the outcomes of relative
innovations, thereis currently awidely accepted
agreement that a school culture which supports
activefamily engagement in the school can bring
about specificimprovementsin pupils
performance, behavior and motivation, general
teacher functioning, and parental confidenceand
self-efficacy (Becker & Epstein, 1982;
Henderson, 1987; Hoover-Dempsey, et al., 1987,
Epstein, 1986; 1987; 1992; Reeve, 1993;
Bourmina, 1995; Connors & Epstein, 1995;
Benito & Filp, 1996; Davies & Johnson, 1996;
Krumm, 1996). Strong family-school liaisons
have al so been suggested to devel op ageneral
family and community support for the schools
(Epstein, 1992; Townsend, 1995) and have been
cited asone of the prerequisitesfor school
effectiveness (Hopkins, Ainscow, & West, 1994;
O’ Connor, 1994; Sammons, Hillman, Mortimore,
1995; Ainley, 1995; Coleman, 1998; Pasiardis,
1998).
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In Cyprus, acountry with ahighly centralized
educational system, families and schools seem to
be largely operating independently from each
other and keeping their communicationto a
minimum. Indicative of the extent of the paucity
of substantial family-school liaisonsisthelack of
any recent relativelegidative action.
Correspondingly, the availableliterature on the
existing relationships between schoolsand
families and the boundaries of family
involvement in schoolsis still extremely limited.
Moreover, the attitudes of families concerning
thisissue have not yet been explored in depth.

Thepurpose of the study

This paper presentsthe findings of anation-wide
study, which aimed at investigating Cypriot
families' perspectivesasfar asthe ways family-
school nexuses have been set up inthe state
primary education of Cyprus, and whether, and if
s0 how, these should be transformed.
Additionally, it draws conclusions on differences
in practices of different school settingsand
differencesin the attitudes of the sub-groups
comprising families. Finally, the paper triesto
generate aframework for futureinnovationsin
thefield of family-school liaisonsin Cyprus.

Addressing these issuesis extremely important,
due to paucity of previousresearchinthe areaof
family-school liaisons Cyprus. A nation-wide
study which would provide generalisable results,
could underpin broader theoretical considerations
and initiate debate on theissue, thusrender it a
question valid for further research and future
investigations. Thismay apply particularly now
that educational reforms are an issue of vivid
debate in Cyprus and that the educational status
quo of the country might beinfluenced by the
likelihood of Cyprus sfull membershipinthe
European Union. Investigating families' thoughts
and understandings, and revealing their * cultural
models in relation to the areawould be of
extreme significance for introducing any relevant
innovation and change (Fullan, 1991).

The second aspect of the research’simportanceis
broader. At an international level, where family-
school relations appear prominently onthe
agendasof policy-makers, professionalsand
parents, the outcomes of this research would
congtitute areference for the current realities
concerning theissuein Cyprus. As Daviesand
Johnson (1996) suggest, such attempts contribute
totheinternational exchange of ideasand
practicesin the area across national boundaries.

M ethodology

In order to achieve the research objectives and
achievegeneralisable results, asurvey was
conducted among arandom sample of the
families of Cyprus state funded primary schools.
The survey took place from March to May 2000.
The selection of the sample was based on amullti-
staged proportionate stratified process. A total of
348 family members (0.58% of the families
population having achild at astate primary
school) from 173 schools (out of an overall
population of 343 Cyprus state primary schools)
participated in the research.

For theresearch’ s purposes, aquestionnaire was
constructed. Thiswas pre-tested and piloted
before the actual survey took place. Theresearch
deviceenquiredinitsfirst section the
respondents demographic characteristics. Its
second section was asking the respondentsto
indicate the frequency specific practicesaiming at
linking familieswith their child' s school were put
into action in their school during the school-year
1999-2000, whereasthe third section inquired
whether respondents would actualy like the
respective practicesto befurther pursued.
Questionsin thelatter two sectionswere
presented in astructured, pre-coded format with
ordinal coding. A question followed asking the
respondentsto indicate the most important
practice/s of all the practicesthey were previoudy
presented. The questionnaire’ slast section was an
open-ended question inviting respondentsto
express comments and further ideasin relation to
family-school relationships. Thelast two
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questions served mostly for checking and
assuring datareliability. The collected
quantitative datawas analyzed with the statistical
package SPSS. Both descriptive and inferential
statistics were derived from the quantitative
analysis, whereas qualitative analysiswas used to
analyzethe content of thelast open-ended
question.

Results

a. Answersto thefirst research question: Current
realities

Respondents' statements on the most frequent
practices currently established to link families
with their child’ s school underwent factor
analysisin an attempt to group and categorize
these practices. Seven factors were extracted,
explaining 63% of the variance and amean score
for each factor was calculated. Table 1 presentsa
breakdown of the seven factors.

Thefirst factor/grouping of practices, ‘All
familiesformal outreach’ practices, consists of
formal practicesthe school initiatesand aim at
informing families about itsfunction,
demonstrating itswork and training familieson
school-related issuesin aformal way. The second
grouping, ‘ Teacher-family close contact’
practices, consisted of practicesbringing families
in close contact with their child’ steacher ina
mode which allowed the establishment of more
informal relationships. Thethird and sixth
grouping of practices consisted of practices
aiming at providing familieswith oral
information about their specific child, the former
inrelation to the child’ sworking habits and
attitudes, and the latter in relation to the child's
in-school attainment. The fourth grouping,
‘Families’ voice' practices, iscomprised of
practices that might introduce a participatory
mode in family-school liaisonsand put across
family’ sneeds and priorities. ‘ Written informing’
grouping consists of practices established by the
teachersaiming at providing written information
to families about their specific child, the class or

the schoolwork. Finally, ‘ Labour’ practices
consist of practicesthat demand familiesto offer
their voluntary labour in mundane school jobs.

Asindicated by the mean scorefor the above
factors, the factorsthat received the highest
means were both groupings rel ating to the school
providing oral information to the families about
their specific child. These werefollowed by *All
familiesformal outreach’ practices, whereasthe
remaining factors/groupings received very low
means, in particular ‘ Teacher-parent close
contact’ and ‘Labour’ practices.

In order to investigate differencesin the waysthe
extracted groupings are being currently set upin
different school and class settings, analysis of
variance was conducted. This revealed anumber
of significant differences. Familiesin rura
schoolswere found to experience significantly
more close contact with teachersin comparison to
familiesin urban and semi-urban areas (factor 2:
f=1,58, df=254, p=0,001), to receive more oral
information about their child’s studying habits
(factor 3: f=2,00, df=253, p=0,027), toreceive
more written information (factor 5: f=3,06,
df=252, p=0,021), and to beinvited more oftento
offer their voluntary labour (factor 7: f=19,23,
df=248, p=0,005). Families of schoolswith a
small number of pupils, i.e. with lessthan 80
pupils, werefound to experience significantly
more teacher close contact thaninlarger schools
(factor 2: f=4,42, df=256, p=0,013), to havetheir
voice heard more (factor 4: f=4,90, df=252,
p=0,008), and to be more often invited to offer
labour in their child’ s school (factor 7: f=15,73,
df=250, p=0,00). Additionally, familiesin schools
with alow SES and low educational background
catchments areawere found to experience
statistically more frequent invitationsto offer
their voluntary labour (factor 7) in comparison to
schoolswith more middle and high classfamilies
(f=15,97, df=244, p=0,049) and secondary and
tertiary educational background families (f=8,08,
df=241, p=0,027), respectively.
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Table 1 - Factors/Groupings of currently established practices (loadings)

Satement:

During the current school year
my child’ s teachers or school
have...

151 2r\d 3rd
All Teacher- Ord
families family informin
formal close gfora

outreach  contact specific
child (1)

4th

Families
' voice

Sm

Written
informing

6" 7"
Ord Labour
informing
fora
specific
child (2)

B13: Organizeda
workshop/seminar on parenting
skills

B12: Organized a
workshop/seminar on how
parents should help their child
with their schooling

B14: Invited meto events or
gatherings during the afternoon
or the evening

B11: Invited me to amorning
event in the school a which dl
school familieswereinvited
B6: Sent home aletter or
memo concerning all families

0,81

0,74

0,67

0,63

0,43

B9: Invited meto help during a
lesson in the child's classroom
B18: The teacher phoned us at
home

B17: Theteacher visited us at
home

B8: Invited meto attend a
lesson in the child’s classroom
asaviewer

B10: Invited me to amorning
event in the child's classroom

0,77

0,65

0,57

0,53

0,40

B2: Provided mewith ora
information on how children
should study at home

B1: Provided mewith ora
information on how children
should work at school

B21: Asked familiesto
participate in committees
which deal with issues that
concern the school (apart from
the PA)

B22: Asked familiesto inform
the school about their child's
needs

0,81

0,80

0,70

0,67

B5: Sent me areport informing
me about the child's progress
and needs

0,68
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Statement: 1 2"
During the current school year All Teacher-
my child’ s teachers or school families family
have... formal close
outreach  contact

informin

child ()

3rd 4« h 5th 6!h 7«h
Ord Written Orad Labour
informing  informing

fora
specific
child (2)

Families
' voice
gfora
specific

B20: Sent usareport on the
specific ams of aparticular
teaching period

B19: Sent usanewsletter or a
bulletin

B7: Sent homeanotice
concerning the child when
there was a need

0,67

0,57

0,41

B4: Informed me when we met
about the child's behavior at

school

B3: Informed me when we met
about the child’s achievement

0,82

0,76

B16: Asked familiesto assist
with student supervision on
classtrips, performances, or
sport events

B15:

Asked familiesto assist with
school maintenance

0,81

0,73

Mean*
Standard Deviation
Reliability Alpha

1,20
0,70
0,76

0,28
0,42
0,66

1,63
1,00
0,89

0,32
0,59
0,58

0,41
0,57
0,62

2,35
0,69
0,73

0,25
0,55
0,58

% of variance 12,03 9,59

9,30 9,11 8,39 7,89 7,11

*Scale: 0=Never, 1=Once or twice, 2=Sometimes, 3=Many times

Asfar asthe pupils' class-levd, significant
differences were found in the case of factor 3,
namely the oral information teachers provide on
pupils’ studying habits. It was reveal ed that
families having achild in thefirst two gradestend
toreceivesignificantly more suchinformationin
comparison to families with achild at the upper
classes (f=5,71, df=255, p=0,004). The child's
class sizewas also found to be asignificant
variant. Teachers of classeswith alarge number
of pupils, (i.e. morethan 25), in comparison to
teachers of classeswith asmaller number of

pupils seem to establish less contact with families
(factor 2: =12,00, df=253, p=0,00), to provide
less oral information to families about their

child's studying habits (factor 3: f=3,87, df=253,
p=0,02), to send familieslesswritten information
(factor 5: f=21,47, df=251, p=0,00), and to
involvethem lessin voluntary labour activities
(factor 7: f=9,01, df=249, p=0,00).

Another variable which was found to introduce
differencesin the ways different familieswere
experiencing their relationships with their child’s
school was whether or not the family was
participating in the school’ s Parents' Association
(PA). T-test analysisrevealed that family’s
membership in the school’ sPA signaled
significantly more experience of close contact
with their child’ steacher (factor 2: =9,73,
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df=249, p=0,004), more opportunities of having
their voice heard (factor 4: f=14,87, df=245,
p=0,05), and more often invitationsto offer their
voluntary labour (factor 7: f=17,90, df=244,
p=0,011).

b. Answersto the second research question:
Attitudestoward future changes

Families' responsesto whether they would like to
see afurther pursuit of these practices underwent
aso factor analysis. Once more, amean score for
each factor was calculated in an attempt to group
the statements and understand more families’
priorities for future changes. Five factors were
extracted, explaining 58,61% of the variance
(Table 2).

Factor 1, ‘Families enculturation’ practices,
consisted of practicesinitiated by the school and
aiming at training and demonstrating families
how to cultivate habits that would aign families

work with the work done at school. The second
factor contained practicesthat could be classified
asthoseinvolving parents with the

‘Class g/school’ s collective well-being’, whereas
thethird comprises practicesthat signal amore
informal contact among the two agents. The next
factor was comprised by * Oral information for the
family’ s specific child’ practices and the |ast
factor was extracted from * Direct line information
for the family’s specific child’ practices.

The mean score to these factors reveal s that
familiesdesire all the above groupings of
practicesto befurther pursued in ahigh degree.
Their main concern, though, isto be provided
with adirect line of information concerning their
own child. Families seem additionally to embrace
practicesinitiated by the schoolsthat aim their
‘school’ enculturation, so that they can be ableto
dign their effortsto enhance their child's
schooling with the school’ s efforts.

Table 2 - Attitudes towards changesin practices (loadings)

Satement: 1

My child's school shouldnarein comparison Families

with what hey do now enculturati
on

2r\d 3rd 4th 5m
Class/ Informal Ora Direct line
school contact informatio  informatio
collective nfora nfora
well-being specific specific
child child

C2: Explain to me when we meet the way

0,78
children should work at home
C1: Explain to me when we meet the way 077
children should work at school '
C13: Organize training workshops/seminars for
) ) 0,76
the parents on parenting skills
C12: Organize training workshops/seminars for
the parents on how parents should help their 0,68
child with their schooling
C21: Send to pupils homes areport on the
e . ) . 0,53
specific aims of a particular teaching period
C8: Invite meto attend alesson in the child's 050
class as aviewer '
C9: Invite meto help during alesson in the 0.49

child’sclassroom
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Statement: 1 2"
My child's school shouldnarein comparison Families Clasy
with what hey do now enculturati school
on collective
well-being

3rd
Informal
contact

4th
Orad
informatio
nfora
specific
child

5th
Direct line
informatio
nfora
specific
child

C15: Ask familiesto assist with school
maintenance

C20: Send home a classroom newsletter or a
bulletin

C22: Ask familiesto participate in committees
which deal with issues that concern the school
C14: Organize events or gatherings during the
afternoon or the evening

C24: Conduct research to explore families
perceptions of the school

C10: Organize morning events or gatherings
for the class's parentsin the child’s classroom

0,73

0,70

0,65

0,60

0,55

0,50

C18: Theteacher to come to our hometo pay a
visit

C17: Ask familiesto assist without being paid
with the supervision of students who remain at
school until their parents come to pick them up
C16: Ask familiesto assist with student
supervision on class trips, student
performances, or sport events

C11: Organize morning events or gatheringsin
the school for all school families

C6: Send me home notices concerning all the
families

C4: To provide me with oral information on
the child’s behavior at school

C3: To provide me with oral information on
the child’s school achievements

0,72

0,63

0,57

0,50

0,49

0,83

0,82

C19: The teacher to phone mein order to
inform me about something that concernsthe
child

C7: Send me home a notice concerning the
child when thereisaneed

C5: Send me reports informing me about the
child’ sprogressand needs

0,78

0,68

0,55

M ean* 1,65 1,54
Standard Deviation 0,37 0,41
Reliability Alpha 0,77 0,71
% of variance 27,74 11,78

1,33
0,48
0,69
6,92

1,19
0,36
0,79
6,71

1,66
0,41
0,56
5,43

* Scale: 0O=Lessthan now/Not at al, 1=As now, 2=More than now
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The abovefindings were validated by the analysis
of the responsesto the question asking familiesto
identify the most important of the practices they
were presented in Section 3. The practicesfound
to be comprising the two most significant
groupings described above were a so found to be
themost highly valued by families, alongside
with practices comprising the ‘ Oral information
for aspecific child’ grouping. Thelatter, even
though received the lowest mean score of al the
groupings of practices considered as needed to be
further pursued, were the practices rated more
highly in terms of importance to families, thus
indicating that currently thisissucceeded at a
high and satisfactory degree.

Investigation of differencesin attitudestowards
future changes between sub samples of the
families' population revealed variancein
prioritiesonly in one case between low SES
families and high and middle classfamilies. More
particularly, analysis of variance suggested that
low SES families demand more than families
with ahigher statusto receive oral information
about their own child’ s schooling (factor 4:
f=18,69, df=254, p=0,015).

Discussion

The main conclusion of the dataanalysisisthat
currently implemented practicestrying to link
familiesand schoolsin Cyprus arerestricted, a
finding that hasbeen al so demonstrated by small-
scalerelevant Cyprus research studies (Georgiou,
1996; 1998; Phtiaka, 1994; 1996; 1998). These
werefound to belimited mainly to practices
aiming at providing familiesinformation about
their own child, about the schools' function and
how families can support the school’ swork.
Conclusively, primary schoolsin Cyprus appear
currently to be establishing procedures, practices
and activities, which they, themselves, initiate and
predetermined, what has been claimed to be
parental ‘involvement’ and not ‘ participation’
(Tomlinson, 1991). At the sametime, practices
that might bring familiesin close contact with

professionals or of anon-professional-likenature
arerarely established.

Additionally, it can be claimed that familiestend
to express adesire for avariety of practicesto be
pursued more, thusindicating agap between their
needs and their schools' programmes and
practices. Such agap between established
practices and familiesindividua beliefsis
identified by both international (Cutright, 1994,
Epstein & Dauber, 1991) and Cyprusliterature
(Georgiou, 1996; 1998).

Nonetheless, families’ evaluation of specific
practices aiming linking them with their child's
schools and their query for modifying these
relationshipsimply mild modes of involvement.
Cypriot families— to use Munn’s (1993) relevant
distinction- are mainly concerned with being
‘involved’ in practices that secure the well-being
of their own child, and not getting engaged in
‘participation’ practicesrelating to the collective
well-being of the whole school and all the
childreninit. Findings suggesting that familiesin
Cyprus favor their involvement in schools at ‘the
various aspects of school governing’ (Georgiou,
1996, p.35) cannot be supported by this study.

A significant conclusion of the current study is
that the nature and the extent of family-school
nexusesin Cyprus primary schoolsarelikely to
berelated to anumber of external variables. At
the schooldevel, it appearsthat the school’ ssize
and itslocation introduce significant differences.
Schoolswith asmall pupils population and rural
schools, as opposed to bigger and non-rural
schooals, respectively, seem to be experiencing a
more general vivid link with families, with
significantly more teacher-family contacts,
opportunities for exchanging information and
invitationsto familiesto offer voluntary labour.
These findings might contradict international
studies, which have showed that schoolsin urban
areas use more parental involvement techniques
(e.g. Epstein, 1987).
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At the teacher’ s-level, it was found that teachers
of lower grades tend to exchange more
information with familiesthan teachers of upper
grades, whereas teachers of smaller classes seem
to be currently linked with their pupils’ families
in more of avariety of ways, something that
correspondsto findings outside Cyprus (Epstein
& Dauber, 1991). Findly, at thefamily’slevel,
the variable of being amember of the school’ s
Parents Association wasfound to have agrest
impact on theway afamily isinvolved inits
child’ s schooling. Families which were members
of thisassociation arelikely to be moreinvolved
within-school activities, namely to have more
close contact with their child’ steacher, to have
their voice heard more and to be offering more
frequently their voluntary labour. Thisprivilege
for PA’smembers and their own children was
also demonstrated in some of the families
answers to the questionnaire’ s open-question.
One mother who was not amember of her
school’ s association said:

I’ m concerned very much about the behavior of
most of the teachers, who, dueto their regular
contact with children’ s parentswho are either
membersof the Parents’ Association or havea
high-said social position, favor their children at
the different school activities, even in theteaching
and, thus children with more abilitiesare
overlooked.

Related might be the findingsthat, while families
views asfar as future changes are homogeneous,
families of low SES request more oral
information for their child thantheir counterparts
(thusindicating that currently they might not be
experiencing such an informing in a satisfactory
degree), asalso that schoolsin low SES
catchments areas were found to invite more often
familiesto offer their voluntary labour than
schoolsin higher SES catchments areas. All these
issues direct attention to the social inequalitiesto
family-school liaisons described in many
international studies (Epstein, 1987; Lareau,

2000; Epstein & Dauber, 1991; Finders & Lewis,
1994; Vincent, 1996).

Concluding suggestions

If the aim of schoolsin Cyprusisto establish
stronger nexuseswith familiesand optimally to
develop apartnership in educating pupils, itis
primarily required to change and reconstruct
expectations and perceptions of the family and the
school, in order to achieve their mutual
understanding. Thiswill bethefirst step towards
theroad of ‘participation’.

Thisstudy revealed families’ current constructs
and models, which are prerequisitesof sucha
change. Theidentification of families' needsfor a
direct and immediate line of information about
their child’ s schooling, and their readiness for
their ‘school’ enculturation and their surge for
more information on pedagogical and educational
issues, might be the starting point of any small or
large scale innovative attempts. The fact that
families appear to be more or |ess homogeneous
intheir queries dictatesthe wider and
generalisable readiness of familiesfor the
particular changes. The schooal, as professional
educators, planners and system managersif
family involvement, or even better participation,
isto occur, must be ableto take thisinitiative to
facilitate and encourage such a process.

During any such innovations, special attention
should be paid to the differences currently
appearing in the ways families and school are
linked. Urban and larger schools, aswell as
professionalsteaching at the upper-classlevels
and larger classes will need to put a stronger
effort in achieving such an aim, sinceit appears
that their circumstances hinder vividnessin
liaising with pupils’ families. Of amore ethical
consideration and attention deserves the way
schoolsrelate to families of adifferent SES
background, and particularly the current
discrepanciesin the way schoolsrelateto families
which are members of the Parents’ Association.
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Government, school and parents in the Netherlands:

every man to histrade

Loes van Tilborg & Wander van Es

Summer 2001 the research institute Sardes
produced areport by order of the City of
Rotterdam in which the triangle government-
school-parents was analyzed. In thisarticlewe
give an impression of some of the resullts.

Government pedagogics

Nowadays parentsin the Netherlands are of fered
avariety of activitiesthat can be described as
government pedagogics; others know what is best
for parents, what isbest for their children and
what parental involvement isabout especialy in
relation to school careers of their own children.
Itisclear that parents don’t take the government
supply of activitiesfor granted. Itisalso clear that
parentsinthe Netherlands have new demandslike
childcare or after-school care. What else do
parents want? And what are the expectations of
government and school s about parental
involvement?

Government and parentshave alegal relationship
according to which parents are supposed to raise
their children properly. In addition to thisthin
legal line the authorities maintain anoncommittal
attitude towards parents in which they are offered
forms of support in their parental tasks.

School and parentsrelatein adifferent way.
School hasit own tasks and objectives and
considers parentsasimportant supportersto their
work. School likes parentsto beinvolvedin
school -activities, wantsthem to be allies, at
school and at home.

Parents have a different view: they don't feel an
urging obligation to further society asawhole or

the school; they have their own assignmentsto
themselves and to their children. They want to
sharein the prosperity our society hasto offer
them and they want their children to reach
respectable positionsin that society.

These contradictions in expectations and points of
view of the partnersin education make the
relationship government, school and parentsa
complex one. Sincetherelationship isfairly free
of obligations achievements are appreciated very
differently.

Legislationisavery important governmental
task; it defines the obligations according to which
parents haveto performtheir parental dutiesand
it statestheir rights. Besidesthat legal role, the
authoritiestry to reach out to parentsto support
theminraising their children. Contrary to laws
policiesto make parents better performersin their
educational behavior are not unambiguousand
parents may well have other opinionsthan the
authoritieshave.

They have a suspicion about government-
involvement with their private lives. They
shouldn’t as many studies show hardly or no
positive effects of the offer that is made to parents
by the government.

Although parentsthink positive about their own
capacities and use family-networks or friendsfor
support, sometimesthey call in help from others.
Nursery school teachers, teachers and family
doctorsare the ones parents take in confidence
about their uncertainties. In thisindirect way
authorities provide support to parents.
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Government and communities have—dueto all
sorts of influences and for examplethelack of
results- produced many activitiesin agreat and
changing variety to support parents.
Poalicy-making by government bodieswith respect
to supporting parents in many cases resembles
stumbling through woodsin the night; you may
find yourself on theright track. Thereisabigger
chance you may not.

Schools haveto provide good education.
Standards of content and quality arelaid downin
legidlation and the Education Inspectorate and
parents supervise the school. The educational
participation act enables parents (and teachers) to
have a say in schoolmatters. School, however,
uses school participation councilsto reach itsown
goasrather than empower parents. School
expects parentsto be dlies, for itsthe child’s
future that is on stake and everything and
everyone should be brought in position to reach
for the best result the school can be held
responsible for. School legitimizesits demandsto
parents by pointing out that certain educational
behavior and an interest in school business
promote learning behavior and motivation of
children. Alas, research showsitisn’t easy to
mention educational factorsthat function aswell
in the sphere of influence of the school and home
as show aclear and lasting positive result on
school success of children. In promoting parental
involvement schools haveto face the same
problems asthe government: dueto lack of
results standards of parental involvement that
works are absent. So, the concept of ‘ parental
involvement’ stands for amultitude and variety of
‘desired’ parental activities.

Customer groups

Assaid, parents are very much aware about the
choicesthey make in raising their childrento
successful citizens. Parents perform their own,
chosen tasks and accept offersin support by
government or school in casethose offers
concludewith their own objectives. Government
and school are, in that respect, amarketplace on

which parents act as customers with wishesand

demands. Therefore government and schools

should consider afew principlesin developing
activitiesfor parents: parentsare (loya?)
customers and like to be treated like to that,
parents don’t form ahomogeneous group but can
be divided in customergroups with different
wishes.

At this moment in the Netherlands four different

main customergroups of parents can be described:

- Parentswho for various reasons don’t need the
offered services or activities provided by
government or school. They are not prepared to
fully show the parental involvement school
asks of them. Neither arethey prepared to
adapt educational modelsor activitiesthe
government offersthem. Figures show that
only 30% of the parents use the opportunities
for parental involvement at school and less
than 5% areinvolved with educational
activities offered by government or local
authorities.

- Thereisalimited group of parentsthat liketo
use the existing educationa offers frequently
and are willing to make their own role as
parents subservient or attune to the views of
government and school. They arethe eternal
volunteers, always prepared to show up
whenever the school asksthemto. They area
valuable (and not always fully valued) partner
of the school, often used asliaison officers
between school and other parents.

- A third group of parentstaketheir own values
as basic assumption and only use educational
servicesor activitieswhen they tally inwith
their set of values. Vaue-driven choice of
school by parents shows aconsiderable
increase: aclear example arethe Idamic
schoolsin the Netherlands that are founded in
thelast few years.

- Alast and growing group of parents are those
that ask for a package of servicesthat isn’t
directly related to the school careers of their
children, but that is convenient or asubstitute
for their own tasks.



A Bridge to the Future

47

The need for such packagesis shown by the
growing group of parents that makes a choicefor
schoolsthat can provide the wanted facilities as. a
school timetable without the usual luncheon break
so parents haven't to be at home, a staff that is
suitably trained and stable, that can provide
specia care and preventsthat children are sent
home dueto illnesses of teachers or shortage of
staff (anowadays common problem in Dutch
schools), sufficient computers, alarge and safe
playground and after-school care, so parentsdon’t
have to bother about the safety and well-being of
their children.

What offers should government and school focus
on, given the changing demands of parentsin the
turbulent context of the contemporary society?
We assume as a premise that:

- Aneducationa offer to parents made by
government isdirected by the question how it
should be.(From alegislational point of view
the government is responsible for the content
of the educational offer);

- How the offer could be depends on the
guestionsparentsask.

Dialogues

Parents want to be asked about their wishesand
they should be asked. The monol ogues of
government and schools should be converted into
dialogues where parents are valued partners. The
much talked about mode! of educational
partnership can only be achieved when

communication between partnersisimproved.
But why not discussthe model of shared
responsibility and educational partnership when
we know that amajority of parentsisn’t really
interested in getting involved with schooltasks,
but on the contrary asks the school to provide
more services?

Why shouldn’t school s use instruments derived
from customer relationship management and
make clear that both parents and school have their
own tasks and are each responsible for their own
part of thejob? Parental involvement could thrive
by thoseinstrumentsthat stimulateloyalty and
continuity in the relationship between parents,
pupilsand school. Relationship-marketingis
based on what customerswant, in this case
parentswith their wishes, capacities and skills.
Animportant part of the strategy isformed by the
desired content of the rel ationship between school
and parents. Doesthe schoolswant al parentsto
betheir friends or do they settle for afew friends
and alot of acquaintances? What isthe content or
level of the bond between parents and school ?1s
it professional, emotional or structural? What
ambitions do we cherishin devel oping parental
involvement?

Whatever model is chosen, shared or divided
responsibilities, parental involvement won’t work
and isin fact uselesswhen the school failsin
providing good education.

Because, let’ sfaceit, that iswhat parents want:
good education for their children. Perhaps they
want more, but surely not less!
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Rel ationships between parents and school in the Czech

Republic

Kategina Emmerova & Milada Rabuscova

Significance of parentsfor school lifeandits
development isnowadays generally
acknowledged in the Czech Republic. Although
thistrend does not have aslong atradition asin
most western European countries, it hasachieved
itsposition in contemplation about the quality of
the school education and it has been keeping this
position for afew past years.

Inthefield of changes and development of the
educational system the second half of the 1990s
inthe Czech Republic is characterized more by
attempts at the inner change of the school than by
those at the structural change. As amatter of fact,
all theinitiatives of the school policy inthe few
past yearsaim at theseinner changes or at least
they mention thisissue. The most prominent of
theinitiativesisthe Appeal to 10 Millionfor the
preparation of the National Programme of
Development in Education from 1999-2000. The
inner changes of school in cooperation with socia
partners are considerably paid attention to in the
National Programme of Development of
Education itself, which isaso known asthe
White Book and which wasworked out at the end
of 2000 after a public discussion. One of the facts
that comes out asvirtually undoubtable, from the
point of view of the principle of democratic
decision-making and school management, isthe
call for the teacher involvement in the whole
process of changes at school. Another point
which isnot doubted isthe principle of
subsidiarity and the principle of the general
reguirement of opening the process of changes
from below. These principlesinclude the idea of
the teacher asthe designer of the change. But

what roleisascribed to parents? What i s expected
from them? In school documents and other
variousinitiatives answersto such questions are
not clear at all.

Thisisone of the reasons why we have started a
three-year research project under the name of
The Role of Parents as Educational and Social
Partners of the School.

Rolesof parents

We areinterested in parents and the roles they
play in the Czech educational system, parents of
children at the preprimary, primary and lower
secondary level of education in particular. We
aim at parents as necessary designers of
upbringing and education of their own children,
although they partially delegate their role to
school more or less compulsorily. Weaim at
parentswho intheimaginary triangle of the

rel ationships form another necessary apex apart
from the child and the teacher. We aim at parents
who with their opinions and attitudes, those
unspoken and unexpressed aswell, substantialy
influence thework of schoolsand school changes
in general and form apotentially very strong
political group.

From the analyses of the so far carried out studies
on new conditions of the school development
thereisafact coming out that there has not been
taken enough complex interest in therole of
parentsin the educational processinthe Czech
republicinthe 1990s. There are worksthat focus
onthe pupil from the point of view of their skills
and personal development, there are worksthat
are concerned with the teacher asthe designer of
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pedagogical changes, worksthat pay attention to
the school management and to the inner and outer
relationships of the school, but what is still
missing isawork specific and complex at the
sametimethat analysesthe position of parentsas
educational and social partners of the school.
However, the Annual Report of the Czech School
Inspection for 1996 - 1997, for example, points
out the building of the relationship between the
school and the family and between the school and
the public as one of the main problems of the
contemporary school.

Despite all the facts mentioned above, we do not
try to deal with thisissue without any previous
experience. We may partialy takeinto account
various studiesthat werein the past years
concentrated, for example, on the parental
preparedness to the child’ s entrance into school
(Kei®anov4, Keovéskova, 2001), onthediaogue
between the family and the school (Jani§ 2001)
or on various suggestions for the cooperation
between the school and the family (Krejeova,
2001). But primarily we draw from our own
project Socia Change and Education in the Czech
Republic (Towards the Relationships between the
School and the Family)” which wasfinishedin
1995.

Réationships and communications

In thisresearch we concentrated on the issue of

rel ationships and communication between the
school and the family. The starting premisewas
rooted in considering the communication barrier
between these two parties which was caused by
thelack of mutual trust and respect. During the
research we concentrated on the mutual
perception of the two parties engaged (how they
perceive each other), on their expectations, their
evaluation criteria (what criteriaareinvolvedin
the parents’ judgment of the school quality, what
criteriaareinvolved in theteachers judgment of
the parental care) and on their shared activities. In
the conclusion we had to state that ‘ the quality of
communication and co-operation between the
school and parentswas not very satisfactory’, that
‘the school s nowadayswerein the phase of

gradual opening and cautious search for the ways
of approaching the parents of their pupils’ and
that ‘ there were attempts and partial initiatives
from both sides but their effectivenesswasto be
doubted’ (Rabu3cova, Pol, 1996). The published
results of the research were positively replied to
by many pedagogues and they were also cited
rather often. Thisfact justifies our ideathat the
pedagogical public considersthisissueto be
topical and necessary. Thisis aso the reason why
wewould liketo work on thisissue further on and
developit.

Thetrend of changesin the Czech educational
system, which began in the 1990s, continues. The
topic of parentsin relation to school isstill an
issue which is considered one of the headstonesin
building good educational environment for
children. Thisis also the reason why we come
back to thisissue, from adifferent point of view,
after six yearsagain. Thisyear we have started a
three-year research project under the name of The
Role of Parents as Educational and Social
Partners of the School. Parents as educational
partnersof the school are defined asindividuals
and groups entering rel ationships with the school
becausethey areinterested in their children, their
upbringing and education. Parents as social
partners are defined asindividual s and groups
entering relationships with the school because
they areinterested in the devel opment of the
school as an ingtitution.

Thewhole project wasled by the attempt at
understanding all potentialities, duties and rights
of the parents as essential actorsin the process of
education of their own children in relation to the
school. The godl isto contribute to the answersto
questions connected with therole of parentsas
educational and socia partners of the school. We
areinterested in the extend to which thereal
situation in the position of parentsin relation to
the school iscompatible with various theoretical
sources and in what activities may support and
develop parents’ position in schools. We are
interested in the question to what extend the
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actual situation of the position of parentsin

relation to the school correspondsto these and

other theoretical sources. That iswhy we put the
following questions:

1. What roleis ascribed to parents by schools
and how exactly isthisrole defined?

2. Towhat extend can wetalk about the
educational partnership and to what extend
about the social partnership?

3. Arethereany differencesin defining therole
of parents as educational and social partners
inthe kindergarten and at thefirst and at the
second stage of the primary school ?

4. What role do the parents ascribe to themselves
inrelation to school ?

5. Arethereany differencesin theway in which
their own roleisdefined in relation to school
by parents of childrenin the kindergartensand
at thefirst and at the second stage of the
primary schools?

6. Arethereany differencesin attitudes of
schoolsto parents and in attitudes of parents
to schoolsin the country and in urban
agglomerations? Can such attitudes enrich one
another?

7. What, from the point of view of parental
participation in the school education, can
already existing projectsfocusing on
devel oping the communication with parents
and the public bring about to others?

8. Isit possibleto think about school asacentre
for lifelong learning of adults: parentsand the
general public?

9. Isit possibleto think about school asacentre
for supporting the good work of the family?

10. What chanceisaparent asan individua given
of putting through their ideas about education
against the school? How and to what extend
doindividual parents use such chances?

11. What chance are parents as a group given of
putting through their ideas about education
against the school (and against other more
powerful school institutions)? How and to
what extend do parents use such chances?

12. To what extend are parentsinfluenced in their
attitudesto school by reflection of the
contemporary school inthe media?

The methodol ogical frame of the project includes

the processing of the existing theoretical

framework about the role of parentsin the
educational system both from the Czech sources
and from the abroad sourcesin particular.

Next therewill be the observation and analysis of
the contemporary situation concerning the role of
parentsin the educational processinthe
kindergartens and at the first and at the second
stage of the primary schools. Therewill be used
thewhole set of methods of quantitative and
qualitative research:

- Content analysis of the school legidlature,
school documents and the existing knowledge
about the role of parentsin the educational
system in this country and in abroad
(particularly in Britain, in the Scandinavian
countries and in the Netherlandswhereisthis
issue rather traditional).

- Content analysis of the reflection of schoolsin
the mediataking the observed issueinto
account.

- Questionnaire survey of arepresentative
sampl e of the Czech kindergartens and primary
schools. Questionnaireswill begivento
parents and school managers (if need beto
teachers). The questionnaireswill alsoinclude
the same batteries of questionswhich will
enabl e the comparison of both views -
pedagogical and parental - of the observed
issue.

- Individual and group interviews (using the
method of ‘focusgroup’ - asking questions and
recording the discussion in agroup) with
parents and pedagogues, with members of the
Union of Parents and al so with members of
other associations of parents.

- Case study of aselected schoal, if need be of
more schools, taking the observed issueinto
account (the identification of schoolswill
result from the preceding questionnaire

survey).
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Conclusion

During the first year we have been already
managing the problem theoretically. We have
based it on studying the relevant works published
in the Czech Republic and in abroad. We have
processed ingpirationa models of the parental
rolein the educational systemsin selected
countries. Wetry to get awider - complex and
contextual- view of theissue of parental
partnership in relation to the school. Thisisthe
reason why we now concentrate on two areas
which, in our point of view, help create thiskind
of context. It isthelegidative framework that
constitutesthe basis for potentialities and ways of
establishing and developing partnership anditis
also the media framework that influences input
ideas and expectations of parentswho areto enter
the relationships with the school.

We have analyzed the Czech legislature taking
into account the parents’ position whichis
ascribed to them in laws and other legal
documents. If we take into consideration the exact
content of the Czech legidlature, we may divideit
into two areas, namely educational partnership
and socia partnership. Inthefirst casethe
partnership nearly overlapswith a‘ customer
attitude’ . Only in the second case, that of the
socia partnership, thereis possible support inthe
legislature, namely in the school boards. On the
other hand, we know that the school boards are
very rare. No matter whether we regard the
parents as problems, customers or partners of the
school, we may alwaysfind a certaininclination

Notes

to one of these modelsin many legidative
formulations. The parental partnership whichwe
consider the desirable model may only be found
in the White Book.

We have also analyzed selected mediataking into
account the various ways of presenting
information about schools and the school system
to the parents and the general public’. Themedia
context is not favorabl e to the school issues, and
the teachersin particular, at al. I ssues connected
with the school system and education are rare and
their evaluation is mostly negative. The public,
including the parents, hasto find their way in the
generally negative reflection so that it isnot an
obstacle for them in everyday communication
with their school partners, which doesn’t haveto

be easy.

Next year we are going to prepare and realize the
questionnaire survey and process the results.
After that we want to compl etethe obtained
information by more sensitive qualitative
methods in selected schools - individua and
groupinterviews with parents and pedagogues.
Inthethird year of working on the project we
intend to reali ze case studies of selected schools
and processthe overall results of the project.
Hopefully, wewill be ableto present results of
our project at next ERNAPE conferenceandin
such away at least partially contributeto
widening the range of knowledge about such an
important point, which the parentsin relation to
the school certainly are, in the case of the Czech
Republicinparticular.

1 Itisaresearch project supported by the Grant Agency of the Czech Republic (no. 406/01/1077).
2 Jednalo se o projekt podporovany Research Support Scheme of the Central European University Grant CEU/RSS

No. 77/94.

3 O vysledcich této faze prezentovala Milada Rabud cova na konferenci ECER 2001 v Lille peispevek s ndzvem
The Role of Parents as Educational and Social Partners of the School in the Czech Republic: Legislation and

Media Analysis.



A Bridge to the Future 5:

References

Jani§ K.: Dialog: rodinaakola. In: Rodina a &ola. Gaudeamus, Hradec Kralové 2001.

Krejéovd, V.: Namety naspolupréci mezi rodinou askolou. In: Rodina a &kola. Gaudeamus, Hradec
Krélové2001.

K@@ anova, L., Kgovagkova, B.: Rodieovska padipravenost kevstupu ditite do Skoly. In: Rodina a &kola.
Gaudeamus, Hradec Krélové 2001.

Nérodni program rozvoje vzdil avani v Eeské republice. Bilakniha. MV T, Praha 2001.

Pol, M., RabuScova, M.: Rozvoj vztahu oly arodiny: nekolik zahraniénich inspiraci. In: Sbornik
praci Filozofické fakulty brninské univerzity. @ada pedagogickd, U2. Brno 1997.

RabuscovidM: Influence of the Family on Educational Achievement. In: Sayer, J. (Editor): Developing
Schoolsfor Democracy in Europe, an example of Trans-European co-operation in education.
Oxford Studiesin Comparative Education, Volume 5(1), 1995, Triangle Books, United Kingdom.

Rabuscova,M.: On Relationships between the School and the Family In: Sayer, J. (Editor): Developing
Schoolsfor Democracy in Europe, an example of trans-European co-operation in education. Oxford
Studiesin Comparative Education, Volume 5(1), 1995, Triangle Books, United Kingdom.

RabuScova, M., Pol, M: Vztahy 3oly arodiny dnes: hledani cest k partnerstvi (1). Pedagogika, €. 1,
1996.

RabuScova, M., Pol, M: Vztahy Soly arodiny dnes: hledani cest k partnerstvi (2). Pedagogika, €. 2,
1996.

Sayer, J., Williams, V. (Eds.): School and External Relations: Managing the New Partnerships. Cassel,
London 1989.

Vyroéni zprava ES zarok 1996-97. ES.

Viyzva pro 10 miliont k peipravi Narodniho programu rozvoje vzdilavani. M T, Praha 1999, 2000.



54

A Bridge to the Future




Culture differences in education: implications for
parental involvement and educational policies

Eddie Denessen, Geert Driessen, Frederik Smit & Peter Seegers

Parental involvement isonetopicinan expanding
list of componentsthat research and practice
suggested would improve schools and increase
students’ success (Epstein & Sanders, 2000). Asa
consequence, more and more, theimportance of a
fruitful co-operation between schools, thelocal
community and the parentsfor children’s
development is emphasized (Smit, Moerd &
Sleegers, 1999).

In the Handbook of the Sociology of Education
2000, Epstein and Sanders discussatheory in
which they state that three contexts - home,
school, and community — act as overlapping
spheres of influence on children. Parental
involvement is seen as an important factor for
stimulating a certain degree of congruence
between school, home and community.
Congruence between these three spheres of
influenceis said to be of importance for

children’ sdevelopment (Laosa, 1988).

In this paper, we will focus on the relationship
between parents and schools. We will address
issues of culture differences between parents
(especially minority parents) and implications of
these differences for parents’ educational
attitudes, which may lead to different types of
parental involvement.

Aswill be shown, current approaches of parental
involvement contain some assumptions for
parent-school relations. One of these assumptions
isthat parents and schools should act as partners
in education. In this paper, wewill question this
assumption. Especially parents of minority
students see school more as expertsthan as

partners. Wewill arguethat insight in parents
cultural background is needed for educational
policies on parental involvement. First wewill
present Epstein’ s commonly used typology of
parental involvement in order to present aframe
of referencefor discussing culturedifferencesin
education in the context of parenta involvement.

Epstein’stypology of parental involvement
The results of many studiesand activitiesin
schools, in districts, and in states contributed to
the devel opment of aframework of six major
types of involvement that fall withinthe
overlapping spheres of influencetheory (cf.
Epstein, 1992; 1995). Epstein (1992) has
formulated a popular framework of six major
types of involvement in afamily/school
partnership.

Type 1: Basic Obligations of Families. Families
areresponsible for providing for children’s
health and safety, devel oping parenting skillsand
child-rearing approaches that prepare children for
school and that maintain healthy child
development across grades, and building positive
home conditions that support learning and
behavior throughout the school years. Schools
help families devel op the knowledge and skills
they need to understand their children at each
gradelevel through workshops at the school or in
other locations and in other forms of parent
education, training, and information giving.

Type 2: Basic Obligations of Schools. The
schools are responsible for communicating with
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families about school programs and children’s
progress. Communicationsinclude the notices,
phonecalls, visits, report cards, and conferences
with parents that most schools provide. Other
innovative communications include information
to help families choose or change schoolsand to
help families help students select curricula,
courses, special programsand activities, and
other opportunities at each grade level. Schools
vary intheformsand frequency of
communications and greatly affect whether the
information sent home can be understood by all
families. Schools strengthen partnerships by
encouraging two-way communication.

Type 3: Involvement at School. Parentsand other
volunteers who assist teachers, administrators,
and children areinvolved in classroomsor in
other areas of the schoal, as are familieswho
cometo school to support student performances,
sports, or other events. Schoolsimprove and vary
schedules so that more familiesare ableto
participate as volunteers and as audiences.
Schoolsrecruit and train volunteers so that they
are helpful to teachers, students, and school
improvement effortsat school and in other
locations.

Type 4: Involvement in Learning Activities at
Home. Teachersrequest and guide parentsto
monitor and assist their own children at home.
Teachersassist parentsin how to interact with
their children at home on learning activities that
are coordinated with the children’ s classwork or
that advance or enrich learning. Schools enable
families to understand how to help their children
at home by providing information on academic
and other skillsrequired of studentsto pass each
grade, with directions on how to monitor,
discuss, and help with homework and practice
and reinforce needed skills.

Type 5: Involvement in Decision Making,
Governance, and Advocacy. Parents and othersin
the community servein participator rolesin the
PTA/PTO, Advisory Councils, Chapter 1

programs, school site management teams, or
other committees or school groups. Parentsalso
may become activistsin independent advocacy
groupsin the community. Schools assist by
training parents to be leaders and representatives
indecision-making skillsand how to
communicatewith al parentsthey represent, by
including parentsastrue, not token, contributors
to school decisionsand by providing information
to community advocacy groups so that they may
knowledgeably addressissues of school
improvement.

Type 6: Collaboration with Community
Organizations. Schools collaborate with
agencies, businesses, cultural organizations, and
other groupsto share responsibility for children’s
education and future success. Collaboration
includes school programsthat provide or
coordinate children’sand families accessto
community and support services, such as before-
and after-school care, health services, cultural
events, and other programs. Schoolsvary in how
much they know about and draw on community
resourcesto enhance and enrich the curriculum
and other student experiences. Schools assist
familieswith information on community
resourcesthat can help strengthen home
conditions and assist children’slearning and
development.

Four of the six Epstein categories are things that
thefamilies do, or are responsiblefor, either at
home or at school. Thetwo ‘at home' types
(Types 1 and 4) concentrate on the child’ sbasic
needs, creation of a positive environment, parent-
initiated learning activitiesand child-initiated
reguestsfor help. Types 3 and 5, * Support for
School Programs and Activities' and ‘ Decision
Making, Governance, and Advocacy’ arethetwo
‘at-school’ categories. Type2, ‘ TheBasic
Obligations of Schools,” isone of two school
roles, and thistype deals primarily with
communications. The other school role,
‘Collaborations and Exchanges with the
Community,’ refersto the partnership between
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the school and the community. Despite avarying
degree of roledivision concerning certain types of
involvement (family, community or schools), a
strong notion of congruency between these three
spheresisassumed for optimal parental
involvement. Furthermore, it is often assumed
that parental involvement can improve school and
students’ learning, when parents and school s act
effectively as partnersin education. So,
improving the nature and quality of the
relationship between parents and schoolsis often
considered an important factor to improve schools
aswell aschildren’sdevelopment. This
assumption impliesthat parentsarewilling to
become partnersin education and get involved in
schools.

Sociocultural differencesin parental
involvement

Research shows that parents from lower classes
and from ethnic minoritiestend to beless
involved intheir child’s education (Lopez 2001,
Chavkin, 1993). As aheadteacher of aschool

with almost 100% ethnic minority pupils put it:
‘Thisisanintegral part of these parents’ culture
wherethereisastrict division between
responsibilities: the family isthe responsibility of
the parents, the school of the teachers, and the
street of the palice’ (Driessen & Valkenberg,
2000). Thisis, of course, avery generalistic view.

In alarge-scale study by Driessen (2002) nearly
9000 parents of children at more than 600 Dutch
schools answered anumber of questions
regarding their involvement. In Table 1 the
answers are presented broken down by ethnic
group. In the Netherlands some 15% of the pupils
in primary education are of foreign descent. Inthe
big cities such as Amsterdam, Rotterdam, the
Hague and Utrecht, however, more than half of
the pupils are ethnic minorities, mainly Turks,
Surinamese, Moroccans and Antilleans. The
questionsrefer to Basic Obligations of Schools
(Type 2) and Involvement in Learning Activities
at Home (Type 4) astypesof parental
involvement.

Table1 - Differencesin parental involvement by ethnic group (in %)

ethnic group
Dutch Surinamese/ Turkish Moroccan  total Eta p
Antillean
% frequently help with homework from 50 51 23 15 37 .33 .000
mother
% frequently help with homework from 22 31 27 11 22 .17 .009
father
% always attend parent meetings 73 67 50 49 60 .21 .000
% talk with teacher more than twice a 26 38 42 31 34 A3 .001
year
% talk about school every day 82 74 51 51 66 .29  .000
% long schooling important 29 63 62 68 55 .31 .000
% school-appropriate behavior important 35 66 73 74 62 .33 .000

Thetable shows considerable differencesamong
thefour groups. With regard to helping the
children with their homework, thisis much more

often done by Dutch parentsthan by minority
parents. The percentage Turkish and Moroccan
parents who always attend parental meetingsis
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much lower than the percentages for the Dutch
and Surinamese or Antillean parents. With respect
to contact with the teacher, the differences among
thefour ethnic groups are rather small. With
respect to talking about school, however,
differences are again observed. This occurs
considerably lessin the Turkish and Moroccan
familiesthan in the other families. Thefindings
with regard to the importance attached to
attending school aslong as possible are quite
noteworthy: While the three minority groups
virtually do not differ in thisrespect, the Dutch
parents score particularly low. Also with regard to
theimportance attached by parentsto school-
appropriate behavior (‘ conformity’), no great
differences were observed among the three
minority groups. They all consider school-
appropriate behavior to be quite important. Dutch
parents, in contrast, attach considerably less
importance to such behavior.

A number of reasons can be given for these
differences. First of all, many of the Turkish and
Moroccan parents havelittle or no education.
Most of them came from rural areas wherethere
often were no school s or schooling was not
considered to be important. In someinstances
schooling was seen as something which was
imposed by the central government and therefore
was viewed with distrust. In addition, given their
occupations (mostly small farmers), schooling
was not seen as ameans of socia mobility
(Coenen, 2001). For many of them this changed
after they had migrated to the Netherlands and got
low-paid jobs and had to perform dirty and
unskilled work. Minority parentswanted their
children to have abetter lifethan they had. They
all wanted them to become doctors and lawyers
and schooling was seen as away to fulfill this
dream (Ledoux, Deckers, De Bruijn & Voncken,
1992). There are, however anumber of obstacles
which makeit for most of them truly an
unrealistic dream. In addition to the fact that these
parents had little or no education, they also have
little or no mastery of the Dutch language
(Driessen & Jungbluth, 1994). Both facts signify

aconsiderable problem if they want to help their
children. Therefore, the most many minority
parentscan doisstimulate their childrenina
general sense. Thisexplainsthe differences
regarding the concrete help with homework. This
also explainsthe differencesin attending parent
meetings: many Turkish and Moroccan parents
are hardly ableto understand what is being
discussed at such meetings. Thefact that Turkish
parents more often talk with teachers probably
can be seen as areaction to problemstheir
children have at school: Turkish pupilsjust have
more learning and behavioral problems. In
Turkish and Moroccan families school isatopic
that parentstalk about considerably lessthanin
Dutch families. On the other hand, many more of
them think long schooling isvery important. The
problem probably isthat they have high
expectations of schooling, but are not acquainted
with the Dutch education system, lack the
necessary information and social networksto
reach their goals (Ledoux, Deckers, De Bruijn &
Voncken, 1992). Thelastitemin Table 1 givesan
indication of cultural differencesin child rearing
practicesin the family and at school. The
percentages makeit clear that especially Turkish
and Moroccan parents attach great value to
school -appropriate behavior, which stands for
‘conformity’. Dutch parents, on the other hand,
aremore oriented towards autonomy and self-
realization based on egalitarian principles (Pdls,
2000). These principles are also the guidelines of
the Dutch education system. For many minority
parents these discrepanci es between their family
and school pedagogics signify aserious dilemma
(cf. Ogbu’ soppositional culture; Ogbu, 1994).

So, one important reason to not get involved with
schools, isthefact that parents’ educational
attitudesdiffer from the current pedagogical
norms and valuesin Dutch schools. Apparently,
parents and school s differ with respect to their
educational attitudes. In western societies,
education policies nowadays enhance astrong
student-centered approach. The emphasison
discipline and academic performanceis|essened
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infavor of emphasison self-directed learning and
personal and social development in education
(Chandler, 1999; Pdls, 2000).

In order to gain moreinsight in the degree of
congruency between family and school as spheres
of influence, insight in educational attitudes of
parents can be helpful. Moreover, attitudes
towards education incorporate conceptions of
typesof parental involvement. As Epstein
suggests, families and schools should act as
partnersin education. This partnership could be at
risk when parents differ with respect to their
educational attitudes. In the following section we
will address differences between parents’
educational attitudes and implications of these
differencesin educational attitudesfor parental
involvement.

Attitudestowar ds education

The most common distinction encountered in
research and theory on educational attitudesisthe
distinction between content-centered versus
student-centered attitudes (Denessen, 1999).
Content-centered attitudes emphasize the
preparation of studentsfor acareer in society,
discipline and order within the classroom and the
school, the core subjects, achievement, and the
attainment of the highest diplomapossible. The
accent isthus on the product of education.
Student-centered attitudes emphasizethe
formative task of the school, active participation
of studentswithin the classroom and the schoal,
the social and creative subjects, and both
independent and cooperative learning. The accent
isthuson the educational process (see Table 2).

Table 2 - The content and structural distribution of attitudes towards education

Content domain

Content-centered attitudes

Student-centered attitudes

Educational goals
Pedagogical relation
Instructional emphasis

Career-development
Discipline
Product

Personal and social development
Involvement
Process

The attitudes towards education involving three
different domainsof content can thus be further
described interms of two dimensions: content-
centered attitudes and student-centered attitudes.
Research has shown that the higher parents’
social classor level of educationis, theless

content-centered parents tend to be (Denessen,
1999). Especially with regard to content-centered
attitudes, differences between groupsexist. Van
den Broek (2000) found the following differences
with respect to content-centered attitudes of
parents from three socioethnic groups (Table 3).

Table 3 - Content-centered attitudes of parents. Mean scores of three socioethnic groups (scalesrange

from1to 5)
Dutch Dutch Ethnic )
Middle class Lower class minorities Eta
N=158 N=287 N=27
Career-devel opment 3.51 3.78 4.28 .07*
Discipline 3.85 4,11 4.39 .10*
Product 3.17 3.43 4.08 12*

* p<.01
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In Table 3it is shown that minority parentsare
more content-centered than middle-classparents.
Thesefindings are consistent with other research
on parents’ educational attitudes:

‘Delpit (1986) reported that when shewas anew
teacher, shetried to structure her classroom to be
consistent with middle-class notions that reading
isafun, interactive process. However, her
African American studentsdid not progress, and
shewas criticized by their parents, who wanted
their children to learn skills. As she became what
she called more ‘traditional’ in her approach, the
African American youngsters progressed.’
(Sonnenschein, Brody & Munsterman, 1996,
p.13).

Tointerpret these differencesin educational
atitudesin terms of implicationsfor parental
involvement, Hofstede’ s theory of culture
differences can be helpful (Hofstede, 1986;

1991). In hisresearch he elaborated on the effects
of culture differences on educational attitudes and
the relationship between parents and schools.

Under standing par ent-school relationships:
Hofstede stheory of culturedifferences
Hof stede sees culture asthe personal
development of the members of asociety, asa
mental programming:

‘The sources of one’ smental programsliewithin
the socia environmentsin which one grew up and
collected one' slife experiences. The
programming starts within the family; it continues
within the neighborhood, at school, in youth
groups, a thework place, and in the living
community’ (Hofstede, 1991, p.4). A more
customary term for Hofstede’ s concept ‘ mental
program’ is: culture. ‘ Cultureisacollective
phenomenon, becauseitis at least partly shared
with peoplewho live or lived in the same
environment, which iswhereit waslearned. Itis
the collective programming of the mind which
distinguishes the members of one group or
category of people from another’ (Hofstede,
1991, p.5).

He developed afour-dimensional model of
national culture differences, on the basis of a
large body of survey data about val ues of
peoplein over 50 countries around the world.
These people worked in the local subsidiaries
of alarge multinational corporation: IBM.
They represented almost perfectly matched
samples because they were similar in al
respects except nationality. From country to
country, differing answers were found on
guestions about relations to authority, the
relationship between the individual and society,
theindividuals' concept of masculinity and
femininity and his or her ways of dealing with
conflicts. The labels chosen for the dimensions of
themodel are asfollows:

1. Power distance

2. Individualism versus Collectivism

3. Masculinity versus Femininity

4. Uncertainty avoidance.

Based on the answers on several questions,
Hofstede created an index scorefor each of the
four dimensions. In Table 4 we show the power
distanceindex (PDI), theindividualismindex
(IDV), masculinity index (MAS) and the
uncertainty avoidanceindex (UAI) of aselection
of 8 (groups of) countries of Hofstede' s study.
This selection was made out of the 50 countries of
Hofstede’ sresearch in order to give aclear
picture of the differencesin various countries.

Wewill first explain the meanings of these

indeces:

1. PDI-scoresinform us about dependence
relationshipsin acountry. In small power
distance countriesthereislimited dependence
of subordinates on bosses, and apreference for
consultation. Theemotional distance between
themisrelatively small. Inlarge power
distance countriesthereisaconsiderable
dependence of subordinateson bosses. The
higher the score, the bigger the power distance
in that country
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2. IDV-scores say something about the extent of
integration into strong cohesive groups
(collectivism) or the extent to which people are
expected to look after themselves and their
immediate family (individualism). The higher
the score, the higher isthe rate of
individualismin this country.

3. MAS-scoresinform us about
masculinity/femininity in acountry. The
higher the score on masculinity the stronger
social gender roleswill bedistinct (i.e. men are
supposed to be assertive, tough, and focused
on material successwhereaswomen are

supposed to be more modest, tender and
concerned with the quality of life). A lower
score on masculinity meansthat acountry is
more feminine, which pertainsto societiesin
which social gender rolesoverlap (i.e., both
men and women are supposed to be modest,
tender and concerned with the quality of life).

4. UAI- scores say something about the
uncertainty avoidance ratein acountry. The
higher the score on UAI, the more members of
aculturefeel threatened by uncertain or
unknown situations.

Table4 - Power distance, masculinity, individualismand uncertainty avoidance scoresin 8 (groups of)

countries (Hofstede, 1991)

Power distance Individualism Masculinity Uncertainty
(PDI) (IDV) (MAS) avoidance (UAI)
USA 40 91 62 46
Sweden 31 71 5 29
Great Britain 35 89 66 35
The Netherlands 38 80 14 53
Italy 50 76 70 75
Spain 57 51 42 86
Turkey 66 37 45 85
Arab countries 80 38 53 68

Lowest scores: PDI: 11, IDV: 6, MAS: 5, UAI: 8. Highest scores: PDI:104, MAS: 95, IDV:91, UAI: 112.

Hofstede' s research shows that western countries
can be characterized by alower degree of power
distance, and ahigher degree of individualism.
With respect to masculinity and uncertainty
avoidance, differencesare not that clear. Hofstede
also found culture differences within western
countries: power-distance scores of lower socid
class-culturestend to be higher than scores of
higher social class-cultures. The opposite holds
for individualism scores:. individualism scores of

lower social classestend to belower than
individualism scores of higher social classes.

Culture differences between countries are also
reflected by differencesin education. Hofstede
formulated educational aspectsthat arelinked to
the above mentioned four dimensions of culture.
Intables 5 and 6, we will focus on Hofstede's
suggested differencesin educational attitudes
related to differencesin power distance and
individualism versus collectivism.
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Table5 - Differencesin teacher/student and student/student interaction rel ated to the power distance

dimension (Hofstede, 1986)

Small power distance societies

Large power distance societies

Stress on impersonal ‘truth’ which can in principal
be obtained from any competent person

A teacher should respect the independence of his/her

students

Student-centered education (premium on initiative)
Teacher expects students to initiate communication
Teacher expects students to find their own paths
Students may speak up spontaneously in class

Students allowed to contradict or criticize teacher
Effectiveness on learning related to amount of two-
way communication in class

Outside class, teachers are treated as equals

In teacher/student conflicts, parent are expected to
side with the student

Y ounger teachers are more liked than older teachers

Stress on personal ‘wisdom’ which istransferred in
the relationship with a particul ar teacher (guru)
A teacher merits the respect of his/her students

Teacher-centered-education (premium on order)
Students expect teacher to initiate communication
Students expect teacher to outline paths to follow
Students speak up in class only when invited by the
teacher

Teacher is never contradicted nor publicly criticized
Effectiveness of learning related to excellence of the
teacher

Respect for teachers is also shown outside class

In teacher/student conflicts, parents are expected to
side with the teacher

Older teachers are more respected than younger
teachers

Table 6 - Differences in teacher/student and student/student interaction related to theindividualism

ver sus coll ectivism dimension (Hofstede, 1986)

Collectivist societies

Individualist societies

Positive association in society with whatever is
rooted in tradition

The young should learn; adults cannot accept
student role

Students expect to learn how to do

Individual students will only speak up in small
groups

Large classes split socially into smaller cohesive
subgroups based on particularistic criteria (e.g.
ethnic affiliation)

Formal harmony in learning situations should be
maintained at all times (T-groups are taboo)
Neither the teacher nor any student should ever be
made to lose face

Education is away of gaining prestigein one's
social environment and of joining a higher status
group

Diploma certificates are important and displayed on
walls

Acquiring certificates, even through illegal means
(cheating, corruption) is more important than
acquiring competence

Teachers are expected to give preferential treatment
to some students (e.g. based on ethnic affiliation or
on recommendation by an influential person

Positive association in society with whatever is*
new’
One is never too old to learn; ‘ permanent education’

Students expect to learn how to learn

Individual students will speak up in classin
response to a general invitation by the teacher
Subgroupingsin class vary from one situation to the
next based on universalistic criteria (e.g. the task ‘at
hand’)

Confrontation in learning situations can be salutary;
conflicts can be brought into the open
Face-consciousness is weak

Education is away of improving one’s economic
worth and self-respect based on ability and
competence

Diploma certificates have little symbolic value

Acquiring competence is more important than
acquiring certificates

Teacher are expected to be strictly impartial
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Referring to the results that minority parents have
relatively strong content-centered attitudes and
thefact that these parents can be characterized by
arelatively high degree of power distanceand
collectivism, we can draw the preliminary
conclusion that Epstein’ s notion of partnership
between parents and school s can be endangered
by existing culture differences. Minority parents
arelikely to seeteachers more as expertsthan as
partners. Their distanceto school israther high,
compared to middle class parents, who tend to be
less content-centered and to experience alesser
degree of power distance and collectivism.

These culture differencesin education should be
considered in discussionson parental
involvement.

Discussion: implicationsfor schoolsand
parents

Research on parental involvement suggests that
parents of lower socia classes and ethnic
minority parents seem lessinvolved than middle
classparents.

In this paper, we focussed on culture difference
that can be held accountable for these findings.
‘Low involved parents’ cantypically being
characterized by amoretraditional culturein
which roledivisions are quite clear: parentsare
responsibility at home, teachers are responsible at
school. These parents view teachers as expertsin
education at school. This expert-ideaisnot
consistent with a partnership-view of a parent-
school community. This partnership-view is
especialy apt for middle<lass parents, who
indeed often seeteachers as partnersin education.

Sonnenschein, Brody and Munsterman (1996, p.
18) state that ‘ Teachers need to understand the
cultural bases of different child-rearing practices.
They also need to understand that parents’
practices may well reflect their explicit or implicit
beliefs about child development. Although thisis
afairly new areaof research inquiry, thelimited
evidenceto dateindicatesthat parentsfrom
different sociocultural groups have different

notions about how their children learn and what
their children should learn. Thus, researchers and
teachers alike must strive to understand these
beliefsand practices.” From such an
understanding we can offer suggestions for
parents’ involvement, and we can tailor school
experiencesto better reflect the diverse strengths
and interests of the entering children.

When minority parentsindeed are more
traditional than middle class and upper class
parents, schools might focus on their specific
cultural needsin order to bridge the gap between
schools and families. Mutual understanding and
accepting different culturesisaprerequisitefor
successful parental involvement in schools. Ina
report on parental involvement of minority
parentsin the city of Utrecht (the Netherlands),
the Multicultural Institute Utrecht suggested
schoolsto:

- better listen to minority parentsand try to
develop an understanding for their specific
needs;

- develop astrong emphasis on content-centered
education;

- revalueacognitiveteaching approach
(Multicultural Ingtitute Utrecht, 2001).

Bridging the gap between schools and families
does not imply achange of parent-behavior, as
often stated (e.g. Lopez, 2001), but might also
imply changing schools' policieson parental
involvement. As many authors suggest, stronger
effort to realize two-way communication
(Epstein’ s Type 2 involvement) is needed for a
fruitful parent-school relationship. Instead of
trying to search for creative waysto get
marginaized parents involved in specific/pre-
determined ways, schools should beginthe
process of identifying waysto capitalize on how
parents are already involved intheir children’s
educational lives. Schools must make a positive
effort to recognize and validate the culture of the
home in order to build better collaborative
relationships with parents.
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Inthis paper, we havetried to make afirst The results of future research can foster our
contribution in arather unexplored field. Wehope  understanding of the beliefs and practices of
wewill stimulate and inspire other researchers. parents from different sociocultural backgrounds.
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The parental need for pluralistic primary education in

the Netherlands

Jacques F.A. Braster

I ntroduction

According to the Dutch Primary Education Act all
primary schoolsin the Netherlands, both public
and private, should takein consideration that
children are growing up in amulticultural society.
Within these boundaries private schools, that like
public schools are completely financed by the
State, are free to choose their educational goals.
Thegoalsthat public schools should achieve,
however, are also specified in the Primary
Education Act. Public schools are supposed to
pay active attention to the diversity of valuesin
society. Furthermore public schoolsare accessible
toall children of all social backgrounds and they
aregoverned by public authorities or more
specifically by the Dutch municipalities. Ina
society that in thelast decades has become more
pluralistic, especially because of theinflux of
migrants from the former Dutch colonies, |abor
migration and peopletrying to get asylum, one
would expect that the public schoolsare the
dominant part of the educational system. Itisnot.
At the moment two out of three schools are
private and based on religious principles.

Parental needs

What do parents want? What istheir need for
schoolsthat pay attention to the diversity of
society? This, and many other questions, are
subject of aresearch that isdoneinabigcity in
the south of the Netherlands. In this city about
1.200 parentswith children in the age group from
Othrough 12 yearsold havefilledina
questionnaire. On the basis of this datawe will try
to answer the following questions:

- What isthe parental need for attention with
respect to the plurality of society?

- What isthe actual attention that schools pay to
this plurality?

- Arethereinthisrespect differences between
public and private-denominationa schools?

- Canthe parental need for plurality in primary
education be explained by their pedagogical
values (conformity versus self-reliance, and
tolerance) and their social background
(education, ethnicity, and religion)?

Answers

The answers are summarized in fivetables. Table

1 showsthat the items, that are supposed to

measure the parental need for attention with

respect to the plurality of society, can bedivided

into three groups:

- Attention for social issuesor social problems
(factor 1);

- Attention for religious diversity (factor 2);

- Attention for ethnic diversity (factor 3).

Table 2 shows that parents especially want
attention for ethnic and social issues. Religious
matters are considered to be lessimportant, which
reflects the trend towards secularization, evenin
the predominantly Catholic southern part of the
Netherlands. Table 2 a so showsthat the strong
parental need for plurality isnot completely
fulfilled by the schools.

Table 3 showsthat the public school system pays
significantly more attention to ethnic diversity
than the Catholic school system. According to
parents socia problems are al'so more discussed
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in public schoolsthan in the Catholic ones, while
no differences can be found between thetwo
systems with respect to attention for religious
diversity.

Looking at the social composition of schoolswe
must note that there are no differenceswith
respect to ethnicity (table 4). However, thereare
religious differences. Non-religiousparents
appear to choose public schoolsand Catholic
parents prefer Catholic schools. But the
differences are not asbig asthey used to bein the
past. Furthermore, it must be noted to public
schools are acceptablefor quitealot of parents
that consider themselvesto be amember of a
religious group. Finaly, it must be mentioned that
parentswith children on public schools have
higher levels of education than one would expect
for aschool that is accessible to all socia groups.
This can be explained by pointing to the minority
position of public schoolsinthe mainly Catholic
south.

The last tablewewill comment istable5, in
which the parental need for attention paid to
plurality isexplained by social background and
pedagogical vaues. Thelast concept is coined by
sociologist Melvin Kohn. It is measured by way
of aprincipal component analysisin which two
factors were detected. One dimension represented
the classic difference between conformity and
self-reliance, the other one could be named in
terms of the stress parents put on tolerance as

pedagogical value. The table showsthat self-
reliance as apedagogical valueis (as expected)
positively related with not belong to areligion
and having obtained ahigh educational level.
Tolerance, however, isnot related with these
parental background variables. Non-indigenous
groups appear to put less stresson tolerance asa
pedagogical value than the dominant indigenous

group.

Table 5 also makes clear that the parental need for
attention with respect to social problems,
religiousdiversity and ethnic diversity must be
explained by different configurations of factors.
The need to speak in aprimary school about
concrete social problems, for instance, isamatter
that seemsimportant for the dominant indigenous
group and for parentswith alower educational
level. On the other sideisthe need for attention
with respect to ethnic diversity amatter that
seems to be of relevance for non-religious, higher
educated and non-indigenous parents. The
atention for ethnic diversity isalso positively
related with both sets of pedagogical values.
However, the explained variance for the attention
paid to plurality in primary education remains
rather low.

The analyses above raisesthe question to what
extent schools must follow the demand of parents
for apluralistic education. It also raisesthe
question if the stress should be on the transfer of
knowledge about societal diversity or the
transmission of values?
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Table 1 - Factor analysis of attention for plurality in primary education (extraction: generalized |east
sguares; rotation: varimax; factor loadings> .30)

Factor 1 Factor 2 Factor 3

Alcohol and drugs 757

Criminality and violence in the Netherlands .646

Abortion, euthanasia and suicide .581

Sexuality .484

Christianity, Islam, Hinduism, etc. .809

Differences between Western religions .791

Discrimination and racism .697
Problems of the Third World .560
Multicultural society in the Netherlands .514
Cronbachs alpha 72 .81 .66

Table 2 - Theattention for plurality in primary education: the need for attention and the actual
attention in primary school as perceived by parents: mean scores (scale values: 0 - 10)

Need for attention Actual attention in schools
(N =1153) (N = 699)
Social problems 7,7 54
Religious diversity 5,8 5,0
Ethnic diversity 7,9 6,1

Table 3 - Theactual attention for plurality in public and catholic schools: mean scores (scale values: 0-
10)

Public schools Catholic schools Significance
(N =126) (N =552) F-ratio
Social problems 5.6 5.3 .041
Religious diversity 51 5.0 .318
Ethnic diversity 6.6 6.0 .000

Table4 - The social background of parentsthat have actually chosen for public and catholic schools
(percentages)

Public schools Catholic schools Significance
(N =153) (N =518) Chi-square
Non-indigenous 11% 10% .455
Non-religious 40% 19% .000

Third level education 57% 43% .009
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Table5 - Regression analysis of social background of the family, parental values and the need for
attention for plurality in primary education (beta coefficients; p < .05)

Parental value: Parental value: Attention for Attention for Attention for
Self-reliance Tolerance social problems religious ethnic
diversity diversity
Non-religious .162 -.030 -.007 -.042 .109
Non-indigenous .003 -.102 -.073 .130 .063
Education level .397 -.029 -.189 .091 .071
Self-reliance -.037 .066 .096
Tolerance .020 .023 .075

R-squared .21 .01 .05 .03 .05




Have minority parents a say in Dutch educational

opportunity policies?

Paul Jungbluth

Netherlands equal opportunity policies: the
historical shift in target groups

Over thelast quarter of acentury thetarget
groups of equal opportunity policiesinthe
Netherlands dramatically changed. Whereas
initially the concept of working class children was
generally accepted asthe best identifier for pupils
with low educational opportunities, today mainly
ethnic concepts determine who istargeted and
receives extrabudget.

In the social-democrat tradition of educational
equality policiesduring the seventies about 30
percent of the white population were then
perceived having poor educational opportunities
as compared to national average. Parental social
classwastheonly, generally accepted clueto
identify targeted ‘ underprivileged’ pupils, with
low parental educational level asan easy indicator
of lower classidentity. A general practice not to
mix up with the kind of policies meant for pupils
at risk who suffer from learning disabilities (and
who were far lessin numbers and who were
addressed by other educational policies). No,
regardless of actual performance and only based
on figures about the correl ation between class and
opportunity, about 30 percent of the population
were granted extra school facilitiesin these so
called ‘educational priority policies . The formula
to grant schoolsunder this priority policy was
easy and convincing: given that asimple system
of counting pupils normally is used to administer
the main school budgets, arevaluation of working
classchildreninthat counting system upto 1.25
instead of 1 resulted in relatively larger budgets
for working class schools. Inturn therelative

upgrading of budgets for working class schools
resulted automatically in amore favourabl e pupil -
teacher ratio at these school s as compared to
normal.

Asthroughout the seventies and eightiesthe
proportion of non-white working class children
rose, those pupilswereinturnrevaluedina
parallel way: instead of 1 they were counted for
1.9, resulting in even smaller classesin what were
then called ‘ black schools'. Injust afew decades
traditional working classareasin major
Netherlands' cities changed in colour, with
Moroccan and Turkish pupils or South-American
pupils dominating in former working class
schools. Therelative homogeneity interms of
socia class of these ethnic minorities
(outnumbering in certain city areasthe
‘indigenous’ white population) resulted in anew
perspective on social inequality with ethnicity
pushing aside class asthe perceived basic
category behind social inequality. The serious
accumulation of problems for non-whiteworking
classchildren resulted in agrowing neglect of the
types of disadvantages white working classwere
suffering under. Instead of powerlessness and
poverty thelack of Netherlands' mother tongue
seemed to become the perceived factor behind
poor opportunities. Today first signsof a
reconsideration about who isto be facilitated and
to what extent come up; even school inspectors
appear to explicitly advocate areshuffling of
educational policy budgets, somewhat moreto the
benefit of white working class categories.
Against thisbackground one can easily
understand that traditional public advocates of
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working class’ interestslike social democrat
parties and trade unions no longer automatically
were perceived asthe political representatives of
thetarget groupsin equal educational opportunity
policies. Asamatter of fact it becamerareto find
any identifiableinstitution or organization
advocating interests of whiteworking class
categoriesin thefield of education for more than
two decades, or even for any working class
category at al regardless of colour. So what about
the coloured working class pupils: who became
their advocates in a situation where enormous
budgets (up to one billion ayear) were spentin
educational policiesfighting for mainly their
equal opportunities? That isthe key questionin
this paper.

Netherlands equal opportunity policies: major
shiftsin palitical administration

Before going into the above posed questions, let
usfocus on major administrative characteristics
of the educational priority policies. Thepolitical
administration in Netherlands' education israther
complex. Although all schools are financed
equally on state budgets, only state schoolsfall
under direct responsibility of local city boards.
Catholic, protestant and other ‘pillarsin
education’ ruletheir own schoolsin relative
autonomy, beit apart from major finances. And,
different from what many would expect: all
pillarsalmost equally serve acomplete pallet of
social and ethnic groups, so all are equally
involved in priority policies, which count
relatively high on the main political agendas. One
might say that especially inrelationtothe
implicationsof priority policiesthe accepted
structure of pillarization becomes critical ina
number of ways.

Ever sincethe start of Dutch priority policiesin
education, the national parliament had adirect
line and responsibility in these policies. Thiscan
simply beillustrated by the fact that the law
underlying this policy implied ayearly report on
the evaluation of effectsto be presented to the
members of parliament. In other words: the
matter of equal opportunitiesin education wasa

direct concern of the national parliament whereas
in most other fields of educational policies most
schoolsare highly autonomous. Dutch tradition
speaks of freedom of education with respect to
what schools actually do.

For almost two decadesthis problematic structure
resulted in repetitive discussions about the
apparent ineffectiveness of the priority policies:
therewaslittleto eval uate as positive, but then
therewaslittleto takeinfluence on, given the
traditional freedom of education especially in
non-state schools.

Two possibly opposing modernization formulas
in public policieswerethan equally embraced:
deregulation and decentralization on the one hand
and public effect accountancy on the other. Of
course for political reasonsthey were presented as
complementary against all logic and experiences.
Theresultis now that the national parliament
playsno longer aclear rolewith regard to
educational priority policies, whereaslocal city
boards are encouraged and even more than that to
demand all school boardswithin their reach, to
cometo alocal agreement about how to spend the
priority budgets, how to evaluate ongoing
programs and how to handle possible negative
effects. At city level the pillarized school
structure now gets under stressaslocal boards are
supposed to take control of the ways schools
operationalize their contributionsin priority
policies.

Minority parentsand civic society
Asdescribed above, today minority pupils
congtitute the mgjor category in termsof budget
and in terms of publicinterest when it comes tot
equal opportunity policies. Together with that, the
administrative focus of such policies has
descended from national level to that of city
boards who find themselves obliged by law to
negotiate with amajority of regional autonomous
school boardsin what is called ‘ accordance
oriented consultation’ about the actual variants of
priority policiesto choose: without accordance,
no more budget saysthe official penalty
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Now a third factor completesthe situation we are
herefocussing on: exactly at city level where
decisions should be made on how to actually
design equal opportunity policies, most minority
parents, often not in the possession of
Netherlands nationality and so having to do
without aright to vote at national level, are
allowed to vote for city councils! At city level —
different form national - they have complete civil
rights.

A number of drastic political and educational
changes might occur as aconsequence of this
remarkable crossing of different developments:
minority pupils becoming the major target group
in terms of educational priority budgets, city
boardsin turn getting key rolesin educational
administration against atradition of ‘ educational
freedom’ and minority parentsallowed right to
votefor city boards. One of these changes, too
vagueyet to clearly comment on, isthat in most
local situations the equilibrium underlying the
Netherlands pillar structurein education (between
state schools versus anumber of religiously
defined autonomous school boarding unions)
might belacking; in most local situationsthe
mosaic of pillorized schools differs sweepingly
from the national proportions. What has been
handled at national level with prudency and
reservation, might become a clear object of
oppositeinterests at local level. Whose schools
will servethe different target groups of equal
opportunity policies, who will receive what parts
of the budget, who determines criteriafor effect
evaluation, what to do with critical reports? How
to handlethe ultimate rule of penalties: no more
budget for ineffective policies? And next to that:
who decides on the actual composition of school
boards? Should they reflect the social and ethnic
composition as enrolled in the schools under their
administration? Who represents the targeted
groupsif not the boardsin question?

And apart from the possible shiftsinlocal
balances of power amongst different school
boards, the new decision structure around
educational priority policiesfinally come together
inthe city councilsinwhich most minoritiesare

poorly represented so far. A situation that could
easily change, onceit becomesclear that
educational opportunities of coloured working
classchildren, at local level often outnumbering
all others, are at steak.

New rulesof thegamefor minority parents?
Throughout the existence of equal opportunity
policiesin the Netherlands an everlasting
discussion unfolds about who isto blame for
inequality. Isit simply amatter of unequal
opportunities schools offer to pupilswith
different social and ethnic backgrounds? Or —
equally simple - are parents from certain social
and ethnic background to blame for not offering
their children arich and adequate developmental
environment, as anecessary precondition for
school s to assure successto their children?
Programsfor intervention in families stimulating
mothersto handle their children more adequate,
reduction of allowancesin case of parentsnot
attending Dutch language courses, al these reflect
the existing power relations between education
and minority parents. In some caseseven
contracts are made up in which parents should
make promises about their effort to boost school
performance of their children with schools
threatening to stop their extraprogramsif
otherwise. Littleor no examplesillustrate an
opposite form of taking influence: minority
parents defining their demands towards schools,
although that would reflect theideabehind basic
educational concepts of (white) parental
responsibility and power.

Although the described new conditions still are to
fresh to foretell definite new balances of power, it
isclear that the political and juridical implications
of anumber of measures coming together in the
new city governed variant of educational priority
policies may arouse anumber of crucial
developments. So far minority parents are poorly
organized interms of taking political influence.
On the other hand they clearly overtake the Dutch
working class parentsin terms of motivation for
their children’s school success. Their expectations
towards educational opportunitiesfor their
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childrenisby far not as sceptical asthat of
traditional target categoriesfor educational
priority policies.

Uptill now thecivic servantswho in fact rule at
city level the newly conceived local priority
programs have done so in away one can hardly
criticisein thisrespect: evening meetings have
been organized around townsto let minority
parents have asay. In most casesthey were
poorly frequented. Advisory school councils,
partly representing parents, could allow minority
parentsto takeinfluence and here and there they
do soindeed.

But al this standsin sharp contrast to what seems
logic. If city councilswant to handle educational
priority policies seriously and effectively, they
haveto base those policies on asystem of local
monitoring: monitoring not just of learning
effects and school careersbut also in terms of
social and ethnic segregation, of budget allocation
and so on. And such asystem of monitoring has
todifferentiatefor different target groups,
different town districs and ultimately schools. The
way other but parallel decision proceduresin
local administration use to takeissuch that it will

allow minority parentsfar more than up till now
to overseetheimplications of what happensto
their children and grab hold of the national
budgets allowed to further their children’s
education. Question is not, whether they could
trandlate their than made up opinionsinto
political power and decisions, question iswhether
such information will reach themin a proper way
and whether they will have opportunitiesto
politically organize themselvesand inturn their
white companionsin deprivation.

One of thetasks at hand for researchersin the
field of educational policiesisto develop
strategies and formulas for informative feedback
that is both meaningful and will really reach the
different target groups of educational opportunity
policies and supply them with necessary
information to conquer their authorized position
asadirect interest group towards a school system
holding up too often afalseideology of equal
opportunities.

Full report on ‘How to empower minority parents
in educational priority policies only availablein
Dutch language.



To seetogether. Visualization of meaning structuresin
Interaction processes between children and adultsin

Finland

Raili Karkkainen

I ntroduction

At the 29" NFPF Congressin Stockholmiin
March 2001 educators agreed in the group of
home and school co-operation that parental
involvement iscrucial to children’slearning and
education (see also Bridge 2001, Henry 1996,
Korpinen 1991, Ribom 1993, Crozier 2000) and
new, contextual and democratic methods are
valuable and needed. Home and school co-
operation has not traditionally taken placein real
learning situations but has mainly dealt with
information about arrangements of everyday life
and varied in different schools and contexts.

Parental and grandparental involvement intwo
small school contexts are examined in this paper.
Thefirst isan elementary school context with
three teachers and three gradesin Saarenmaa and
the second is a pre-school context inthe
community of Konnevesi with about 3000
inhabitants. Theaim of theseinteractional case
studiesisto implement strategiesthat enable
parents and grandparentsto be moreinvolvedin
their children’slearning and provide a setting for
hermeneutical processes of understanding (see
e.g. Habermas 1967) both in home contexts and
in school. The purpose of theresearchisto
provide amodel for co-operation and to improve
practicesin school.

Parental Involvement in School L earning
The primary learning context for the child isthe
home context and parentswith closerelatives as

thefirst educators. Parental involvementinthe
school allows children to continue familiar

rel ationships and experiencesin the school
curriculum and informs people at home about the
knowledge explored at school. Dewey (1953)
emphasized the view of the child and the meaning
of the home context in histraditional educational
theories. He stressed common goals,
communication and constructing democratic
community. He drew the model for interactional
education in connection with nature, industrial
life, research and home. Dewey thought that it
was futile to separate school from the life around
it. He criticized schoolsfor the incapability of
benefiting from the experiences coming out of the
school. In Dewey”s opinion the biggest problem
in school s was the separation from redl life.

Despite Dewey” s thoughts, and the astonishment
of many others, parental involvement hasbeen
defined educationally, socially and politically
problematic in practice. Kuosmanen (1982) has
noted that parents are not very eager to participate
in learning in the school context, because they do
not have timefor that. Similar to Kuosmanen
Bridge (2001) notesthat if parents are involved,
they are more often engaged in managerial roles
than those directly connected with their children’s
learning. Managerial and financial rolesare not
democratic for parentsliving in different
situations.
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Partnership in education could be based on shared
purpose and mutual skillsbut in practice decision
making, knowledge, and activitieshave been
determined and shared by the authorities of the
organization. In practice parents have stayed in
the background. In the fragmented postmodern
world opportunities for parentsto have adialogue
withtheir children have become scarce and
possibilitiesfor childrento learnin familiar,
relevant and contextual ways have diminished.

Theinteractional case study

Case study research examines closely one specific
working entity and focuses on understanding the
meaningsinit. It givesaninsight into asetting,
the eventsin it and shows possible answersto
why questions. The case study isreal and
therefore provides strong evidencein recorded
practice. Action research complimentsthe case
study. Action research is concerned with
improving the practicein aworking setting. Itisa
practical activity that involves changeto the
curriculumin order toimproveit. Bridge (2001)
stresses that changed actionin practiceis
dependent upon changed thinking and
understanding and thereforeisnot asimple
project, it needsalot of reflection and reaction.
Action research triesto push forth critical
thinking about values and in that way improve
practices.

This case study research isespecialy interested in
the interactional, educational functions of the
working parts and the possibilities and findings of
the action. The research involves children,
teachers, parents and grandparentsworking
collaboratively and reflectively. Thisaction
research showsthat learning is not the plain text
written in the document but isintertwined with
contemporary and past experiences of children
and adults. The hopes and plansfor the future and
the contemporary feelings, thoughts and
knowledge are based on those experiences. In this
research qualitative datawas gathered using
observations and notes, drawings and writings of

the children and adults, photographs and focused
discussions with the adults.

Resear ch strategies

At first ajoint meeting was held with the teachers
in both case studiesto clarify ideas about parental
involvement, curriculum practicesand daily life
in school. The ideas were then discussed with
parents at the following joint meeting. Parents
expressed some wishes which were noted in the
following plans. In both cases the phenomenon
was first examined in school and then aletter
about it was sent homewith the child. Intheletter
the goals of the examination were presented and
the adults were asked to discuss the phenomenon
and draw pictures concerning it together with the
childin light of their own experiences, knowledge
and feelings. Small and large, thin and thick
pieces of paper with drawings and writingswere
then brought back to school and discussed at
school together with the children and the teacher.
The process then proceeded to connect the
phenomenon in larger social connectionsandin
the goals of the curriculum. Exhibitions of
children’s, parents' and grandparents workswere
organized. At the end of the process meetings
were held together with parents and children, in
thelatter case those focused discussionswere
recorded as well asthe verbal reflection of the
teacher who wasinvolved in the case research.

Environmental project in Saarenmaa

Thefirst co-operational project took placeinan
elementary-school in Saarenmaain the Spring .
Theinteractive process|asted for five monthsand
wasintegrated in environmental education and
was carried out especidly in art education though
the main interest was focused in the environment
in al education. The common educational goal in
art education was to awaken sengitivity in
meeting and perceiving environmental
phenomenaand through sensitivity to be ableto
change and improve own environmental actions.
Connections with home contexts were built up
twice or even four times every month.
Environmental examinationsin school were
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focused on the phenomenawhich situated near
children’ severyday life; home, the way to school
and the surroundings of the school. The adults at
home were asked to discuss and draw pictures
together with the child concerning the same
phenomenain the light of what they remembered
of their own lifein the same age asthe child. The
art educational ongoing of the processin school
had goals of the curriculum and visual meanings,
colors, shapes, textures and relationshipsin space
and time. (Autio-Hiltunen & Kéarkk&inen 1995.)

Fedlingsand moominsin Konneves

Thelatest co-operational, art educational project
took placein asmall preschool in Konnevesi just
before Christmas and lasted for one month. The
children in this project were about six yearsold.
At home they used to watch a popular animated
TV-series about the life and adventures of
Moomintroll inthe evening. All of the children
seemed to be frightened and excited about an odd
troll called Morkd in the series. So the process
was planned on feelings and especially those
feelings which were experienced whilelooking at
the TV-animation.

The process began with the excitement of birth.
At home adults were asked to tell stories and
draw picturestogether with the child about the
birth of achild and storiesin which they
remembered their own birth. The children brought
to school the visualized stories. The process
continued with discussing the messages together
and connecting the excitement of birthin the
Moomin world. The odd and frightening M 6rko
troll had also been anewborn baby and hehad a
mother who cared for him. The children used clay
and other materialsto build and form baby M 6rko
and his necessities.

Baby Morko needed aplaceto livein, ahometo
feel comfortablein. Before beginning to plan the
home for thetroll, the parents were asked to
speak about and visualize the homethey had
when they were very young children. Based on

those pictured storiesthe children begantoplana
place for the growing and frightening Morkd in
school. Morké wasice-cold, so they wanted his
home to look frozen and collected material for
that. The children really liked to provide the troll
home with exciting detailsthat could be used by
thetroll family.

The process of the M6rkd culminated when he
grew alittle, examined the environment and saw
something that hewas very frightened. Before
touching upon fear more, the adults at home were
asked to discuss and visualize together with the
child those fearsthey had as children and the
child's current fears. Fearful feelingswere
examined and discussed at school and then the
childrenimagined what M érké was afraid of. The
large paintings that were madeto hang inthe
windowswere very imaginative and impressive
and therewere | ots of them.

The process finished just before Christmas, so the
|ast feeling that was examined was the longing
and waiting for Christmas. Adults at home were
asked to tell and visualize together with the child
Christmas storiesthat they remembered and plans
they had for the approaching Christmas. Those
storiesin the hands and minds children
constructed in school apicture book of Christmas
in the Moomin world and planned and made three
overhead animations for the Christmas party.

Work in this process was based on the
communication between children and adultsin
the home context. Actions at home were not
directed technically or with art educational goals.
In the school context doing and learning was dealt
with visual targets; painting, drawing and
constructing, big and small, light and dark, in
front and behind, under and above, staying still
and moving. Visual targetswere not given as
ordersbut likelight flashes or fantasiesfor
children to catch if they needed them in their
perceiving, imagining and learning process.
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Thefindingsof the process

In the two processesit was discovered that
parents and grandparents form aresource of
knowledge and power for children’s' learning that
can be combined with the curriculum knowledge.
Co-operation depended on gender so that mothers
more often co-operated and communicated with
the child at home than fathers and generally they
were motherswho participated in thefocused
discussions. The visua method was useful,
amost al of those parents who participated a so
wanted to draw pictures. Drawing pictures
seemed to bring back to mind things and details
that had already been hidden asidefor along
time. The materials that were used for visualizing
a home wererather simple, any paper and pen
was used for drawing and writing the messages.
Theolder the generation was, the less color they
used. The colorsthat the children used at home
were powerless compared with the colors used at
school; their quality seemed to be so weak that it
wasdifficult to build any strong effectswith
them. Adults sometimes used the same waysto
visualize space and perspective as children did
and stressthe emationally important thingslike
them. Some adults seemed to have left in their
contemporary visualizationsthe ornamentations
of their youth. Children werevery interested in
the pictures and stories of the adults. The parents
and grandparents were eager to seethe
exhibitions that were constructed from the works
of the participants. The participation of the parent
at home seemed to influence the activity, interest
and capabilities of the child in the school context
to perceive the whole process better.

Scienceand art

When | was planning the interactive,
communicative and transparent postmodern
research project in the primary school context
connecting with home contexts, | basedit onthe
hermeneutical philosophy of education.
According to it, learning occursin complex
interpretativerel ationships, in communicative,
comprehending processes between generations
and contexts. The view reminds me of theimage

of science as art or art as science; the detected
sketching in aholistic, conceptualized experience
of thefactor, artefact, observer and the
environment.

| picturetheinteractive, communicative learning
process in the school and home context in the
following way:

According to the picture the inside education that
takes place in the school and home contextsis
situated in atriangle. Education issituated in its
private side, the side of the home. The private
side (the side of the home) of education is rooted
under the line of the earth or horizon and inthe
past. The common side (the side of the school)
opensup intheair searching for different types of
futuristical, socid relationships. The educational
spaces of school and home contextsare
intertwined in communicative interactions, where
common interests are examined on the bases of
private and common meaning structures.

Themagic of multicultural art education

Art education hastargetsfor achild’ sindividual
and social growth and triesto understand the self
and to approvetheother. In art education
multicultural phenomenaare examined and
analyzed. Art education seemsto have meaningin
empowering the emotions and ethic feelings.
Based on Dewey’ s (1934, 1953) ideasand Kolb’s
(1984) thoughts concerning the importance of
experiencein learning, art education has sought
problematic, procedural interactionswhere
prejudices, contextual sources of knowledge,
interpretation, reflection and producing are taken
into consideration. Asaresult of the process, an
aware, considered and shared experienceisto be
found (see Résdnen 1998). It hasitsrootsin the
historical and aesthetic tradition but iseager to
find something surprisingly new. When trying to
fit different culturestogether, itiscrucia to
develop models for interactionsto have
possibilitiesto meet and to understand. All new
and even strange materials and references may be
used in the magic circle of art education.
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Developmentsin the position of parentsin primary
and secondary education in the Netherlands

Miek Laemers & Frans Brekemans

In this contribution, devel opments that have
occurred in the Netherlandsin the last three years
concerning the position of parents of education
participantsin primary and secondary schools,
will be examined." Relevant developmentsin
legislation are described aswell asjurisprudence
in connection to the (legal) position of parents. In
particular will be paused at recent developments
around the assumption of a‘educational
agreement’, by which parents see possihilitiesto
call onthe school to fulfill their obligations. The
practice of publication of education resultsin the
mediaand the quality card’ in secondary
education will come up (for discussion). Attention
will be spent at developmentswithin the
government policy, especially in theform of the
note ‘ Parents and school: reinforcement of
partnership’.*

I ntroduction

The government wishesto lend schoolsto an
increasing degree autonomy, determining their
education policy. Furthermore the legislator seeks
away between the concern of the government and
the schools' own responsibilities.

Also the government wishesto bear in mind the
rights and obligations of the participant or his
legal representative (parent or guardian of a
minor) and reckon with the part that the
participant can havein the quality control.
Against this background the government has
asked to be advised by the Advisory Council of
Education about the position of the participant.’
An exploratory report has been published in July
1998 under the sametitle by the ministry of
Education, Culture and Science. The conclusion

of the Council readsthat in the sectors primary
and secondary education no improvementsneed
tobemaid in the position of the participant. The
cabinet however disassociates slightly of thisfinal
conclusion: the coalition agreement of 1998 after
al contained intentions of the cabinet to pay more
attention to the position of the participant by
reinforcement of the authority of parentsand
pupilsin the school and the emphasizing of the
equal position of all parents, who should not be
excluded on basis of identity out of acouncil or
board of representative advisory. These
developments affect the position of the parentsin
different ways: on one side they influence their
position as *joint-designers’ of education, onthe
other side on their position as consumers of
education.

In thefollowing, where not by the schools
themsel ves performed measurement, evaluation
and publication of the quality isat stake, the last
perspective will be emphasized.

L egal measures

Over thelast few years various legal measures
haven been taken that aim to improve the position
of parents: the Quality law, the regulation of
participation in decision-making and participation
in the board of the (public) school.*

Quality law: school plan, school prospectus
and complaint procedure

The Scheveningen agreement on administrative
renewal 1993-1994 contained worked out
proposals for quality and information servicesto
parentsand pupils.’
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The Quality law, a consequence of this
agreement, unitsthe- in this agreement still
distinguished - internal quality care of the school
and the external responsibility by introducing on
thefirst of august 1998 the school plan, the
school prospectus and complaint procedurein
primary and secondary education. Thislaw
obliges schoolsto - next to what school s already
do ontheir own initiativein the way of supplying
information by school magazines, open house and
information meetings - inform parents about the
school on prescribed subjects. Therehasbeen a
stiff discussion over theintroduction of the
Quality law: by the discussing of the bill was put
forward that the law may not infringe on the
freedom of education, that the government should
confineto the necessary and that the principles of
justice of proportionality and subsidiarity should
be regarded.

The school plan, that the school board determines
at least once every four years, isthequality
document of the school. The school plan contains
for instance the policy concerning the acceptance
of sponsorship. The use of financial support can
contribute to the upgrading of the quality of
education. Regarding this subject aswell as
regarding the decision on the height of the
parental contribution, parents have recently got
more say in the matter.

The school prospectus, that the school board
determines every year, containsfor parents,
guardians and pupilsinformation on objectives,
contents and methods (of working) of the school
(article 14 Primary Education Act and article 24a
Secondary Education Act). Thisinformationis
meant for parents and guardianswho aready have
achild in the school, but also for parentsand
guardians that consider registering their child at
that school. Here also has been determined by law
about which subjects the guide should contain
information. These subjects concern on oneside
the responsibilities of the school concerning the
educational point of view and on the other side
therightsand obligations of the parents,
guardians, pupils and school boards. The
complaint procedure gives parentsthe

possibilitiesto call on the school to account for its
functioning (article 14 Primary Education Act and
article 24 b Secondary Education Act).

In secondary school apply roughly speaking the
same rules asdrawn up for primary education
concerning the school plan, the school prospectus
and the right of complaint. Separate mentioning
deservesthe condition that the school prospectus
in secondary school hasto giveinformationon
theresultsthat the school has reached with pupils:
the percentage of pupilsthat movesonto ahigher
grade or different kind of education, the
percentage of pupilsthat |eavesthe school
without acertificate and the percentage of pupils
that passes the final exams (article 24a Secondary
Education Act).

School board and participation in decision-
making

Parents can take part in an administration of the
school for primary or secondary education. There
areno legal regulationsthat lay down the
minimum number of administration seats
occupied by parents. An exceptionisbeing
formed by thelegal regulation that cameinto
force on February 1997 and that requiresthat at
|east onethird, but not amajority of the members
of apublic corporation or foundation that
maintain public schools, is appointed on binding
recommendations of the parents of the pupilsthat
areregistered on the school or schoolsin
question.

The Participation in decision-making Act 1992
provideswith aregulation of shared participation
council (parents and staff). Thislaw makesit
possibleto practice by right of approval and by
right to be consulted concerning different aspects
of education - among which the quality policy -
and provides with aregulation to take a matter up
with the arbitration board. Among other thingsfor
the determination or alteration of the specific use
of the fundsthat have been received from the
parents without the existence of alegal
obligation, does the competent authorities need
preceding approval of that part of the
participation council that was chosen out of and
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by the parents or pupils (article 9 sub of the
Participationindecision-making Act 1992). That
meansfor examplethat adecision of the
competent authoritiesto reserve thesefundsto
take an extrateacher into employment
considering class-reduction and the thereto
linked, expected quality improvement - as
sometimes happened in the passed period - needs
the approval of the parents. Approval isalso
required on the point of settlement of the student
statutes. Recently the Lower House, after a
discussion for yearson and started by thetrade
union the AOb, decided that in primary education
the participation council remainsto exist,
secondary education, professional and adult
education will have acompany council.

Otherwise doesit seem that in the passed years
undiminished continuing administrative increase
in scale not to haveled to an increase of influence
of parents on the factual decision-making. If that
means that - regarding theway in which
administrative organization in mainlines|ooks
like - further rules must be agreed on is doubtful.
Inthelast yearsasituation hasoccurredin
primary and secondary education in which the
variety issobigthat it is hard to determine how
theloca government can substantiate that for
staff and parents arealistic involvement inthe
school will be possible.

Protection personal particulars Act

Not an education act, but indeed of importance
for the position of the parentsisthis new act, that
appeared on July 2000 in the Bulletin of Actsand
cameinto force on September 2001. ThisAct
regulatesthe privacy and privacy protection and
appliesto all organizationsin the Netherlands, so
on schools too. In thislaw the protection of
personal particulars of pupilsand parentsisgiven
an explicit chance. In regard to all computerized
processing of personal particularsaduty applies
to report to the Board of Protection personal
particulars. A persona particular isevery
particular reducible on anindividual (therefore
too for example aclass photograph). A separate

rule appliesto divorced parents: only if apupil
has not yet reached the age of sixteenthelegal
representatives can exercise theright of
inspection of the by the school laid down
particulars.

In principle both parents are the legal
representatives. By divorcethe parental rightsare
usually granted to both parents. Only in special
situationswill be deviated.

The Lower House has also agreed to the
introduction of using anumber for every
individual member in education. Thisnumber is
similar to the National Insurance Number. The
educational actsindicate to what purpose these
numbers may be used and to whom they may be
supplied. Otherwise Protection personal
particulars Act ispracticed. Introductionis
anticipated for 2002 in secondary education and
in 2004 for primary education.

Publication of school achievementsin the
media and the ‘Quality card’ in secondary
education

Theinspectorate has been collecting dataon
performances of pupilson school level for the last
few years. At the end of 1997 the newspaper
‘Trouw’ acquired these data (by a procedure
based on the Publicity of administration Act) and
published them in adapted form (namely after
awarding marks per school) in the newspaper.
This course of events has stepped up the
discussion about the Quality card for secondary
education to beissued by theinspectorate. The
Quality card isadocument that holds quantitative
specificationsabout the school, whereby istaken
into account the student characteristics and the
school characteristics.

Quiality cardswerefirst published by the
inspectorate at the beginning of the term
1998/1999, in the form of 16 regiona guidesand
siteson the Web. This card is meant for parents as
well asfor schools. Parents and childrenin
secondary education can verify how the school of
their child performs. The card isa so meant for
parents, who have to choose a school for their
child in group 8 of aprimary school. Among
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highly trained parentsthe familiarity with the
regional guideis better known than among
parents with alower education.

Only ten percent find the guide useful for the
selection of aschool for their child; information
meetings and advertisement by mouth-to-mouth
advertisement give more to hold on to. Forty
percent of the parentsis convinced of the
reliability of the specifications. They find more
attention for less*hard’ criteria, likethe
atmosphere at school and student supervision,
important.

Education policy

In the coalition agreement and in the two

successive policy |etters by the education budget

the reinforcement of the position of the parents
has been announced. Building on recently
introduced instruments|ike the school prospectus,
complaint procedure, Quality cards and public
inspection reports, new stepswill be taken for
improvement of information, communication and
participation. The cabinet takes as a starting point
in the memorandum ‘ Parents and school:

Reinforcement of partnership’, that parentsare

primarily responsible for the upbringing of achild

and that the school has a specific responsibility
for the educational training of achild. For the
development of achilditisimportant that parents
and school understand each other well. Itisa
matter of ‘ partnership’, based on equality and
mutual rights and obligations. Parents need to be
informed well about the quality of educational
institutes. This enablesthem to make abalanced
selection of aschool and enter better equipped
into the dial ogue with the school. That iswhy
information facilitiesto parentswill beimproved
asfollows:

- Theinspectorate will - within the framework of
the regular school supervision and the integral
school supervision - also make reports that are
intended for parents. The comparability
between schoolsisin addition an important
element.

- Therewill bea‘quality site’ for parentswith
all relevant information about schools. For that

purpose information from different sources,
under which the inspectorate, will be compiled
and made mutually comparable.

- Therewill be onenational advisory center,
where parentsindividually can call onfor
information and advice about matters that
affect their relation with the school. With the
cooperative national parents associations - at
this moment especially active for members of
parents councils and participation councils -
will be spoken about the set up and lay out of
the advisory center.

Concerning the communication between parents
and school alot of material and expertiseis
available. Distribution of material and exchange
of expertiseishowever not common, by which
thereisafragmentation in the supply. As
announced in the memorandum * To work with
educational chances' apublicationwill be made
in which schools can acquaint themselves with
success and failure factorswhere it concernsthe
relation with parents. Furthermore a parents
campaign will start that meansto involve more
the parents of children in disadvantage situations,
in preand early school education.

The national pedagogical centerslink up intheir
activitiesfor parentsto this approach. Alsoin
training and continuing education of teachers
attention will be paid to the importance of agood
communication between school and parents. In
connection to participation the cabinet has
emphasized in the coalition agreement the
importance of an equal position of all parents of
to the school admitted children, regardless of their
ideology. That iswhy it issuggested to lay down
by law that schools may not exclude parents- on
grounds of ideology - out of the participation
structure. With periodical evaluationswill be
considered in how far this regulation will be of
influencein real terms on the admittance policy
of schools. The opportunity of parentsto practice
influence on the foundation of the school will be
strengthened by the way of participation council
(or the future school council) will get alega
approval right about abasic decision of the
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competent authorities to alter the foundation (the
so called color fading or discoloring). Thislegal
consent right will replace the present right to
advise. Besidesthat - asareinforcement of the
influence of parents by participation - the power
of initiative right of the parents section in the
participation council, will be strengthened. This
happens by declaring the arbitration regul ation for
participation applicable for initiative-proposals,
that are submitted by the parents section to the
school administration. On the pretext of ‘ The
school to the parents’ there has been pleaded for
the possibility of parentsto enforce changein the
foundation of the school (the so called color
fading or discoloring) before. In thefirst Kok-
cabinet this viewpoint wasintroduced in the
memorandum ‘ Theidentity of the school ina
multiform society’. The cabinet wanted to
strengthen the position of the parentsin the
school administration, aviewpoint that was |ater
confirmed in cabinet statements. At that timewas
aready explicitly stated that parents may not be
excluded from administration or participation
bodies on grounds of ideology. Maybe also by the
congtitutional impediment to intervenein the
administrational structure of private schoolsthere
has not been concretely acted upon these
statements.

Changes within the educational supervision

In continuation on the policy document ‘ Variety
and Guarante€’ named ‘ To astimulating
supervision’ the minister formulates as one the
basi ¢ assumptions of education: educationis
primarily there for parents and participants.

The educational institutes must be positioned in
society in away that all parties, parents,
participants, teachers, management and
administration can realize their responsibilities.
Drastic developmentswithin the educational
supervision occurred and still are occurring. The
inspectorate makes an evaluation report of every
individual school that, saystheinspectorate,
should be as brief as possible and clearly written
for use of different target groups. The evaluation
report is public, which meansthat parentswho are

interested may take note and take their advantage:
they can determineif their child isgoing or will
be going to the right school. The el ement of
benchmarking inthereport enablesparentsto
make their choice for aschool in acomparable
situation, onethat succeeds better inrealizing
aspects of the definition of quality. Over what is
mesasured by theinspectorate is however a
discussion: on the one hand there are measurable
factors, on the other hand there areissuesthat are
more difficult to grasp, like the atmosphere at
school and the way teachers and students treat
each other.

Many parentswill disagree with theinspectorate
in the respect of handling criteriato determinethe
quality of aschool. When the legidlator in the Act
oneducational supervision lays down that the
inspectorate hasthe task and the qualification to
develop an examination frame and that thiswill
happen in consultation with parties concerned and
in aprofessional manner, than it isadvisableto
regard parents also as a party concerned. It should
be mentioned that concrete devel opments already
show that the freedom to search for ‘the best
schools' in practice can lead to aunwanted
division. An aarming phenomenonisfor example
that autochthonous parents divert to schoolswith
lessforeign pupils. In 1999 questions were asked
by aLower House member at the state secretary
for Education, Culture and Science and the
minister for Big Cities and integration policies
about ‘black’ schools and actions that should be
taken to stop segregation. The questioner referred
toan opinion poll, that showed that thirty percent
of the parents would choose to send their children
toa‘'white’ school twelvekilometersfurther onin
stead of to ablack school in the neighborhood,
which means awhite flight. Overregistrations for
schoolswith agood reputation led to having to
dictate admittance criteria by those schools (like
the criterion of the distance of the school to the
residence of the parents). Consequently parents
had to experience that they had to fall back on
schoolsthat where not on their priority list. When
parents have chosen a school, they may then be
confronted with the admittance policy of that
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school. Public schools are accessiblefor al
children without distinction between religion or
ideology. Neverthel ess public schools can refuse
children on afew limited grounds, for example
because the school is*full” and educational
considerations do not permit further grow. This
situation occursfrequently in big cities. Parents
have to fall back on a school of second, even third
choice. Depending on the regional situation
schools may pursue amore or less selective
policy, at the expense of certain groups of
students. In short: by use of the own policy space,
schools can lay down their own admittance policy
and that policy may frustrate the choice of school
of parentson the base of quality judgment by the
inspectorate. A matter that may also play apartin
the choice of aschool ‘ of superior quality’ arethe
coststhat areinvolved concerning the costs of
transportation to such aschool. Thelegidation
and jurisprudence concerning article 4 Primary
Education Act make compensation of traveling
expenses possibleif objections exist against the
foundation or the public character of nearby
situated schools. Objectionsonly against the
quality of school situated nearby are however not
honored. That means, that if parentslet
themselves be led by quality reportsthey will
haveto pay for the costs of transportation for their
child to aschool situated further on. In secondary
education agenera regulation does not exist for
compensation of costs of student transportation.
Only parents with the lowest income qualify for a
(often not sufficient) subsidy based onthe Act
subsidy study expanses.

Summarizing it is concelvable that parents cannot
realizetheir ‘ quality choice' by the concrete offer
of schools, the admittance policy and the costs or
other private considerations.

Jurisprudence

Next to devel opmentsin legisl ation and policy
judicial decisionsin the past period are
determined for the developmentsin the position
of parents and education participants. A selection
out of the colorful seriesof statements.

Thefour day schoolweek

July 1999 the president of the Court in
Amsterdam (AB 2000, 106) decided that the
decision of an administration of afew schoolsfor
public education whereby was determined that the
pupils of elementary school starting the new
school year would have aday off every other
week was not against the law and neither against
the motivation - and trust - principle. Therelevant
reguest of the parent was subsequently refused.

Freedom of choice of school

In thejudgment of the Council of State,
department administrativejurisdiction, of October
1999 was stated that there was no conflict with
theright from parentsto choose freely education
regarding First Protocol, article 2 European
Treaty for protection of the rights of mankind and
fundamental liberties (EVRM). It concerned the
refusal to grant a scholarship for the benefit of
traveling coststo the Steiner school in B. This
refusal was based on the order, regulating the
award of scholarshipsin the municipality H and
onthe guidelinesthat are employed at the
execution of the Order. By the stipulation of the
costs of studying oneis supposed to go the
cheapest and closest institute, regardless of the
religious foundation and the educational system
of theingtitute. Traveling costs are not
compensated in regard to an education giveninH,
neither in regard to a comparabl e education given
in an institute outside H, which has been chosen
because of personal preference with regard to the
religious foundation on of the system of
education. The department is of the opinion that
the Order nor the guidelinesarein conflict with
article 2 First Protocol a the EVRM. Thereisno
question of denial of the possibility to follow the
desired education at the Steiner School in B, so
desired by the parents. The stipul ation does not
extend so far that the (lower) government, if she
by local acts offersthe possibility for granting a
scholarship to follow secondary education, where
it comesto adeliberatechoiceinacertain
direction, isheld tot compensate traveling costs.
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The department is furthermore with the court of
the opinion that what the parent has pleaded
concerning the circumstancesin which shefinds
herself and the different education that isgiven at
the Steiner school does not haveto be areason to
enforcement of the so called hardship clause.

Educational agreement

In ajudgment of the Court of Amsterdam in 1999
J.0. 1999/83 (Schaapman), there has been stated
that there was a question of shortcoming of the
competent authoritiesin legal obligation resulting
fromthe articles 8 and 9 of the former Primary
Education Act by the behavior of the director of
the school. The judge confirmed the sentences of
the cantonal magistratein the matter of the
payment of compensation by the competent
authoritiesto the parent because of costs of
putting her son tot the test and extralessons given
to her son. The case Schaapman has made clear
that parents based on existing educational
agreements between them and competent
authorities of the school can claim on qualitative
good education: the cantonal magistrate has put
the parent in the right, who called to account the
municipality as competent authorities of the
school because of unsatisfactory fulfillment of the
educational agreement, and this decision has been
confirmed in a court of appeal. Never beforein
jurisprudence has been determined that a
competent authority is compelled to pay
compensation because of insufficient quality of
education. The court has assumed that for the
school exists an ‘ effort agreement’, which means
that at least the teaching material should be dealt
with that isincluded in the program.

Thisduty to providefor hasalso beenincludedin
article 10 Primary Education Act, whereis
determined that the competent authorities cares
for the quality of the education at school, which
meansin any case: the execution of the school
plan, in such away that the legal and own
assignmentswill beredlized.

Asclearer assignments are appointed in the
school plan parents can claim more fulfillment.
This case makes clear that when a parent has

plainindications that the quality of education at
the school of hischild isunsatisfactory he can go
to court. If thiscase on alarge scalewill be
followed, hasto be seen. Before aparent appeals
to the court, other ways can befollowed. A badly
functioning competent authority and aditto
management can be called on to account by the
participation council. Also theinternal complaint
commission and theinspectorate can first be
caledin, when it comesto redlizing qualitative
good education.

Thefreedom of the school to organize the
education surpasses wish of parents

The presiding judge Amsterdam (July 29th 1999,
JO 1999, p. 136) dismissed the demand of a
parent to have apupil skip one group. The
president took as abasic principle that the school
board hasin principle the competenceto organize
the education asthey wish. Therulesthat
defendant appliesfor skipping aclasshasto be
respected by the prosecutors.

Admittance disabled pupil to aregular
elementary school

The department of administration of justice of the
Council of State (July 26th 1999; the challenged
judgment of the Court Haarlem July 21st was
confirmed, J.O., 1999, p. 139) went into the
refusal of admitting amultiple disabled pupil to a
(public) lementary school. The department
decided that - taking into account the already
existing high work pressure of the teachers - not
can be excluded that further increase of thework
pressure shall have considerable negative
conseguencesfor the other pupils. It cannot be
stated that Burgomaster and Aldermen by
assessment of al involved interests could not
have cometotheir decision.

School responsible for safety

Inthe verdict of the Court Utrecht (October Sth
2000, J.O., 2001/1) was stated, that the negligent
acting of swimming instructors and teachers,
because of which apupil died, can beattributed to
the competent authorities.
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The swimming as part of the curriculum belongs
to the ordinary school activities; the conduct of
theteachersfallstherefore within the range of
influence of the competent authorities. Thiscase
with sad determination is supposed to lead to the
necessary consultation between school and
swimming pool concerning the safety of the
children, that are entrusted to them in the frame of
swimming as part of the curriculum.

Direct measur ement

Direct measurement is amethod to probe the
wishes of parents concerning the foundations of a
new to establish school directly and can
consequently do morejustice to these wishes,
than theindirect method, that acts on by passing
onthehistorically grown situation. Recognition
of direct meeting means also more direct
influence of parentson the stock of schools.
About the article 75 Primary Education Act goes
the verdict of the department of Administration of
Justice of the Council of State (January 26th
1999, J.O. 1999/3, p. 59) This department states:
direct measurement is a supplementary method to
submitted prognosis as an indirect measurement
givesinsufficient detailsfor the stipulation of the
demand. A higher percentage of interestina
outsideof theinput area situated district is not
relevant. The supplementary character of direct
measurement also came forward in the verdict of
the department of administration of justice of the
Council of State (January 28th 1999, J.O. 1993/3,
p. 62; Two Islamic elementary schoolsin The
Hague). The department decided that has been
chosen for the possibility to include datafrom

direct measurement in those casesin which the
municipal interest percentage cannot be
calculated or cannot be considered representative.
Thisismoreover thecasein new housing
developmentswhere the popul ation construction
considerably deviates from the municipality asa
whole.

Finally

Theincreasing independence of schoolsrelated to
the freedom of education hasledtolegal
regulationsthat offer aframefor the quality
policy of schools. Moreover agreater
involvement for parents has been provided than
before. Generally speaking can be said that
parents have at their disposal amaximum of
information about the quality of the school.

The school prospectus and the school card fulfill
afunction concerning the output of the school.
Because of the changing relations between
government and institutes, the position of the
participant has also changed. Theideais- by
|esser guidance of the government of educational
institutes - that the participant can perform asa
‘countervailing power’ towardsthe more
autonomousinstitutes. Therewill be judged that
inreal termsthe strengthening of the position of
the participant isrestricted in spite of thetaken
regulations. Just like other actorsin the
environment of the school who will be presented
asacountervailing power, the educational
participant standsin adependent positionin
relation to the school, which hindersits
functioning as countervailing power.
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Notes
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There are also schools for ‘special’ education (speciaal onderwijs): children with learning difficulties or behavior
problems who cannot be taught in ‘ordinary’ primary schools can attend a special school for primary education.
Ordinary and special primary schools now work together so that as many children as possible can remainin
‘ordinary’ schools. Thisisactively promoted by the government under the slogan ‘ going to school together’. In
other words, special schools are intended only for those children who really cannot manage at an ordinary school,
even with special help. There are also special schools for children with impaired hearing or vision, children with
serious speech defects, physically disabled children, children who are chronically sick, children with serious
learning difficulties, severely maladjusted children and children at school attached to pedagogical institutes (for
children with psychological problems).

Plans for the future: more and more children with disabilities are now going to their local school instead of a
special school because their parents are keen for them to mix with non-disabled children. This means that they
can go to a school near their home, in familiar surroundings, and be with friends. The current method of funding
schools was not designed for this. A new system is therefore being planned, which will involve allocating
children with disabilities a personal budget that travels with them (back-pack).

Kamerstukken |1 2000-2001, 27 680, nr. 1.

The Advisory Council of Education (Onderwijsraad ) is the national advisory body that advises the government
on the broad outline of educational policy and educational legislation. For more information see:
www.onderwijsraad.nl.

Public-authority schools (openbare scholen): approximately one third of all children go to a public-authority
school, i.e. a school governed by the municipal council or by a governing committee appointed by the council.
Public-authority schools do not identify with a particular religion or outlook on life. They are open to children of
all religions and beliefs. If parents would like their children to receive instruction in a particular faith or belief,
this can be arranged.

Private schools (bijzondere scholen): about two third of al children attend a private school. There are many
different types of private schools. Most are Roman Catholic or Protestant, but there are also Jewish, Muslim,
Hindu, Humanist and Steiner schools as well as non-denominational private schools. Private schools are governed
by an association (which parents can join) or a foundation.

5 Schevenings akkoord: an agreement between the ministry for Education, Culture and Science and the local

authorities and the association of private schools.
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Evaluation of the legal functions of the complaints
regulation in primary and secondary education in the

Netherlands

Juliette Vermaas

Introduction

Educational legislation underwent achangeon 1
August 1998 with the introduction of the Quality
Act. Theaim of thisact istoimprovethe quality
of education and to augment the involvement of
parents and pupilsin school matters. Part of this
Quiality Actisacomplaints regulation which
gives parents, pupils, and staff thelegal
opportunity to lodge complaints. In addition, the
right of complaint hasavaluable warning
function with regard to the quality of education.

The enactment of the Quality Act meant that
school boards were compelled to introduce a
complaintsregulation and to establisha
complaints committee or join aregional or
national complaints committee. To support the
school boards, the national organizationsfor
parents, staff, school management and boards
jointly drafted amodel complaints regulation for
primary and secondary education. In addition, the
national governing bodiesinstituted anational
complaints committee for their members.

In early 2000, ayear and ahalf after the
complaints regulation was introduced, the
national complaints committees observed that
both parents and schoolsare ofteninsufficiently
aware of the procedure and how to accessthe
complaintscommittee. To gain an understanding
of thewaysin which school boards have
implemented statutory stipulationsfor a
complaintsregulation and how they assesstheir

complaints committee' smethod of working, the
IVA at Tilburg University has carried out an
evaluation study into the complaints regulation.

This paper discusses the results of the evaluation
study into the complaints regulation. The central
question was to what extent the objectives of the
statutory regulation are being met in the current
situation. Beforethisquestionisaddressedin
section 3, section 2 presentsan overview of the
use that is made of the complaints regulation. The
paper concludes with recommendationsfor
schools and national organizationsto improvethe
effectuation of the complaintsregulation. The
research design is concisely presented in the
appendix.

Complaintsregulation

Which type of complaintsregulation is often
used?

On the same date as the commencement of the
Complaintsregulation, the national organizations
for parents, staff, school management, and boards
drafted the model complaints regulation. The
main difference between the statutory regulation
and the model complaints regulation isthat the
model complaintsregulationismore
comprehensivethan thelaw: anyoneinvolvedin
the school may complain or be charged. In
addition, the model complaintsregulation
prioritizesthe role of the contact person or the
complaintsofficer. With regard to the nature of
the complaints, however, the model complaints
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regulation is narrower than thelaw: only
complaints concerning concrete behavior or
decisions (or the omission of behavior or
decisions) that have been lodged with the
committee within ayear will bedealt with.

The research shows that 70% of the respondents
employ the model complaints regulation. All
complaints committees also make use of the
model complaintsregulation. Interviewsdid
show, however, that schoolsand complaints
committeesinterpret parts of the model
complaintsregulation in different ways. The main
differences concern termsthat are applied,
proceedings during the hearing, and the role and
tasks of the complaints officer.

Which complaints committee have most schools
joined?

Out of thetotal respondents, 57% havejoined a
national complaints committee, 14% havejoined
aregional or provincia committee, and 22% have
instated their own committees (see Figure 1). At
Protestant schools, the rank and file membership
isthe greatest; at Roman Catholic schools, itis
the lowest. Schoolswith their own complaints
committees are mainly found in the Roman
Catholic denomination and in secondary
education. Themain groundsfor joining a
national complaints committee include expense,
expertise, and independence, though the national
complaints committees are al so considered too
slow and too formalistic in their handling of
complaints. The schools' own or regional
committees were chosen particularly for their
efficiency, involvement in the school, or their less
formalistic attitude.

Number and kind of complaints

In 1998 and 1999, the four national complaints
committees processed atotal of 200 complaints.
This number was much higher than expected and
even increased in the school year 1999/2000. It
turnsout that parents often lodge acomplaint
without the school’ sintermediation or that
schools are too quick to refer parents. Asa

consequence, complaints committeesreceive
many minor complaintsthat could very well have
been dealt with by the schools themselves.

Most of the 96 complaintsthat were analyzed
concerned the teacher’ s or the school board's
course of action or improper administration (see
Figure 2). The phrase course of action covers
mental and physical intimidation or ill-treatment,
irresponsible pedagogy, creation of an unsafe
climatein the school, inadequate supervision, or
misdiagnosis. The phrase improper
administration coverscomplaints processing by
the school management or competent authorities,
attitude towards, or communication with, parents,
quality of instruction, hygiene, or collection of the
parental contribution. The term promotion covers
complaints concerning apupil’smoving upto a
higher form, exam results, and recommendations
regarding school type or secondary education.
The sanction category covers complaints about
sanctions against a pupil, such as suspension or
expulsion. Often, there is acombination of
complaints: theteacher has done something
wrong, according to the parents; the school
management hasnot intervened; and the
competent authority has not taken the complaint
seriously. The underlying problem with most
complaintsis miscommunication between parents
and the school.

Out of the 96 complaints that were analyzed, one-
third werejudged (partially) valid and 40%
invalid. In addition, 10% of the complaintswere
till in the process of being dealt with or were
deferred dueto criminal investigation. The
remaining complaints were inadmissible. A
complaint isdeclared inadmissible by the national
complaints committeesif it has expired (i.e., if it
has not been filed within ayear), if the complaint
isoutside the school’ s sphere of influence, if there
isanother possibility to expressthe complaint
(such asaprocedurefor lodging an objection), or
if the behavior isnot convincingly concrete.

Complaints are generally considered valid by the
national complaints committeesif they concern
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matters of omission by the board or the school
management, if the complaint has been
incorrectly dealt with, or if theboard or the
school management ‘ had not been ableto reach
the decision concerned after serious
consideration.” Especially complaints against a
competent authority or the school management
are declared (partially) valid. Complaints
specifically focusing on ateacher’ s course of
action - particularly complaints concerning sexual
harassment or ateacher’ s seizing a pupil roughly
- aremore often declared invalid. Thisisalso the
casefor complaints concerning apupil’s
promotion. The argumentsfor invalidating
complaints are insufficient evidence, no
witnesses, failure to make areasonable case, the
defendant having taken serious consideration, or
the accusation having been refuted.

Besides passing judgement, the national
complaints committees often advise school s how
to prevent such complaintsin future. Figure 3
presentsan overview of the prevailing kinds of
advice.

Evaluation of the complaintsregulation

Fifty per cent of the respondents were satisfied
with the complaints regul ation. Of the schools
that have their own complaints committee, 60%
were even very satisfied with the complaints
regulation. In primary education, the majority of
respondents (50%) were dissatisfied with the
regulation, whereas the majority of the
respondentsin secondary education (62%) were
satisfied.

The respondents were asked to assess the
complaints regulation by means of anumber of
propositions. Three-quarters of the respondents
agreed with the proposition that the complaints
regul ation forces the school to take complaints
seriously. Morethan half believed the complaints
regulation isafine way to resolve complaints
within the school. Nevertheless, only one-third of
the respondents felt that the complaints regulation

intheir school helped to improve the quality of
education.

Interviewsindicate that appealsto the complaints
committees generate alot of tension, questions,
and frustrations at schools: What about the pupil’s
interests? The parents push themselvesto the
fore. Ismy performance being questioned? How
canthe members of such acomplaints committee
say anything about the matter or about me?, etc.
Some complaintsalso giveriseto conflict or
polarization among teachers, which affectsthe
atmosphere at the school. Y et, most school s that
wereinterviewed felt that the complaints
regulation made a positive contribution to the
resolution of complaints. It forces schoolsto take
complaintsseriously. Becausethe procedure has
been formalized, parents can take their complaints
to the proper places. Moreover, schoolsthat have
had to deal with acomplaint indicate that this has
made them more aware of the importance of
sound communication with parents and a proper
complaintsprocedure.

Evaluation of the complaints committee

The responsesto the propositions show that three-
quarters of the respondents endorse the
importance of the complaints committeeasa
component of the complaintsregulation: they are
happy to be advised on complaints by an
independent body. Half of the respondentsfeel
that the complaints committee should not be open
tojust any kind of complaint, and 90% believe
that the complaints committee must be able to
refer acomplaint back to the school if the school
has done nothing with the complaint. Three-
quarters of the respondents, moreover, feel that
the complaints committee should deploy
intermediation as an instrument to prevent
escalation of complaints.

Well over 50% of the respondents were satisfied
or very satisfied on all scoreswith the service of
the complaints committee. Schoolsthat havetheir
own complaints committees are more satisfied
with accessibility by phone, cooperation, and
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transparency of the procedure than schools that
havejoined anational, provincial, or regional
complaints committee. The greatest minus of al
complaintscommittees concerns the lengthy
handling procedures.

The complaints committee’ s method of working
was evaluated as good or very good by more than
half of the schools that have had to deal with a
complaint. A positive extreme hereisevaluations
of the committee’ sindependence, which was
evauated asgood or very good by three-quarters
of al respondents. A negative extreme concerns
thetotal length of the procedure: only 40%
evaluated thisasgood, and one-third qualifiedit
as moderate to bad. Especially schoolsthat have
their own complaints committees are very
positive about handling procedures. They
particularly praise rapidity and meticulousness.
The experiences of schoolsthat joined anational
complaints committee are less positive with
regard to support and rapidity.

Hasthe complaintsregulation met the
objectives of thelaw?

Original objective of the complaintsregulation

In the Explanatory Memorandum of the Quality
Act,' the complaints regulation is considered to be
the crowning piece of the regulation asconcerns
the position of parents and pupilsin the school
context. Because of theintroduction of the
complaints regulation, parents and pupils can
formally lodge their complaint about a school.

The complaints regulation is not only good for
parentsand pupils, it isa so very important for
school s themselves. Through the complaints
regulation, the school receives signalsthat can
support it in improving education and the smooth
running of the school. The responsibilities which
schools bear as regards their functioning and the
possible consequencesin case they do not
perform well arethe reason that schools have an
interest in a careful handling of complaints by
parents and pupils. In the above-mentioned
memorandum on the quality policy in education,

the secretary of education voiced the expectation
that the complaintsregulation will havea
stimulating effect on quality awarenessin
schools. From this point of view, acomplaintis
‘unrequested advice’ and the complaints
regulationisalink inthe quality policy to be
followed by schools.

Thereisanother reason why the introduction of
the complaints regulation isimportant. In the
period that the relevant memorandum was
written, the Inspectorate of Education received a
total of approximately 3,000 complaintsayear. It
appeared that, in many cases, the complainant had
not yet reported his complaint to the principa or
the competent authoritative body of the school in
question. Theundersecretary therefore hoped that
abroadly publicized complaints regulation would
prevent complainants from directly applying to
the Education Inspectorate in the future.” The
purpose of the complaints regulation isthat as
many complaints as possible are solved at the
school level. Theright to complain must lead to
schools paying more attention to theway in
which communication with parents and pupilsis
handled. It could thus contribute to the dialogue
between the supplier (the school) and the used
(parent and pupil).

The complaintsregulation’s points of
departure

In order to realize the objectives of the complaints
regulation, the regulation should meet certain
requirements: it hasto be aframework regulation,
and not a nationwide, uniform regulation; that is,
it should be alow threshold arrangement, without
limitations asto the type of complaint or the
involvement of the complainant.

Framework regulation

As concernsthe type of regulation, the law
explicitly optsfor aframework regulation. The
undersecretary formulated it asfollows: ‘1t must
not be a ponderous regulation. In my opinion, it
must be as easy aspossible. | am thinking of a
law that provides acomplaints regulation and that
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indicates where people can submit their
complaints.”®

Theimplementation of the complaintsregulation
isleft to the discretion of the school, within the
scope of the law. Thereason for thisisthat a
nationwide, uniform regulation would not do
justiceto the enormous diversity of situations
within schools; alarge school, for example, may
need a different regime than asmall school.” The
ideaisthat schools can maketheir own
complaints regulation on the basis of some model
complaints regulations. In addition, according to
the Explanatory Memorandum, theaimis®...,ina
specific community asformed by aschool, to
enable atail or-made complaintsregulation to be
formulated in close consultation between the
various partiesinvolved in this community.’®

The statutory regulation hasindeed materialized
as nothing more than aframework regulation with
many liberties for the competent authorities.
However, this study showsthat 70% of the
respondents make use of the model complaints
regulation. Thisregulation givesclear guidelines
regarding the handling of complaints by schools
and by the complaints commission. The
advantage of the model regulationisthat not
every school has adifferent regime. The
disadvantageisthat theideal of ‘aregulation
tailored to the situation of aparticular school’ has
not been realized. It also appears that the model
complaints regulation has stimulated the trend of
making complaintsinto lawsuits by, among other
things, setting limitation periods.

Low threshold arrangement

Asconcernsthe handling of complaints, the law
has opted for alow threshold arrangement. The
regulation must stimulate that as many complaints
aspossibleare handled at school level. The great
majority of caseson thedaily routinein the
school can be handled appropriately in
consultation between parents, pupils, staff, and
school management. Only in the event that thisis
not possible, because of the nature of the
complaint or if the complaint has not been dealt

with satisfactorily, can the complaints regulation
be used. Giventhewish toimplement alow
threshold arrangement, theideaistoinstall a
trusted person and their own or aregional
complaints commission that is close to the school
to first receive the complaints.

The study shows that more than half of the
respondents (57%) have joined anationa
complaintscommission. Thisdevelopmentisat
right anglesto theidea of alow threshold
arrangement close to the school. The schools
participating in the survey that opted for a
national complaints commission mentioned the
following reasons: the cost aspect, the expertise,
and the preference for an independent
commission that is not linked to the school. These
advantages of anational commission are balanced
by severa disadvantages. The great number of
complaintsthat are lodged with the national
complaintscommitteesgivesrise not only to
further professionalization, but also to lengthy
handling terms. Theindependence of the national
complaintscommittees and the great distance
from the schools entail that the national
committees’ approach israther legal and formal.

No restrictions on subjects and invol vement of
complainant

The statutory complaints regulation statesthat a
complaint may concern behavior and decisions of
the competent authorities or staff, including
discrimination, or the omission of behavior or
decisions by the competent authorities or staff.
Thelaw does not specify subjects about which
complaintscan befiled. According to the
Explanatory Memaorandum accompanying the
Quiality Act, thiswas a conscious decision so as
not to restrict the options of thoseinvolved
unnecessarily. The Act a so keeps open the
possibility for acomplaint to befiled by those not
directly involved in an incident at the school, also
in case someonewho isdirectly involved does not
wish to lodge acomplaint for whatever reason.
For example, an action against a pupil may
negatively impact the educational climatein a
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group. According to the undersecretary, thiswill
increase theinvolvement of parentsand pupilsin
the school.’

This study showsthat thefirst issue, i.e., not
restricting subjects, hasindeed been realized but
not to the satisfaction of either the respondents or
the schoolsthat wereinterviewed. Becausethe
complaintsregul ation does not specify proper
subjectsfor complaint, the schoolsfeel that many
futile complaints are being filed and that
manageability isdeteriorating for schoolsand
complaints committeesalike.

The second issue, i.e., the possibility of complaint
by those not directly involved, hasnot been
realized. The model complaints regulation and the
complaints committees that were interviewed will
only consider complaintsthat emanate directly
from the complainant.

Functionsof the complaintsregulation

The objective of the statutory complaints

regulation can be stated in terms of three

functions of the right of complaint:

1. to offer alegal possibility to parents, pupils,
and staff to file complaints: thelegal function;

2. toimprovethe quality of education at schools:
the warning function;

3. toimprove communication between the
school, the pupils, and the parents: the
communication function.

Of thesethree functions, thelegal function of the
complaints regulation has been realized most
noticeably. Parents have somewhereto go, and
thishas areassuring effect. The court is often too
great and costly amove, whereas the complaints
regulation isaprocedure that ought to be known
to everyone. Considering thelarge number of
complaints, thereisaclear need for the
complaintsregulation, and parents, teachers, or
pupils know their way to the complaints
committee with their complaints.

The respondents and school s that were
interviewed do argue that the complaints
regulation hasgivenriseto alegal or formal
handling of complaints that might also have been
dealt with by the schools themselves. The legal
function of the complaintsregulation isespecially
evident in the legal approach of the national
complaints committees: the complaints committee
has become the gateway to, or the substitute for,
thejudge. All thisisreinforced by the model
complaints regulation, which states that
complaintsareinadmissibleif they arefiled one
year after date or if they do not concern concrete
behavior.

The complaints regul ation was al so expected to
have astimulating influence on quality awareness
at the schoal. It was to enable the school to pick
up signals that might be used toimprove
education and the running of the school.
However, the research results show that the
warning function that the complaints regulation
was meant to have hasnot yet lived up to its
promise. Only one-third of the respondents feel
that the complaints regulation has contributed to
improving the quality of education. The majority
(47%) had no opinion on thismatter. Schools
themselves seelittle effect on the quality of
education and have taken few measuresto prevent
complaints from arising in future. Too many
complaintsarereferred to the committee;
complaints are considered a nuisance rather than
an opportunity for quality improvement, though
some schoolswere actually aware of the warning
function the complaints regulation may have.

The communication function of the complaints
regulation has not comeinto its own yet either.
Although three-quarters of the respondents
believethat the complaintsregulation forcesthe
school to take complaints seriously,
miscommunication with parentsremainsthe
number one cause of many complaints. Some
schoolsthat wereinterviewed did indicate how
going through the procedure with the complaints
committee has made them more aware of the
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importance of communication with parentsand
pupils and how much tension could have been
prevented if the complaint had been dealt with at
the school itself.

Final evaluation of thelegal functionsof the

complaintsregulation

Interms of itsfunctions, it would seem that the

current complaints regulation overemphasi zes the

legal function at the expense of the warning and
communication functions. Judging by thelarge
number of complaintsthat have been lodged with
the complaints committee since the regulation
wasintroduced, the regulation has not yet
managed to bring about that complaints -
excepting major complaintslike sexual
harassment or violence - are resolved as much as
possible by the schoolsthemselves. Apparently,
the regulation insufficiently encourages schools
and complaints committeesto attach warning and
communication functionsto the right of
complaint. The research results point at the
following causesfor this:

1. Theattitude of the schoolsthemsel ves: schools
are often insufficiently aware of the
importance of the complaints regulation for
quality care. For many schools, the complaints
regulation isapaper tiger, which only comes
to life when the school is confronted with a
complaint. Moreover, it appears that many
schools are not sure how to handle complaints.
The complaints regulation cannot do much
about this.

2. The presence of the complaints committees: the
complaints committees are considered as
agencieswhere the school can shelvea
complaint: ‘ If we get acomplaint, we now
have acomplaints committee where it can be
deposited.” Thisiswhy schoolsfail to consider
it their own responsibility to deal with
complaints and to use them asinstruments for
improving the quality of education.

3. The complaint committees' legal method of
working: because complaintsareinadmissible
if they arefiled ayear after date or if the
behavior isnot sufficiently concrete, the

significance of the complaint for improving the
quality of education at the school concernedis
disregarded.

4. Thefinancial arrangement: schoolsonly
receive financial compensation for joining a
complaints committee, but not for other
aspects. Thisdoes not provide any incentiveto
schools to prevent complaints from arising.

On the basis of the research results, the brochure
entitled The complaintsregulationin primary and
secondary education: Mirror or lightening rod?
presents recommendations to remove or mitigate
the causes mentioned above and reinforce the
warning and communication functions of the
regulation. However, the legal function should
not belost sight of, whichisnot always easy, as
the following dilemma demonstrates. A large
majority of the schoolsthat wereinvestigated feel
there should be amechanism to filter out
insignificant complaints and that the complaints
committee should be able to return acomplaint to
the school if it has donenothing about it. This
would benefit the warning and communication
functions of the complaints regulation. However,
bringing in the complaints committee only after
all coursesopento the school havebeentakenis
diametrically opposed to the legal function of the
complaintsregulation, whichisto offer an
accessiblefacility to parentsand pupils. In
improving complaints handling by schoolsand
complaints committees, finding abalance
between the three functions of the right of
complaint isof the utmost importance.

Recommendations

Recommendations for schools

First, aschool should try everything to solve the
complaint. Inthisway,

possible escal ation of the conflict can be
prevented. From the moment acomplaint isfiled
with

acomplaints committee, formal, often judicial
and time-consuming steps, are taken. Moreover, if
staff haveto turn to acomplaints committee, this
causesalot of tension: an official body, at a
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distance, isnow getting involved inthe school’s
performance and their own. The consequences of
turning to a complaints committee are sometimes
counter-productive when finding asolution; in
practice, the parties concerned proveto have
increasingly more opposing viewpoints. By first
trying to solve the complaint internally, the
partiesaremorelikely to solveit quickly and it
will cost lesstime for parents, managers, teachers,
and authorities aswell asthe complaints
committee. The relation between the parties
concerned can be guarded more efficiently, since
fewer people areinvolved and the talks are
informal, so they are less emotionally charged.
Furthermore, the number of complaints filed with
the complaints committee can decrease by dealing
with the complaints at school. The additional
effect isthat the time required to deal with
complaints by the complaints committee can
possibly become shorter.

Thefollowing tips can help to carefully deal with

complaintsat school:

Report everything in writing. This gives parents

the feeling that they are taken seriously and it

enablesthe board to eval uate everything after one
year.

- Seetoit that professionalsare availableto
support and coach you on dealing with a
complaint.

- Seetoit that the official bodiesin the school
know what isgoing on, so that they can
adequately respond to parents questions.

- Appoint theright people as mediators; people
with authority, personality, and certain socia
and communicative skills.

- Offer sufficient training and support to the
mediator and contact person.

- Appoint amediator for the accused. Inthis
way, the balanceis secured between the
relevant interests.

Recommendationsfor complaints committeesand
national organizations

Recommendations which are needed with regard
to thework of the complaints committeesrelate to
reducing the terms, exchanging experiences
between complaints committees, making
procedureslessformal and increasing the
involvement of the national complaints
committees. Also, complaints committees can put
up barriers by means of mediation and referrals,
so that complaints are more often solved at a
school level. In addition, national organizations
such asthe Ministry of Education, the board
organizations, and the parents’ organizations
should play an important part in improving the
waysin which complaints are dealt with. The
research shows that schools and complaints
committees are of the opinion that they get too
little money to deal with complaints. Schoolsare
compensated when they join acomplaints
committee, but they do not get money for the
preliminary stages. Therefore, schoolsare not
stimulated to prevent complaints. Apart from
cost, theformal position of complaints
committees should be taken into consideration:
especially the position of the complaints
committee compared with other bodies, such as
the school’ sinspectorate and the Public
Prosecutor, is still too vague. The board
organizations can play an important partin
providing boards, school management, and
mediatorswith information and training. Finally,
parents’ organizations could investigate how their
membersregard the effects of the complaints
regulations.
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Section 2

Schools' perspectives on collaboration
with families and community
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Changing responsibilities between home and school.
Consequences for the pedagogical professionality of

teachers

Cees A. Klaassen & Frederik Smit

The pedagogical task of the school

In the present social and educational debate on
pedagogy, the moral task of the school, and the
division of labor between home and schoal, itis
often stated that parents, teachers and other
socializing agenciesin the community have
shared responsibility for the education of the
younger generation. The development of values,
norms and citizenship has been high on the
political and education agendas in the recent past.
Itiscurrently expected that education contribute
to the necessary ‘restoration’ of values and norms
in society by attending to moral education and
creating agood pedagogical school climate and
teachersfunctioning asamoral rolemodel. Itis
sometimes pointed out that teaching ismore than
simply aprofession, itisacalling (Hansen, 1995).
Publicationson the pedagogical assignment of the
school clearly indicatethat it isnot only different
tasksto be performed but al so the possession and
presentation of certain personality characteristics
and even visible *virtues'. They also point to the
fact that school, family and community should
work together in nurturing and educating the
youngsters. In the Netherlands the most important
Advise Committee of the Government has been
used, the African proverb, ‘It takesthewhole
villageto raiseachild’, to bolster arguments for
greater cooperation between the families, school
and community. While overused, the proverb
does expresstheintent of a
family/school/community partnership’. The
partnerships are based on the notion that everyone

isresponsible for the education of the children,
and by working together, all children will havea
better chance to be successful. In the partnerships,
theresources, or ‘energies’ of thevarious
stakehol ders are aligned so everyoneismaking a
contribution to the common goal of learning.
However, for the‘wholevillage' to beinvolved
requires aconcerted, sustained, collaborative
effort. Family/school/community partnerships
don't just happen. They need to be planned,
formed, and cultivated (Smit & Van Esch, 1993;
Lueder 1998; Burke & Picus, 2001).

School, family and community must form a
partnership. A parents-school-community
partnership isacollaborative rel ationship between
parents, school and community designed
primarily to produce positive educational and
socia effects on the child, while being mutually
beneficial to all other partiesinvolved. The
concept of these partnershipsis more far-reaching
and complex than such interactions as home-
school relations. These kind of partnershipswhere
we are talking about are more process based on a
collaborative and hel ping attitude and belief
system than aproduct. They are ‘ environments
for peopleto help each other. A parents-school-
community partnership offersthe partiesinvolved
the opportunity to effectively play their individual
rolesand fulfil their responsibilities (Epstein e.o.
1997; Lueder, 1998). In the educational and
political debate onthemoral or pedagogical
function of education one can also hear another
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point of view. For instance aschool |eader of a
high school in the Netherlands wrotein aregional
newspaper that schools should stick to their main
and primary task. He said: ‘ agrowing number of
parents disclaim too much responsibility for the
nurturing of their children and ask the school to
take over thistask. They can ask the school to
teach their children aclassical language, but they
themselves must contribute to thelearning of
values and norms, Sometimeago | had a
discussion with parentswho told me without
blushing that they really did not have enough time
todothat’. Obviously, there are a so teacherswho
do not consider the pedagogical assignment to be
part of their task. The statement ‘| am teacher and
not atherapist or asocial worker’ clearly
illustratesthisin adightly exaggerated manner.
Inlight of these considerations, it isthe
pedagogical dimension of the professionality of
teachersthat isin need of extraattention.
Empiricaly, relatively littleis known about this.
In the present article, the following questionswill
be considered: What does the current pedagogical
assignment mean for the opinions and task
performance of teachers? How do they conceive
their moral role?

The social processes as secularisation,
individualization, value fragmentation, and the
increased multicultural character of many
societies constitute an important reason for
devoting greater attention to the moral
development of the youngsters and tot the
attunement of home, school and community
(Klaassen, 1996). Parents and children, teachers
and students can no longer simply follow familiar
paths; they areinvolved, rather, in negotiation
processesthat require space for everyone's
definition of the situation. Continual reflection
and discussion of norms and values have become
acritical necessity for parents, teachers and
students. The general goal of educationinthis
respect istoinstill the specific pedagogical
guidance and points of concern pertaining to the
personal devel opment and well-being of the
student. This educational approach assumes, in

contrast, that schooling isan inherently moral
activity and that children are constantly learning
and expanding their social values at school.
Through constant moral education, childrenlearn
how they are expected to act as students and
citizens. The pedagogical task isnot reduced
within this approach to the learning of morals but
conceptualized more broadly and in keeping with
the original meaning of theword ‘ pedagogical’.
Thismeansthe provision of help and guidancefor
young peopl e on the way to adulthood and a
proper rolein society. Thisall occursthus not
only inreaction to asocietal concern about the
blurring and decline of normsbut also asaresult
of apedagogical concern for the guidance of
young people on their way to adulthood and
adequate fulfillment of their rolein society.
Greater attention in education to normsand
values and the communi cation of values can
support and stimulate studentsin their more or
|ess permanent search, which isthe formation of
an identity. In addition to explicit attention to
questions of identity and life meaning, the
stimulation of social responsibility and care for
each other can also be undertaken as part of
everyday school practice.

In loco parentis. theteacher between home,
school and community

Childrearingisnot limited to just the family. In
the discussion of the pedagogical task of the
school, considerableimportanceis attached to the
specific role of theteacher. Theteacher is
expected to fulfil an exemplary function and
represent numerous virtues (Tom, 1984).
Pedagogica thoughtfulnessisan important
characteristic of teacher professionalism (van
Manen, 1991). In hisbook, The Call to Teach
(1995), David Hansen also assumes certain
virtuesto be anecessity on the part of the teacher.
Todescribethe* call to teach’, Hansen uses such
termsas ‘faith, mora imperative, integrity,
civility, right, wrong, discipline, caring,

empathy’ . Parents and school must work together
toraisemoral children. Parents should view the
school asapartner in the tasks of child rearing
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and education and, infact, plenty isknown about
how and why parents get involved in their
children’ seducation. Empirical researchinto
particularly effective schooals, for example, has
clearly shown parental involvement to create
positive outcomesfor the children. All of thishas
fostered greater attention to theinfluence of
parents and then in the areas of values and norms
aswell. In numerous publications, it is noted that
thefamily has primary responsibility for the
instillation of valuesand norms. Parents havethe
inalienable right and obligation to raise their
children. The school and teachershave aderived
function or responsibility. They perform their task
for the parents. In order for parents and schoolsto
jointly influence the personal development and
moral education of students, however, they
should clearly be oriented in the same direction.
By this, we mean that a certain degree of
atunement and cooperation should exist for the
shared pedagogical enterpriseto possibly
succeed. Such cooperation or attunement can be
seen as not self-evident when one recognizes that
parents and school can also oppose or neutralize
each other’ sinfluence. Congruent operation and
the strengthening - per definition - of each other’s
influence need not bethe case. In many
discussions of the moral task of the schoal, it is
simply not recognized that parents need not
congtitute asingle like-minded group. Infact, one
can rarely speak of ‘parents’ assingle,
undifferentiated category (Munn, 1993). General
statements and recommendations must often,
thus, be refined when it comes to the social
characteristics of the parents, different
circumstances, and specific schools. What isalso
often overlooked isthe fact that opinionsonthe
parent-school-community relation and the
responsibilities of the various parties can vary
considerably. Nevertheless, almost everyone
considers cooperation between parents, school
and community to be critical and research into the
prerequisites for effective cooperation istherefore
caled for. Research in the field of education for
instance could pay attention to the moral and
pedagogical professiondity of teachers. This

professionality should receive expression in their
behavior. Itisthe goal of thispaper to elaborate
ontheempirical evidence of the opinions of
teacherswith regard to the parents-school -
community partnership and their moral role.

The pedagogical professionality of elementary
and high school teachers

The pedagogical assignment is considered an
important component of the professionality of the
teacher both by parents and teachers. Under
professionality, the system of teacher opinionson
just what constitutes qualitatively good teaching
and how this should be realized is understood.
These opinions relate to not only the primary
teaching process or the micro- level but also
encompass the meso- and macrodevels(Van
Veen et a, 2001). A common assumptionin
teacher behavior studiesisthat teacher opinions
have astrong influence upon teacher behavior
(Clark & Peterson, 1986). Such content-rel ated
and normative opinions regarding good teaching
not only steer the behavior of teachers but can
also legitimize their behavior at times. What do
the teachersthemselves think? This question can
only be answered with empirical research. In
different studies over the past few years, we have
examined the opinions of teachersin thisdomain.
Both elementary and high school teachershave
been studied. And in almost all of the research
reported here, acombination of quantitative and
qualitative research methods has been used'. The
results of a 1997 study of the degree of
attunement between the school and the home with
respect to the pedagogical assignment among
Dutch parents and teachers showed parentsand
teachersto be of the opinion that the elementary
school teacher hasaformative task in addition to
ateaching task. Parents and teachers seethe
pedagogical assignment as an important
component of the task of the elementary school
teacher, and the pedagogical assignmentisnotin
conflict with the school as knowledge ingtitute.
Elementary school teachers consider themselves
not only professionalsin the area of knowledge
and skillsbut also in the domain of value
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formation. Theseteachersare generally of the
opinionthat they have abetter perspectiveonthe
development of children asaresult of years of
experiencethan parents. Theteachers,
themselves, also consider themselvesto bejoint
child raisers.

Parents and teachers are of the opinion that the
teacher hasaformativetask in additionto a
teaching task. Teachersare lwaysviewed as
formative teachers. In thewords of one teacher:
“You cannot teach without attention to the
formative aspect aswell... Teacherswho only
teach have problems keeping order in the class.’
Concerning the primary school teacher as moral
role model both teachers and parents agree that
teachers must provide a‘ good example’ by, for
instance, sticking to agreements and observing the
rules of etiquette. Both parents and teachers
consider it important that the teacher present
him/herself asa‘man of flesh and blood’ with
both strengths and weaknesses. According to both
parents and teachers, it is pedagogically desirable
to show the ‘person’ behind the teacher. They
want to underscore the rel evance of the person
who occupiestherole. One parent says. ‘I didn’t
hirearobot. | want peopleto interact with my
children. They are, after all, at school for avery
large part of theday.” Collaborationisthe
concept that underlies a parents-school-
community partnership. The collaborative

rel ationships are formed on the assumption that
education isashared responsibility and that all
partnersare‘equal’ players. ‘Equa’ inthiscase,
meansthat each partner contributesin major ways
to the success of young people, and that everyone
has a say in determining the path to the common
goa of learning (Lueder, 1998). That means
creating two-way communications, enhancing
learning at home and at school, providing mutual
support and making joint decisions.

Many parentsand teachers are nevertheless of the
opinionthat pureteachingisthemost important
task of the school and that the responsibility for
child rearing liesfirst and foremost with the
parents. ‘ The teaching is still your primary task ...
| want the children to have mastered that package

after 8 years so that they can go further. One
should connect up with the things that happen,
consider conflictsbut not react to every conflict
with: we haveto talk about this.” Oneteacher put
it asfollows: ‘Thebasisliesat home. And at a
certain point, things come to an end at school;
cause you aretheteacher and something hasto
belearned. And I think that thelearning is most
important. You sometimes have groups of
children in which too much time goesinto child-
rearing behaviors. And then you say: that’s
enough, we' re going to do math ‘ cause something
still hasto belearned.” A number of teachers still
think that their tasks have gradually shifted over
the course of time from teaching to the rearing of
children. They point out that parents have less
timethan earlier for therearing of their children.
‘I think that it is being shifted more and moreto
the school, also by the parents. | sometimes see
that in the morning. Such a parent shoves her
childinside: he'sin a bad mood, have fun. A
conflict hasalready occurred at homeand that’s
how you start the day. | have troubleswith this. It
issimply shifting the problems that have not been
talked out at home to the school. Parents simply
havenotimefor this.’

In aqualitative study of 15 high school teachers
involving in-depth interviews we explored some
further details of theresult of apreceding
quantitative research project. Some of these
teacherswe interviewed had very explicit
opinionswith regard to their pedagogical
assignment. | have always seen thisaspart of my
task. | would almost say that it is almost always
your main task. This has nothing to do with the
subject matter in my eyes. Yeah, myjobisto
teach, tointeract with kids. Accordingto a
different teacher: | think that the devel opment of
valuesand normsisequally important as
conveying the relevant subject matter, it'sall part
of the package. The oneisno more valuablethan
the ather, in the opinion of another teacher. You
try to make your students more compl ete people
in any case, and thishasto do with your
particular subject. | mean, that’swhat you are
doing hereinthisschooal.
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Whileteachers generally consider the pedagogical
assignment to be part of their task, they
emphasize different aspects. Some arevery
conscious of thefact that they transfer normsand
values or, in any case, attempt to stimulate the
development of thesein their students. Others
emphasize their task asthe pedagogical guideof
students and student learning processes. The
pedagogical and didactic aspects of their task are
viewed as closely connected by anumber of the
interviewed teachers). Teaching has everything to
do with values and norms. Oneteacher states that
asthe group gets smaller, theinfluence of
exemplary behavior getslarger and, in light of
developmentstowards more guided instruction,
theinfluence of exemplary behavior will only
grow. Thisteacher seesthe normative aspect of
teaching as ‘almost the main task’ .

How ateacher relatesto individual students and
their parentsiscritical for building asupportive
and nurturing environment fort students’
academic success (Schmitt & Tracy, 1996). There
isno doubt that the relation between parents and
schools have changed the last ten yearsand have
influenced commitment to the concept of a
‘school that learns’ with parents. Inspired by the
ecological model of Bronfenbrenner (1986)

Note

researchers emphasi ze the cooperation and
complementarities of schoolsand families, and
encourages communication and collaboration
between the two ingtitutions (Deslandes, 2001). A
school can providethe *open forum’ for learning
activities and become the place where the
community can find avoice (Senge, 2000),
particularly where parents can be heard (McGilp,
2001)

Unfortunately, most teacher preparation programs
provide only limited training to teachersin how to
approach, educate and support parents and
community volunteers. Empowered and well-
informed parents are often active supporters of
their school’ s administration, working to help
solve problems, make policy, or raise additional
fundsfor the school. When a student does not
have a parents available to support hisor her
academic needs, community volunteerscan be
instrumental in providing academic mentorschip
and assistance. Community volunteersinclude
students form other grades, college students,
community members, parents of childrenin other
gradelevels, and employeesform local
companies. To successfully use community
volunteers, it isimportant for aschool to havea
appropriate policiesand proceduresthat support
community volunteer programs (Smit & Van
Esch, 1996; Burke & Picus, 2001).

1 Inthe elementary school research project, the similarities and differences in the opinions of parents and teachers
with regard to pedagogy and the division of child-rearing tasks across home and school were examined both
quantitatively and qualitatively. A questionnaire was completed by 275 parents and 53 teachersin six elementary
schools to inventory the opinions of parents and teachers with regard to pedagogical issues/objectives and the
relations between parents and teachers; interviews were held with 48 parents and 36 teachers to gain greater
insight into their respective viewpoints; and panel discussions were undertaken with parents and teachers to
identify alternative solutions for the differences in opinion and child-rearing practices (see Klaassen & Leeferink,

1999).

In the high school project a number of 452 teachers were approached by way of awritten questionnaire (see
Theunissen et al, 1998) and a selection of 15 teachers was invited to participate in a qualitative study involving
in-depth interviews. In this paper we only present the results of the qualitative study (Klaassen et al, 1999).
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Home-school relationships in one Russian school.

A case study

Andrea Laczik

Abstract

This paper summarizesthe preliminary results of
astudy of home-schooal relationsin Perm, Russia.
The study was closely linked with the Tempus
Tacis Project, which devel oped good working
relationships with the Perm State Pedagogical
University (PSPU). These links opened the door
to aninvestigation of home-school relationships,
an area of growing importance within education.
Thiscase study isthefirst part of aninternational
comparative study on home-school relationships
in Russiaand Hungary. This paper isfocusing on
Russia, and highlights the teacher’ s perspective
on home-school relationships. It offers some
examples of the different foraand patterns of
interaction between the home and the school in
one primary school in Perm. The study
investigates the existing home-school
relationships and looks into modes of interaction
between the teacher and the parents. It points not
only to similaritiesin the thinking and practice of
teachers but highlights differencesin theintensity
of communication. The paper focuses on issues
that emerged during the preparation and
execution of the study. It briefly examines
methodological issues of the research. Thisis
followed by the main part that deal swith

teacher’ s perspectives and activitiesin thefield of
home-school relations. The paper concludesin
pointing towards issues that will be pursued at a
later stage of the research project.

Introduction
The research was conducted as one part of a
comparative study of home-school relationships

of Hungary and Russia. The study isclosely
linked with a Tempus Tacis Project. Asa project
member | had visited Perm, Russiatwice before |
started to investigate the rel ationships between
home and school. The Tempus Project alowed
meto explorealready existing linksand

rel ationships with the Perm State Pedagogical
University and its‘pilot’ schools. During
previousvisitsto Perm, the Tempus pilot schools
introduced me to Russian schools, their
organization, the circumstances they have to work
in, staff and school lifein general.

Focus
Looking at the issue of home-school
relationships, it seemed necessary to clarify its
meaning within the given context. | was ableto
usethe contemporary debate in Russian
publicationsto gain an initial understanding of
the topic. Home-school relations, however, need
activeinvolvement of all parties, whichiswhy |
decided to investigate different angleson this
subject. Interviews on parental choice expressed a
variety of viewsontheissue. There seemed to be
acommon understanding that teachers provide an
important part within home-school relations. |
therefore was seeking to investigate teacher’s
perspectivesand views on communication
between the home and the school. Thefollowing
questionswere used as astructural deviceto
guide the researcher through the process of
investigation.
- What isthe understanding of home-school
relationships from the teacher’ s perspective?
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- What are some of the examples of the different
foraand patterns of interaction between the
home and the school ?

These questions reflect the main direction of the

interview schedule and influenced the selection of

documentary sources for the study. Within the
following, an overview of methodological issues
will begiven.

M ethodology

Last year | spent two weeksin Perm to collect
datafocusing on home-school relationshipsin one
of the Tempus Tacis Pilot Schoolsinvestigating
teachers' perspectives on home-school
relationships and their practice concerning
communication with the family. Asmy research
had an exploratory aim, aqualitative approach
and research design was devel oped to reflect this.
The main data collection method was semi-
structured interviews, but as supplementary data
source | also used documentary evidence,
observation and field notes (Yin, 1994). |
interviewed 14 out of 25 primary school class
teachers, two psychologists, the social pedagogue
and adeputy head. All of my interviewees were
female and theinterviews lasted between 25-40
minutes.

During interviewing an interpreter was present to
help with the language although simultaneous
trandation was rarely done, as| have agood
passive knowledge of Russian. The questions
were always asked in English allowing the
interpreter to tranglate, to avoid misunderstanding
but the answerswere translated only in case of a
need for clarification. The interpreters were
studentsof PSPU intheir final year and studying
tranglation and interpretation skills as specia
interest. Stresswas put on discussing the aim of
the research with them and getting to know them
before they got engaged in the work. Thiswas
essential in order to minimize possible
misunderstanding of educational jargon aswell as
introducing them to the research in which they
would play avital role. In addition to helping
with the language the interpreters also provided

useful information about the culture, and about
the Russian way of thinking. Using interpreters
raises questions asto the extent to which
interpretersinterfere with the process of the
interview, but far more they drew attention
towardsissues of professional language skills
versus contextual understanding of theinterpreter.

The school

The school, which accommodated my research
can be characterized asa‘typical’ Russian
primary school in Perm, yet with unique qualities.
It isastate school with anon-selective admission
policy for children between the ages of 6 and 10
and as such does not charge tuition fees. The
pupils come from different backgrounds, and their
familiesdiffer intheir financial situation, in
parents schooling, in the family structure and so
on. The school catersfor all ahilities, including
classesfor able children and compensatory
classesfor dow learners. The school hasahighly
qualified and committed teaching staff. They are
supported and advised by asocia pedagogue and
psychologists, who, despite economic, social and
political difficultiesinthelast few years, have
stayed in the profession.

The student body numbers 625 childrenin 25
classes. There are 48 teaching staff working in the
school. They are all women except for threemale
teachers. Theteaching staff include the school
head, the deputy head for upbringing, the deputy
head for educational methods, 24 classteachers,
four retired teachers, school psychologists, the
aforementioned social pedagogue and specidized
teachers, for example for PE, IT and language
teaching. Because of the high number of children
and the limited size of the school, children go to
school in two shifts. Each shift has six 35-minute
lessons. Thefirst starts at 8.30 am. and finishes at
12.55 p.m.; the afternoon shift lastsfrom 1.15 to
5.40 p.m.

The school educates children for their first three
or four years at school. Few of its classesfollow a
four-year primary compensatory education
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programme (traditional programme), the mgjority
of classes work according to athreeyear
developing education programme. Most of the
classteachersareinvolved in voluntary
experimental work led by PSPU academics.
Withintheseinitiativesteachersarefreeto
develop their own teaching programmein
addition to the national curriculum. Teacherscan
chooseto devel op areas of special interest for
their class such as drama, health and art. At the
sametimethe school hasto deal with real
financial limitations. It must very often rely on
the generosity of wealthy parentswho offer the
school financial help in purchasing textbooksfor
their children’s classes. Asaresult of the school’s
good reputation and its programmesfor
developing education, parents from other school
districtsareinterested in sending their children
there.

Some of the school’ s unique features made it
easier for meto conduct the research. First, the
school isone of the Tempus-Tacis (Technica Aid
Programme) pilot schools. This meansthat apart
from accommodating regular foreign visits, it
allows and welcomes researchers and, where it
can, makes the most of these. The school head
and afew of the staff traveled to Western Europe
within the Tempus Project, where they visited
schoals, LEAs and university departments. These
visits add to the good reputation of the school and
through the experience gained abroad it hasan
impact on teachers’ thinking and practice.
Secondly, the school built up avery closelink
with Perm State Pedagogical University, its
teaching staff and researchers. The school and the
majority of the staff areinvolved in experimental
work stemming from the university. Thirdly, the
school islocated in aresidential areaclosetothe
city center and offers easy accessfor national and
international delegationsto visit the school. This
has also a positive effect on the alocation of
resources from the city council. Fourthly, within
the school’ s catchment areathereare no
opportunitiesfor childrento attend clubsand
societies, e.g. there are no sportsfacilitiesand no

House of Culture nearby. For the school this
means providing different after-school activities
according to interest to occupy children during
their freetime. This puts the school under
considerable pressure. For these reasonsthe
school has built up good working rel ationships
with outside agencies, for instance, with the
swimming pool, puppet theatre, museums,
hospitals, etc. The school itself commented on
thisasaspecial feature, unusual in the Russian
context, suggesting that other schools do not have
to dedl with thistype of problem.

This school was selected for the study, because all
the qualities described above paved theway to a
successful research endeavor. Another important
element in choosing this school wasthat during
previousvisits | aready established good
personal contacts with the school head and some
of the school staff. This certainly helped when
gaining access, since | only had limited timefor
the fieldwork.

Findings

Thereview of Russian periodicalssuch as
Nachalnaja Shkola and Director Shkoli suggested
aheightened awareness of effective
communication on good home-school

rel ationships (M anisheva, 2000; Orlova, 1998;
Alexeeva, 1997). It seemed, therefore of interest
toinvestigate the view of teachersasactive
participants on thisissue. The research centered
around two main questions, answersto which are
investigated in turns.

What is the under standing of home-school
relationshipsin School A fromtheteacher’s

per spective?

Theinterview questionsonthisissuetargeted the
classteachers' practice and thinking, findingsare
based on teachers' reporting. Several teachers
described home-school relationships asa co-
operation between the school and the family, as
one teacher pointed out: ‘We have to work
together, the teacher, parents and pupils.’
Although thisisabroad definition for the
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terminology, it helpsto identify relevant
examples of home-school relationships. These
include parental involvement in educational
issues, such as homework and grades; othersare
connected with free time or social activities, like
school tripsor celebrations. A wide range of
activitiesinvolve teachers, parentsand children. It
is however, interesting to note that teachers have
different attitudes and feelings about waysto
initiate and maintain the contact with the home. In
general they al felt it wasimportant to involve
parentsand to listen to them. They often praised
the advantage of arelaxed relationship with the
parentsthat leads to a happier and better
performing child. Teachers emphasized that:

If the child seesthat his/her parentstake partin
school celebrations, different events, they get
on well with theteacher; itisalready a
pleasant experience. The children consider it
as something good and it reducesthe ‘ gap’
between the child and the teacher.

| think that parents should be interested not
only in children’slearning ||.but alsowhat is
happening in the class. The child feelsthisand
his attitude to school gets better.

It was often difficult to separate perspectivesand
feelings about home-school relationships.
Although teachersfelt that it was essential to
create awarm and friendly atmosphere, they also
pointed out that many qualities are needed to
achievethisgoal. Some mentioned alack of
professional training inthisareaat university and
emphasized that they had to rely on their own
practical experience in communicating with
parents. Related to thisissue were communication
barriers such as age, gender, and qualification.
They were perceived asinitial causesfor
problemsin dealing with parents. Many of the
interviewed teachers admitted feeling anxiety
before meeting with agroup of new parents. This
isexemplified in the following quote:

I am worried how much | will find a mutual
agreement with the parents, how much we will
have common interest inthe child's
upbringing. To start with | fedl fear but when |
get to know parents| feel lucky and even years
later | keep in touch with them.

Parents are seen in different roles. During the
interviews, the majority of teachersfocused on
parental assistance with homework. Thisfunction
was actively targeted by special meetings where
teachersinstructed parentsin how to help their
children at home. Although parentsare not
expected to help within the classroom, they are
encouraged to participate in certain curricular and
socia activities. Inoneinstance| was ableto
observe ashort lesson on dogs. Aspart of the
science lesson, two parents brought their dog into
the classroom and talked about their daily routine
and habits.

Parents are al so encouraged to assist the class
teacher, when it comesto organize social, cultural
and sport events for the class. It, however,
depends on the teacher’ s style either to initiate or
to comply with parents’ wishesto organize events
themselves.

Whilediscussing parenta involvementin class
activities, issues arose naturally, which
highlighted the compl exity of the home-school
relationshipsteachershaveto deal with.
Comments made by teachers suggest their
awareness of agrowing gap between poor and
rich parents asreflected by changing social
circumstances. These were mentioned by teachers
because they felt that these had an effect on their
everyday practice. Some teachers observed that
affluent parents tended to interact with parents
from the same background, thereby creating a
social division within the class. Parentswith
|ower income were often described as overloaded
with work and |ess able to devote sufficient time
to their children, as one teacher pointed out
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Parents have got more problems - not with the
school but with lifeitself. Children haveless
of parent care, have becomeless|ooked after.

As shown, the interviews provided me with
information on the different level s of parental
involvement in the class s matters, and also
touched on other issues, which have an effect on
thisrelationship. It isimportant to note that
teachers have different feelings about working
together with parents, which very much depend
on their personality, teaching and personal
experience. But there are strong similaritiesin
their attitudes towards parents. Teachers showed
considerableinterest in building up agood
relationship with parents, enthusiasmininvolving
parents, and many of them valued the parents
information about their children. The collected
data strongly suggest that the teachersplay a
leading role in the evolution of home-school
relationshipsin this particular school. Most of the
timetheteacher istheinitiator of contact, trying
toinvolve parentsin their children’s education
and the class s socidl life. Parents can initiate
activitiesand changes, given that they offer help.

It hasto be pointed out that thesefindingsare
restricted to the teachers of the schoal, leaving out
other aspects of parental involvement withinthe
school.

Having discussed general issues of teacher’s
understanding of home-school relationships, |
now move on to amore specific area. The
following paragraphsillustrate and analyze the
i nteraction between home and school as seen
from the teachers' perspectives. The guiding
guestion herewas asfollows:

What are some of the exampl es of the different
fora and patterns of interaction between the home
and the school in School A?

Theanalysis of interviews and documents
suggested arange of different typesof interaction
between the class teachers and the parents. Part

one of this section dealswith theinteraction
during meetings of groups of parents and the class
teacher; the second looks at examples of
individual interaction between the home and the
school.

Examining the data, | found two fora, wherethe
classteacher meetsagroup of parentsto inform
or discuss whole-class-related issues, namely
parental committees and meetings.

A parental committeeisset upinevery class. Itis
usually astrong group of parents organizing class
celebrations, cultural programmes, classtrips. Its
activity alsoincludesinvolving parentswho are
not very active. The committee has one |eader
who co-ordinates the activities, involves other
parents and keeps close contact with the class
teacher. Although the parental committee’ smain
activity isto organize out of school eventsfor
children and their families, it can also be
responsiblefor handling the class budget. All
classteachers from the school keep close contact
with the parental committee but their involvement
variesfrom acknowledging and taking partin
social, cultural eventsto offering ideas and
actively taking part in the organi zation of these
events.

Very often the suggestions made by the parental
committee and the classteacher are delivered and
discussed at the parental meeting by thewhole
group of parents from the class. The agenda and
aim of these meetings might bedifferent in each
classand their frequency can be regulated by the
teacher as necessary.

Parental meetings are four timesayear. These
are the main meetings. But in thefirst year |
organize it more often, if | have some
difficulties| can call aparental meeting. But |
try not to bother parents. If | need ameeting |
ask the children to inform their parents and we
meet. They help me. | haveaplan, | work
according to it. At the parental meetingswe
never talk about children’supbringing. | talk
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about children to individual parents.

Children’ sprogress| also discussonly in
private. At parental meetings wetalk about
general issues. | invite the psychologist, |
invite people who make presentations on what
are better waysto help and bring up children.
How to develop memory, thinking - so | invite
peoplefrom outside.

Asseenin the quote teachers sometimescall for a
meeting if they deemit necessary. From
interviewsit emergesthat teachersfeel these
meetingsto be an effective way of transferring
information to parents. It hasto be pointed out
that agendaand style always depend on the
individual teacher. Most classteachers discuss
whole class related issues during these meetings,
such asupcoming socia events, visitsto the
theatre aswell asinformation concerning method
of teaching, textbooks, achievements, changing
daily routine etc. Class teachers expressed
different views on talking about individual
achievement, somefelt it was acceptable to
mention namesin a positive context, others
rejected theideaof talking about individual
children at all. All interviewees seemed to
consider very carefully the number and length of
meetings not wanting to put parents under
unnecessary pressure. As one teacher said:

| organize regular meetings once amonth,
which last between one and two hours. Not
100 % attend. Because of different reasons.
It shard to find an appropriate time.

Meetings and committees are but one pattern of
interaction between the teacher and the parents.
Another way of communicating with parentsis
written notes. All interviewed classteacher use
the school diary (‘ dnivnik’) to send messagesto
parents. These messages have various purposes,
they can ask for money for atheatrevisit, invite
parentsto meetings, inform about future events.
Someteachers expect parentsto reply inthis
diary or useit for general information flow
between teacher and parent.

Inthefollowing I will highlight modes of oneto
oneinteraction between the teacher and the
parents. Often classteacherswould want to
discuss personal issueswith individual parents
concerning achievement, learning difficulty,
behavior. These meetings can take placein the
school or in children’ shomes. Telephone
conversation iswidely used to keep in touch with
parents and to solve problems. All interviewed
teachers had telephone at home and they do not
mind if parents contact them with their problems
inthe evening. In certain situations parents are
even encouraged to ring the classteacher at home.
Also teachers use the tel ephone to contact
parents. If aparent has not got telephone at home,
the parent would be phoned at his’her work place.
This practice seem to be generally accepted in the
school.

Thefollowing quote demonstrates how one
teacher employed different methods of
communication when dealing with a problematic
situation:

Well, if itisbehavior - and there are such
casesaswell -, if the problemisseriousit’s
better to go and see parentsin their home. |
have apupil, thischild is completely out of
control. Heisintelligent and learning, but
lacks self control. He had atragedy in hislife
before he started school and this affected him
very much. And this child on thefirst day, on
the 1st of September, beat everybody. | keepin
touch with the mother, we agreed that she
would come and see me every week, we
exchanged telephone numbers, shewould
cometo see me and wetried to solve the
problem.

It seemsto be common that parents cometo the
school and approach the classteacher. At the
beginning of the primary school children are seen
to the school and parents often take this
opportunity to approach the classteacher; asking
questions or discussing previous days happenings,
behavior and learning issues. Most classteachers
| et the parents know when they are available for
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discussion and when they can be approached
before or after the school day.

Homevisitsare atopic whereteachers' views
differ considerably. It depends on the class
teacher’ s style and personality. Very few amongst
the interviewees conduct regular home visits.
Somergect it completely and consider it asan
intrusion into privacy. Theseteachersfind other
ways to communicate with parents. Some
teachersallow for occasional homevisits
provided thereisa‘good reason’, but recognize
the difficulty.

This can beinconvenient for the family
especialy if they have problems- thereisan
acoholicinthefamily or they arein adifficult
financial situation. I try to inform themif |
want to go and go only to familieswherethere
isaproblem with the child. For example: |
have a child in the classwho could achieve
better then he does. | tried to ring the parents
but no success, so | visited them. Mum got
depressed, dad drinks. ... I try tohelp ...

In conclusion, thereislively interaction between
the class teachers and parentsin the school. They
both initiate communication and discussissues of
apersonal character, the learning, behavior or
health of the children. Teachers, like parents,
have their own preferences of using the written or
oral form of interaction, which differsfrom class
to class. Whereas clear similarities can be
detected in the ways class teachersinteract with
the parents, examining the teachers’ examplesit
isaso clear that every teacher uses different
means of communication in different situations.
The school diary (*dnivnik’) isused daily, and it
is also supported by the school management. The
telephoneisgenerally considered asaquick and
efficient way to solve urgent problems, and both
the teachers and parents useit. Personal meetings
at school areinitiated by either the teacher or the
parent.

Conclusion

This paper reportsthefirst findings of aresearch
project mainly with theintention to provide
information on thefollow-up research endeavor.
It gives an account of fieldwork undertakenin
one primary school in Perm, Russia. It is
suggested that teachers and other school staff
consider home-school relationships asimportant
and, conseguently, they all spend asignificant
amount of energy and time onimproving the
relationship between the home and the schoal. It
isalso evident that someteachersfind it easier to
work with parentsthan others.

Teachersin thisschool seemtothink very
similarly about home-schoal relationships.
According to teachers’ reporting changing socia
and economic - city’s, school’s, family’s -
circumstances introduce them to new professional
challenges within this relationship. Teachers
showed an open-minded attitude when dealing
with the new situations, although some expressed
their wish to receive professional advice on issues
related to working with parents.

Although the project was conducted asasingle
case study and the findings are not directly
generalisableto other primary schoolsinthe
region, it offersinformation about the state of
home-school relationships with its complexity
and difficulty asteachersin the school seeit.
Keeping thisin mind and within the limitations of
thisresearch project, the findings can, however,
contribute to an understanding of the cultural
context and home-school relationshipsin Russia.
Theresearch findings also offer orientation for a
planned international study. Not only do they
point towards methodol ogical issuesthat haveto
be considered, they furthermore offer a
framework for the structured investigation of
teachers' views on home-school relationships.
Another, and equally important, issueistheviews
of parents. A preliminary investigation into
parental choice highlighted some interesting
questions, which will be the subject of future
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research. At thispoint, first impressions suggest demands and sources of information on asuitable
that parentsin the school haverelatively clear schoal for their children.

ideas about their legal rightsand clearly defined
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Lifelong learning:

schools and the parental contribution in Australia

Jacqueline McGilp

Introduction

Sncelifelong learningisa central focus of
UNESCO projections, influences school

devel opment and the establishment of learning
communities and learning cities, and addsto
educational debate on policy formation, the
contribution of parentsto children’slearning
needsto be further recognized, articulated and
actioned. Caldwell (1997: 244) inrevisiting
projected future trends for education stated, ‘ The
parentolein education will be claimed or
reclaimed.’

Theterm, lifelong learning, needs much
discussion for definition. Thisisbecauseit has
been associated mainly with economic
advancement, and in many instances, with
learning that takes place after compulsory years
of schooling. Thisinterpretationis partly true.
However, lifelong learning when defined through
four pillars - learning to know, learning to do,
learning to livetogether and learning to be
(UNESCO, 1998) - aimsfor personal fulfillment,
social inclusion and economic advancement for
all (UNESCO, 1998). Shuping (2000) further sees
lifelong learning as ‘ahope, ajoy, atool, aright,
aresponsibility and achallenge’ and Palamattan
(2000) saysitsfocusisto help us‘ dream what
life could be and make a masterpiece of it.’
Within these definitions one then sees the scope
of theintent of lifelong learning. It isthe basisfor
creating aworld vision for society. This can be
achieved partly through the formation of learning
communitieswithin cities, estates, townsand
regions (Longworth, 1996).

School leaders must sensitively addresslifelong
learning perspectives and revisit the question,
How do we best involve parentsin the learning
process of their children? School |eaders must not
only help parents but al so the wider community in
decisionmaking for the provision of lifelong
|earning opportunitiesfor children and families.
Schools can achieve more when they are
recognized aslearning communitiesand are
‘reenergising’, ‘reinvigorating’ and ‘ remarketing’
their structures and processesfor learning
provision in accordance with lifelong learning
emphases (McGilp, 2001).

While someteachers have lacked support and
training for the utilization of the parental
contribution (Senge, 2000) many othersare
comfortablein achieving parental partnerships.
Therearemany instances of parentsoccupying
different rolesin the formal learning of children
(O’ Donoghue and Dimmock, 1998). Thisis
because of their professional knowledge, their
knowledge and skills attained without formal
qualification, their enthusiasm and curiosity, and
their organizational skills (McGilp, 1994, 2001).
The parental contribution has also resulted from
training programs offered by schools (McGilp,
1994, 2001). By contrast to theinvolved parents,
othershaveregarded themselvesas
‘educationless’ (Senge, 2000) and have
demonstrated ‘ learned helplessness’ inregard to
assisting their childrenin formal learning offered
by schools. This can result when parents have not
been given adequate information and assistanceto
help their children. When this occursthe parental
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contribution is devel oped from adeficit model
and therole of parents, as prime educators, is
often overlooked (McGilp, 2001). Any parental
program for partnerships must mean parent
empowerment and family support (Senge, 2000).

Thereisno doubt that life and parent
circumstances have changed - shifting urban
populations, fragmentation of familiesand
different employment arrangements, increased
socia problems, technological advancement, and
increased parental interest in children’slearning
expectations (McGilp, 2001) - and these have
influenced commitment to the concept of a
‘school that learns' (Senge, 2000) with parents. A
school can providethe‘ open forum’ for the
monitoring and development of lifelong learning
activities and become the place where the
community can find avoice (Senge, 2000),
particularly where parents can be heard (McGilp,
2001).

Successful studies

Thefollowing three descriptionsillustrate recent,
successful studies or programsfor the parental
contribution for children’slifelong learning in the
Australian context. They emphasize family
partnershipsin relation to understanding of
indigenous communities, intervention programs
for positive relationships and particular means for
making aschool ‘parent friendly’. The
importance of listening to and gaining shared
meaning from theseillustrations can assist the
ongoing learning of teachers and parents.

A study to determinetheinfluence of the cultural
context and content on children’ slearning as seen
by indigenous peopleis described by Fleer and
Williams-Kennedy (2001). Thisresearch project
was undertaken by the Australia Early Childhood
Association and funded through the
Commonwealth Department of Education,
Training and Y outh Affairs. Theresearchers
invited indigenous preschool aged children and
their families from different regions of Australia
to participate and sought to identify learning

experiences of children prior to school
experiences. Videotapes, showing preschool-aged
children’ slearning, were made by their respective
families. Taping took place at home, inthe
community and in preschool, undertaking normal
everyday activities (Fleer and Williams-Kennedy,
2001). * A major aim of this project wasto
provideindigenous familieswith an opportunity
to act as central agents, selecting those valued
cultural skillsand knowledge exhibited by their
young children’ (Fleer and Williams-Kennedy,
2001:52). ‘ Each family selected from the hours of
video-tape those aspects of their child’slifewhich
best represented to non-indigenous people
important aspects of being anindigenouschildin
Australiatoday’ (Fleer and Williams-Kennedy,
2001:52). In discussion of the videotapesthree
guiding questionswere explored: What can
everyone see? What can only the family see?
What can we no longer see becauseit is so much
apart of our lives? (Fleer and Williams-Kennedy,
2001:52).
Two major outcomesidentified by Fleer and
Williams-K ennedy (2001:52) were:
- moving the discourse from parent participation

to family partnerships; and
- listening for the connections between people.

For example, when assumptions about the

primary caregiver in families by non-

indigenousteachersis made, these canlead to

exclusion rather than participation by family

members.

Who in the family isa significant

caregiver? Who introducesthe child

into the environment? The significant

caregiver may beagrandmother,

aunt, or closerelative other than the

child’ s birth parents. Sometimes

older siblingslook after the younger

kids (Denise as cited by Fleer and

Williams-Kennedy, 2001: 53).

‘Thinking about ‘family’ partnershipsrather than
‘parent’ participation isamind set that is needed
if schoolsareto be moreinclusive of the voice of
families' (Fleer and Williams-Kennedy, 2001:53).
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Fleer and Williams-K ennedy (2001:54) state
‘Active listening was important in the study. This
involvesnot just hearing what is said, but
watching closdly the non-verbal language and
providing space and time for this communication
to take place. Thefamiliesin this study spoke
about the need to make connections between
people and places and family’:

Sometimes we don’'t know the kid’s name,

but we all know the family - that’ s so and

S0, you don't need the name, but you need

the connection. But as a teacher you need

the name for theroll (Denise ascited by

Fleer and Williams-Kennedy, 2001:54).

In the study Fleer and Williams-Kennedy (2001)
stressthat connectednessis expected as atwo-
way process and teachers need to reciprocate and
sharetheir family connections and places of
origin. ‘Itisimportant in some indigenous
communities for these protocolsto be observed
before any meaningful partnership can take place’
(Fleer and Williams-Kennedy, 2001:54). This
study illustrates how active listening by teachers
can help to reframe ‘ traditional school-
community relationsto be more culturaly
responsive, to interrupt the norms and to build
relationships on Indigenous rather than western
terms’ (Fleer and Williams-Kennedy, 2001:54).

Whilethe previous description of aparental
involvement study relates to understanding of
indigenous communities, an emphasisfor lifelong
learning according to thepillar of learningtolive
together (UNESCO, 1998) thefollowing
description of the Triple P a so emphasizes
relationships. The caseisalso situated within the
pillars of learning to know and learning to do
(UNESCO, 1998).

McTaggart and Sanders (2001) describe The
Triple P- Positive Parenting Program asa
transition to school strategy for the Australian
context. They see theneed for programsthat aim
to equip parents with the skillsto maintain good

relationships with their children, and to manage
misbehavior.

Triple Pisamultilevel, prevention program

which ‘aimsto address severe behavioral,

emotional and devel opmental problemsin
children by intervening early and providing
parenting with the skills needed (McTaggart and

Sanders, 2001:61). The program does not solely

target at-risk children or families. ‘Triple Pis

promoted as aprogram for every family asaway
of improving general parenting skills

(McTaggart and Sanders, 2001:62). McTaggart

and Sanders (2001:61) state that the program

involves:

- enhancing the knowledge of parents about the
causes of children’s misbehavior;

- providing skillson developing positive
relationshipswith children (e.g. praise of good
behavior);

- providing skills on the consistent management
of misbehavior (e.g. planned ignoring, quiet
time, timeout); and

- learning how to plan for and prevent future
problems (e.g. how to take children on along
car trip).

‘Thefindings across anumber of different
settings have demonstrated that Triple P produces
predictable decreases in child behavior problems,
which are maintained well acrosstime’; asoitis
‘an effective method of parent training’ (Sanders,
1999 ascited by McTaggart and Sanders,
2001:61).

The Triple P Programis available at five levels

(McTaggart and Sanders, 2001:61):

- Leve linterventionsinvolve the provision of
information to parentsasalow cost
intervention (such as getting childrento do
homework);

- Level 2 interventions combinethe use of the
above mentioned information with minimal
professional support to families. For example,
at thislevel teachers or guidance staff may
provide;
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- Level 3interventions provide familieswith
more than just information but also active
skillstraining on their specific concernsto
complement the written material;

- Leve 4interventions provide parents with
skillstraining to assist them in managing
behavior of al family membersin all
situations; and

- Level 5interventions provide assistance to
familieswhere the problem extends beyond the
parent-child interaction.

Extending the Triple Pis‘ Transition to School
Project’. The program isdesigned to normalize
parent training to promote the successful
transition of children to school and to reduce
disruptive behavior problemsin the school
environment (McTaggart and Sanders, 2001). The
Transition to School Program hasinvolved 25
State Schoolsin Brisbane, Queend and, however,
asyet findings are not available (McTaggart and
Sanders, 2001).

A third interesting parent venturein the
Australian context isthe devel opment of the
Parent Friendly School Program. Tonkin
(2001), asprincipal, describesthe school
within her charge developsasit developsas
a‘VicParenting — Parent Friendly School’.
The components of such include developing
afamily friendly environment, establishing
aresource service, providing parenting
programsand training school personnel in
parent consultation. Tonkin (2001:63) says,
‘We were one of twenty three schools
acrossthe stateinvolvedinthistrial. Our
story issimilar to most schoolsbut itisalso
uniqueto usasall schoolswereleft toplan
their own changes.’

Prior to this decision to become aVicParenting
school Tonkin (2001) described her school as
strongly parent welcoming. ‘ We had parents
involved in classroom activities on aregular
basis, we had an active School Board, Parent and
Teacher Association, aplay group or two using

the school hall twiceaweek, and parentsinvolved
invarious programs around the school’ (Tonkin,
2001:61).

A focusof VicParenting isthat it locates parent
support in schools. This normalizes parenting
support and help seeking, thusit enhancesthe
school’ s capacity to actively support parentsin
developing parenting practices known to be
associated with optimal development of children.
It influences the devel opment of structures,
policiesand practicesthat promote parent
involvement and collaborative teacher-parent
rel ationships and strengthens community
partnerships (Tonkin, 2001).

Vic-Parenting assisted Tonkin's school to form a
steering committee for interpreting and realizing
the four emphases of the program. The school
environment isnow changed in many ways
(Tonkin, 2001). The school corridors are
transformed into friendly meeting areas. Créche
support is provided by means of roster
timetabling for parent supervision. A three-way
conference reporting processisin operation. Skill
and expert information sheets are sent to parents.
Parents are frequent guest speakers and skill
demonstratorsin classrooms. Also play groups
have been established for parental support with
twice each week preschoolers and their parents
gathering to play, talk and share hospitality inthe
school facilities. The school also conductsa
resource centre and alibrary servicefor parent
borrowing operates, together with availability of
computer access to recommended websites.
Parents have a designated news section on the
school noticeboard where resources availablein
the areaare publicized. The school also offers
parenting programs on general topicsto assist all
parents of children (Tonkin, 2001).
‘Conversations replacethetitle of parenting
coursesto emphasize equality. ‘ Every participant
has something to offer, apoint of view to be
explored and to belistened to. A conversationis
not about expertswith al the answers, nor doesit
imply that itisfor ‘ bad parentsonly’ (Tonkin,
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2001:65). ‘It isfriendly, welcoming and inclusive.
A first conversation takes placeinthe morning
session and therepeat in the evening. Thistakes
into consideration working parents and provides
opportunitiesfor both parentsto attend’ (Tonkin,
2001:65). The conversations arelead by a
parenting support person from Centacare (a
provider of servicesfor parents), not by the
school. The VicParenting initiative also supports
the skill development of teachersto ‘alevel of
awareness and competency when parents ask for
support or advice' (Tonkin, 2001:65).

TheVicParenting program has assisted Tonkin
(2001) to make aschool ‘family friendly’ and to
invite parentsto be more active at whatever level
they can in the school. The school reciprocates
this support by offering parent support. Whileitis
acknowledged that many schoolsdo similar
thingsto those described by Tonkin (2001) the
VicParenting initiative has supplied the foci for
the decisionmaking for improved liaison and
partnership with parents. Tonkin (2001:64) states,
‘From the moment of inquiry we arethereto
support parentsinthe marvelousjob they doin
raising children.’

As communities of learning develop and schools
provide opportunities such as the three described
inthe Australian context, teacherswill be further
called upon to assist parentsin considering
lifelong learning opportunitiesfor children’s
development. Thecall isnot for preoccupation
with changing parents’ attitudes or selling our
approachesto lifelong learning, rather, it is one of
listening and understanding children’ slearning
from the parents’ perspectives. Teachers must
inquire from parents and welcomeinquiriesfrom
parents (McGilp, 2001). It isthrough listening
and dialogue that lifelong learning for children
will be better understood and activated (McGilp,
2001).

Some meansfor the promotion of parental
partnerships have been identified: to revisit and

refine school policiesand guiding principles, to
invite engagement through larger teams, to
develop representative committees at the local
level, to use abroad range of people on sub-
committees; to replace controlled activity with
experimentation; and, to provide shared learning
opportunities and additional learning
opportunities for whole families (Chapman and
Aspin, 1997 as cited by McGilp, 2001). These
strategies help to increase awareness and
connectedness between parents and teachersin
thelearning community.

Making parents equal with teachersin the choice
and direction of the educational experiencesand
activities being offered to and determined for
their children (Senge, 2000) is one definition of
partnership. It is certainly achallenging one.
Partnerships with parents can assist children to
take control of their lives, canincrease
communication of high expectations, and help
children to work for their future. Parents and
teachers can assist thereversal of aless
meaningful lifestyleinwhich somechildren’s
families are caught. Partnerships between parents
and teachers can lead to them providing amutual
support system for lifelong learning. This means
parents need to know and understand innovations
in content and current changes in approachesto
teaching and learning (Senge, 2000). Parents need
to gain understanding and competencein formal
learning in order to assist their children at school
(Senge, 2000). Parents might need to undertake
coursesto be familiar with recent developments
inlearning. A crucial component for partnership
development is active co-operation between
teachersand parents.

Promotion of lifelong lear ning

Ten principlesfor the promotion of lifelong

| earning through active cooperation between

teachersand parents are;

- Recognition that the family has equal
importance with the school asaplace where
lifelong learning can beinstituted and
protracted;



122

A Bridge to the Future

- Clarification of conditionson aschool’s
openness and accessibility to other groups of
people;

- Modeling of lifelong learning by schools;

- Development of greater lifelong learning
opportunities offered by school communities;

- Generation of different agendas of timeand
conditionsfor lifelong learning;

- Utilization of the school asa*one-stop shop’
where people could go and identify thingsthey
might want to learn about or courses;

- Enhancement of teachers and parents’ efficacy
through the devel opment of lifelong learning
opportunitiesfor both;

- Acknowledgement of present boundaries and
moving beyond these to aschool being a
community resource;

- Acceptance of help, advice and resources from
cultural, ethnic and religious organizationsin
the community that themselves have a strong
part to play inpromoting lifelong learning; and

- Enrichment of community life by networks of
lifelong learning.

(Adapted from Senge, 2000 and Chapman and
Aspin, 1997 as cited by McGilp, 2001).

While some of these principles mean the
revisiting of existing emphases, consideration of
new meansfor advancement in parental
partnershipsis essential. Perhapsthe answer to
different meansof operation isdependent onthe
leadership portrayed. Leadership stylesfor the
promotion of lifelong learning and for the further
development of the parental contribution are
those that are based on a service philosophy,
invitational approachesand collaborative
agreements (McGilp, 2001). However, this means
that leaders must be aware of parental expertise
and challenges and work towards synergy in
partnershipswhich will give children asound
groundinginlifelong learning. Isolated
experiencesof learning can be‘jigsawed’ into
integrated, lifelong learning through partnerships
with parents (McGilp, 2001). One of the
challengesfor school leaderstoday isto
emphasize the value of lifelong learning

experiencesfor children rather than perhaps
concentrating on early specialization which seem
to feature strongly today because of unpredictable
employment opportunities (McGilp, 2001).

Thefollowing means, some of which are
identifiablein the three specific foci for
advancing the parental contribution in the
Australian context - family partnershipin
indigenous communities and the Triple P and the
VicParenting programs- are worth revisiting for
they are reminders and assistance for leadersin
promoting lifelong learning and partnerships with
parents:

- declaring thevision for lifelong learning by
UNESCO (1998);

- promoting valuesfor lifelong learning-trust,
openness, honesty, integrity;

- encouraging ownership of lifelong learning and
practice (McGilp, 1999, 1997);

- journeying with others (K ouzes and Posner,
1999) in thelifelong learning process;

- exploring, discovering and actioning leadership
opportunity (Binney and Williams, 1997) and
developing leaders (Conger, 1999) through
liberating the leader in each lifelong learner;

- activating continual regeneration, renewed
commitment and conseguent ownership of the
parental contribution (Fullan, 2000);

- facilitating rolesfor parentsto be opportunists,
advocates, partners, communicators and
motivatorsin lifelong learning for children;

- alocating timefor reflection and scrutiny of
practice (Koch,1999; Kouzes and Posner,
1999) for lifelong learning.

Conclusion

Inthistime of emphasison lifelong learning, itis
important to share understanding of lifelong
learning and the actioning of studiesand projects
which enhanceitsrealization. Many of these
demonstrate the building of parental partnerships
with schools. However, these are dependent on
the demonstration of goodwill and perseverance
by both teachersand parents. Schools devel oping
aslearning communities can assist understanding
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of lifelong learning and provision of different be proactive and lead the actioning of thelife
learning opportunities; also the development of dimension of learning.
parental partnerships. Teachers and parents must
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Increasing social capital: teachers about
school-family-community partnerships

Results of a study on the orientations of American and Polish teachers

Maria Mende

The progress of human civilizationisgoing
through partner rel ationships between school,
family, and community. | mean the progressthat
isvisualized in the skills of peopleto organize
themselves, e.g., make the groups and solve the
problemstogether on abasis of theindividual
abilitiesthat are increased in a supportive group.
Theideaof peopleorganizing themselvesisnot
new in the social sciences. Sincelate80'sitis
perceived (after sociology of the economical
development) as a concept of social capital.
Basing on an analogy between material and
human capital - tools and peoplewho are
educated to use them for better results, social
capital concernsthe features of social
organization such as socia networks, norms,
credence, and trust’.

Researchers link school, family, and community
partnerships with the importance of social capital.
AsJoyce L. Epstein stated ‘ Social capital is
increased when well-designed partner ships
enablefamilies, educators, students, and othersin
the community to interact in productive ways.
Social capital may be spent, invested, or
reinvested in social contactsor in activitiesthat
assist students’ learning and devel opment,
strengthen families, improve schools, or enrich
communities . In line with this view we may say
that teachersbecomethekey figuresinincreasing
social capital. Their approach to theissue of
school-family-community collaboration
influencesthe quality of relationships between

potential partners and it appears most significant
in the creation of partnershipsthrough the
everyday activities’.

In order to prove the statements above a
comparative study of the orientations of
American and Polish prospective teachers were
conducted in December 2000 and February 2001.
‘Orientation’ ismeant here asageneralized, not
necessarily fully recognized by the subject, set of
beliefs, values, attitudes, and behavioral
tendencies - theterm used after Marek
Ziolkowski*,

Theresearch goalsare based on the idea of
critical reflection about the experiences of the
others dueto the need of improving our own
performance. The Americans are the others here.
Their achievement on the educational partnership
isextraordinarily extensive and interesting. This
confirmsthe author’ s study at the Center on
School, Family, and Community Partnerships,
Johns Hopkins University, Baltimore, in thefall
of the year 2000. Following this study the book
was completed and published in September 2001°.
In addition to the study report the volume consist
of many contemporary American conceptson
community, especially multicultural education
and school, family, and community partnerships,
that may become inspiring for Polish readers.

Inaframe of thistext | will present briefly
methodological pointsand findings, in which
most significant conclusions concerning
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prospective tendencies on increasing social
capital will bedistinguished’.

M ethodological points
The problem of the study may be presented as
following questions:

How are prospective teachers of American and
Polish schools oriented about their future
collaboration with parents?

Wheat are the constellations of their beliefs,
values, attitudes, and behaviors concerning this
part of socia reality? These constellations
could be perceived asamatrix of knowledge
and thinking about school, family, and
community partnerships.

Arethe maps of prospective teachers
orientations overlapping? Arethere more
similaritiesthan differences, which will be
perceived in independence to the academic
learning systems, presented in theinvolved
countries?

Which aspects of their orientationswill appear
useful to build partnershipsin the time of
transformation, post-totalitarian Polish reality?
How to use research findingsin aprocess of
preparation of teachersto active home, school,
and community partnerships?

From the aims and questions stated in the above,
thisiseducational, comparative study in thefield
of community education.

The American part of this research was
conducted in collaboration with Dr. Deanna
Evans-Schilling from California State University,

not linguistic, ‘under-language’ code of
communication. Thisappeared useful in across-
culture study. Visual metaphor that is based on
well-known cultural icons (logos of TV channels,
coversof popular magazines) asaway of
communication became more readable’, than
Englishin our global and foremost visual culture’.
Apart from the questionnaire, environmental
observation, analyses of the documents
(description of the courses, student’ sguides, etc.),
and teachers’ interviews the researcher endowed
with empirical data.

The students' metaphors and written statements
were analyzed in semiotic way, with careful
approach to meaningful text. Structure of the
analyses resembl es the elements of aposter that is
the result of problem solving through discussion,
which is called metaplan (big plan-poster)®. This
was athree-part structure;

1. How isit now? The present state of reality
concerning school, family, and community
collaboration. The analyzed component of the
orientation: KNOWLEDGE. The categories of
datathat were analyzed in this section: rights
and responsibilities of parents, teachers, and
community members about the education of
children; stereotypes of parental rolein
schooling; own experiences concerning school,
family, and community collaboration.

2. How should it be? Future (Ideal). The analyzed
component of the orientation: VALUES,
BELIEFS. The categories of datathat were
analyzed in this section: ideal state and arank

Fresno. Two 20-people groups of the students of
the last year at school from Fresno and Gdansk
(University of Gdansk) wereinvolvedin this
qualitative study, in which the questionnaire that
used the Likert’ s scale and visual metaphors (see:
appendix) appeared as most significant
implementation. The open questionsand
description’ srequests mostly make up this
guestionnaire as an instrument of discourse
analysisin semiotic way. Metaphorical part of the
guestionnaire played important role concerning

of school, family, and community
collaboration; spheresof school life, inwhich
theinfluence of parents should belimited
(forbidden spheres).

. Why itisnot exactly how it should be? Future

(Perspectives). The analyzed component of the
orientation: ESTIMATION, BEHAVIORAL
TENDENCIES. The categories of datathat
were analyzed in this section: estimation of the
own preparation for collaboration with parents
and community; readiness of partnership
collaboration.
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Table 1- A Map of Prospective Teachers Orientation

HOW ISIT ?
Present

Knowledge about redity

USA

PL

Professionalism

Professionalism

Political tendency — P Ally Autonomous teacher <4— Mission
Expert of partnerships Legidative frame of
activities
v
HOW SHOULD IT BE?
Future (Ideal)
Values, beliefs
USA PL
Unity Teacher
Happiness Child
Multiculturalism Relationships
Political tendency— Information Information <4— Mission
Prestige —P Professiondism Professionaism «— Pregtige
Knowledge Ally who operateson Autonomous teacher - University education
Partnership behalf of the others Legidlative frameof (ethos)
Expert of partnerships activities (parent = Law (status)
(parent = best nurturer) trouble) Partnership (order)
S/F/C collaboration S/F/C collaboration
= positive value = positive value
WHY IT ISNOT EXACTLY THAT IT SHOULD BE?
Future (Perspectives)
Estimation, behavioral tendencies
USA PL
Political tendency—» «— Mission
Consolidated — Good preparation Weak preparation <4— Doubtful
professionalism . Strong disposition for Strong disposition for professionalism
collaboration collaboration

- potentia claimto
expert knowledge

apparent partner
relationships

(subordination)

- potential claim to expert

- limited collaborationin a

knowledge

law frame
(subordination)
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Findings

Inthefinal section of the analysesthat followed
the structure above, the map was made of
prospectiveteachers orientations about
collaboration between school, family, and
community. Thismap might beread likeabig
poster or entire picture that present the
orientations of American and Polish students

How isit?

Entiretendenciesin a perception of reality
Most distinguishing tendency in the students’
perception of apart of reality that concerns
schooal, family, and community collaborationis
feeling of mission - in Poland, and political
tendency - inthe United States. It is adequately
represented in the metaphors. In the statements
that were written as a supplement of visual
metaphors by American students, political layer
usually ispresented, e.g., asan interpretation of
societal stratification:

Present: National Geographic - The community
and school isethnically diverse. Depending on
the parent involvement, it isalso diverse
[quest.7UY].

Or - asakind of generalized critical description
of reality:

Present: Life - This magazine has easy to read,
scratch the surface articles about current events.
Theissuesareimportant to some people, not all.
Itisaway people get information. America does
not liketo read, so there arelots of pictures. They
areusually human-interest storieswithout much
substance [quest.2UY.

It isworthwhile to noticethat political tendency
in American students' metaphors does not mean
aninclination to compete and win apower. As
Joanna Rutkowiak wrotethiskind of policy in
human mentality isarule of thinking about
education, adisposition to perceiving everyday
lifein aperspective of relationships between
institutions of state, law, and society’.

Polish students’ views present the mission, in
which - one could say: well-educated people
(teachers) have alot of work to do changing the
corrupted world, e.g.,

Present: Discovery - interesting programs,
beautiful pictures, the waysthat everythingis
presented and commented. FUTURE: National
Geographic - avariety of topicsthat are prepared
and realized by educated people [ quest.18PL].

Present: animal Planet - Lifeand animal
customs. Society =a herd. FUTURE: National
Geographic - beautiful pictures, colored,
everything isin itsown place. All should be
ordered [quest.14PL].

In amission approach of Polish studentsthe
modern ethos of teachers' work was recognized.
Itisfinein apostmodern era; itistill alive
athough our world has radically changed. Ethos
isunderstood here asadeep structure that is not
directly observableinindividual declarationsand
actionsaswell asin social habits and the state
legal system. Social structureisapparent dueto
people behaviors, ethos must be read from
people shearts”. Ethos of teachers’ mission that
is showed in the orientations of Polish students
resemblesthe structuresthat were created in a
former system (subordination asimmanent
feature of it). However, itsroots are connected
with the Enlightenment striving to the Truth,
power of Reason, etc.

Similarly, the strong tendency in generalized
orientation of students of both groupsis
emphasized by the professionalism of teachers.
To sum up, we may state that American
professionalism means being an ally of the milieu
where the students came from; Polish - keeping
autonomous position that isindependent from the
local community. What are the particular
understandings of teaching professioninthe
context of school, family, and community
relationships will be expressed in further
analyses.
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Stereotypesof parent’srole

Most spectacularly the frequency of perception parents as a trouble and asbest nurturer appearedina

study.
Parent as a trouble
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5
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Rightsand Responsibilities

Talking about the rights of parents, teachers, the
local community and their responsibilities
students clearly divide spheres of influencewith a
tendency to seeing parents as expertsin moral
education and teaching good behavior.

Parents have aright ‘to meddle with teacher’s
ways of moral education’ [PL] butitisnot
allowed for them ‘to comment theteacher’s
didactic methods' [PL]. Polish teacher in order to
keeping his or her autonomy teacheswith no
comments, no feedback of self-work.

o
-

In American group thisright was also strongly
emphasized but teacher’ srolewas precisely
described asan ally, who discuss student’ s school
performance with parents focusing on everyone's
privacy. Teacher teachescritical thinking and
strivesto extend theidea of lifelonglearningin
accordance to local standards. He or she expects
that local community will defense school interest.
Inthat context political tendency of American
studentsis presented again.

Some of Polish students grasped the relationship
among teachersand community in the sameway.
They perceived teacher’ sroleasan ally, just only
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in that relationship. However, the significant
separation of Polish teachers and parentswas
evident. Teachers devel oped modern narration
(ethos), inwhich laws were strongly expressed.
All partners have to respect children rightsand
parents foremost must be responsible about
school attendance of their children. Teachers
should estimate students' progresswith fair
approach, increasevirtues, and transfer
knowledge in accordanceto curricula, etc. Most
Polish students (85%) perceive ‘ parent, asa
trouble’ as something common. American group
did not rather seethisrolein reality (no
indications on theright side of ascale).

Nobody likestrouble and wantsto ceaseit. Some
trouble demands something to be done, a problem
should be solved by somebody. Polish group sees
parentslike aproblem for themselves. They feel
they have to do something with them, more likely
to master them. Polish students' position that was
recognized in the analyses was a position above
parents, in unequal relationship that cannot be
identified as partnership. Teacher, who feels
professional in the way that was presented earlier,
who sees not parent but areal problem will
probably use aprocedure of control,

mani pulation, and management that is called
‘practice of repartition’ in Michel Foucault
writings'. Thus adiscourse becomes uncovered.
In this parents are the objects of discursive
practice.

Parent, asthe best nurturer isadistinguished role
in American perception. In Polish group it was
also noticed but not such precisely asacommon
way of perceiving therole of parentsat school. In
every analysis American students presented a
tendency of putting parents’ activitiesinto frame
of moral education and teaching behavioral skills.
They used peculiar rhetoric, in which partnership
became alabel of dominant role of teacher ina
relationship with parent. Their easy-going
approach to term ‘ partnership’ and practice that
characterizes school, family, and community
partnerships shows very comfortable position of
teachers, who know how to do partnerships. And

on one hand they expressed parentsright to be
responsiblefor their children, children at school,
aswell, and on the other hand they made parents
influence schooling extremely narrow keeping
them far from teaching (al so management of
school, family, and community partnerships) that
might be recognized as a sphere of the only
teachers influence. It hasto be treated as a denial
of acore, essential importance of partnership
although that term was often quoted in students
statements. American students' approach to
parents seeing as best nurturer adefinition of
teachers appeared asthe best in teaching (and in
management of school, family, and community
partnerships) - the experts. In that rhetoric, in
which parents are marginalized, also discursive
practice was identified.

How should it be?

Values as components of students’ orientations
were analyzed through description of ideal state
of school, family, and community partnerships.
Thiswas spectacularly shown in metaphorical
statements but also in an opposition to theideal,
e.g., by indication of the spheres of school life, in
which parents’ influence should be forbidden
(situationswhen idedl is collapsed due to parental
involvement).

Majority of American studentsdid not see those
spheres (60% US). Most Polish students saw
them (only 45% stated that those spheresdo not
exist) and described them emphasizing protection
of teacher’ s autonomy. Teaching methods,
didactic programs, issue of students' estimation,
etc. wereindicated most often.

Professional discourseisincreased in thisvalue
andin students’ beliefsthat lead to conclusion of
high appreciation for the teacher’ s competence
legitimized by an academic diploma.

Present: Scientific American - too difficult for
laymen; teachers know schooling but parents do
not do so then, they do not interfere with this.
FUTURE: National Geographic - | think
collaboration hasto beincreased in the future.
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Thereisalot of workto doin order to have good
achievements[quest.4PL].

One could ask: who has alot of work to do? Of
course ateacher isthat person, who feelsa
mission of correction of the bad world. Other
exampleclearly indicates that tendency:

Present: Cartoon Network - interesting, human-
oriented cartoons. Collaboration beginsbutitis
still inthe diapers...[ quest.9PL]

like a child, who needs upbringing, permanent
control, and protection by adults (people with a
higher position).

American students estimated current state of
collaboration also negatively and saw aneed of
getting rid of the confusion. In their thinking
suggestion was uncovered to do that by striving to
ahappy, multicultural unity of school, family, and
community in contemporary society of
information technologies.

Present: Outside Magazine - says‘Wild one'.

Girl on a bike, somewhat out of control. | feel that
school-home-community collaborationisina
state of disarray right now, nobody is 100% sure
about their part. FUTURE: National Geographic
- peaceful night sky with fireworks. There will be
a celebration due to the peaceful_unity [M.M.’s
underline] of home-school-community
[quest.20USg.

Future: Reader’s Digest - Thewoman on the
front cover was smiling so | assumed she was
happy. | think everyone will be happy [M.M.'s
underling] in the home, school, and community
collaboration [quest.12Ug .

Present: CNN - News reporting. Teacherscreate
newdletters.

Future: BBC - More multicultural [M.M.’s
underling] [quest.1UY.

Present: Cartoon Network - the Cartoon Network
iswhat appealsto the children - providinga
variety of unrealistic and colorful programs.

Children grow up with the TV and prefer
watching cartoons to being engaged in active
learning. FUTURE: Discovery - The Discovery
Channel exploresnewideasand informsthe
public about why thingswork and provideswide
range of knowledge. Children and parentswill be
open to new ideas and be open to receive a great
deal of information [M.M.’s underling] [ quest.
6Ug.

In the Polish group an important role of
information intheideal state of school, family,
and community collaboration was also noticed
but the students were concentrated on teacher
qualification, character of relationships, and child
well-being.

Present: MTV - plenty of information. Today
worldis‘jagged, it ischaracterized by plurality
of information [M.M.’sunderling] (...), lack of
adaptation ability, and finding one’ s own place.
FUTURE: Life, BBC (Prime) - it concernsthe
thingsthat arefamiliar and directed to a child
[M.M.’sunderline] and child’s needs (!)
[quest.17PL].

Central place of character of relationship and
emphasis of the positions of partnersin Polish
students’ orientation are adequately expressedin
agroup of metaphors that were built on an
‘Animal Planet’ slogo. The analyses of them
resembl e socio-biological studies, inwhich
human cultureis considered on abasis of
anaogiesto animal world. Thisaso adequately
represents the mission and professional discourse
that was mentioned above.

Present: Animal Planet - (...) everyonefightsin
order to survive and wantsto win a position
[M.M."sunderling] of dominant malein a herd.
Future: Canal+ - (...) everyone canfind
something for himself. Everyone should find his
own place. First of all there hasto be a will for
collaboration. Everyone should be glad.
[quest.13PL].
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The rank of school, family, and community
collaboration in ascale was estimated asavery
high. There was no significant difference among
groupsinvolved in astudy. Therefore we may say
that collaboration isavaluein the orientations of
both American and Polish students.

Why it isnot exactly what it should be?
Thereisan interesting situation, in which - onone
hand both groupsinvolved in astudy presented
high disposition for future collaboration with
parents and communities (on ascale: 90%
frequency of answers‘very much’). And on the
other hand, the self-estimation of students
preparation for school, family, and community
collaboration looks much more optimistic in the
American group (on ascale: 90% frequency of
answers ‘very much’) than in the Polish (answers
harmonically extended from point 2t0 9).

Thinking about the Polish group it is hard to say
that such asituation is comfortable. Their feeling
of professionalismin school, family, and
community partnershipsislikely less obvious and
more doubtful. No university courses concerned
directly theissue of partnerships, only some of
them included it in their contents. However, it
always depended on academic teacher’ sdecision.
Although Polish students are hesitant about their
academic preparation they do not feel worse.
Their position that isindicated by university
diplomaand Polish law endowsthem with a
feeling of power and high proficiency instead of
good preparation. This might be akind of
compensation dueto alack of adequate
preparation. Furthermore, this could partially
explain areason why teachersin Poland prefer
limited parents’ involvement and escapeto the
lawsif their relationshipswith parents are not
fully satisfactory'”. The students who participated
in this study might do so.

American disposition on theareaof school,
family, and community collaboration seemsto be
complicated though they are highly optimisticin
their estimation of self-preparation and ready to
begin collaboration very soon. Their approach to

parentsthat expectsthem to be only the best
nurturers, and rel axed attitude towards school,
family, and community partnerships (e.g., use of
professional termsconcerning this
interdisciplinary issue, acronyms: S/F/C,
drawingsthat illustrated partner’ s relationships,
etc.) predict aclaim to expert knowledge and
increasing of adiscourse. In other words,
discursive practice by American students may be
based on perception of parents’ role (best
nurturer) and their beliefs concerning the expert-
knowledge about child’ s education or schoal,
family, and community partnershipsthat were
created through the university studies. They were
critically oriented and consisted of several topics
that weredirectly concerned with the
partnerships’ issue.

Therefore reflection is moving to the importance
of academic studiesdueto their roleina
professional discourse that was uncovered in my
analyses.

The analyzed orientations match the model s of
pre-service training by Joanna Rutkowiak™.
Scientific model seemsto be adequatewith a
character of Polish training that wasdiscoveredin
astudy. On abasis of the Enlightenment narration
this assumes significant meaning of transmission
and accommodation of knowledge. Teacher’s
responsibility about what he or sheisdoing at
school keepsthe outer character because
scientific truth (academically legitimized) ismore
important than own experiences or everyday-
observations. The hints of sciencejustify

teacher’ sway of work. From that, the * academic’
professionalism strongly emphasized by Polish
students (role of teacher ethos and diploma that
legitimizes power of science) and continuing
defense of teacher’ sautonomy with extended
laws' argumentation (when academic status quo
becomes not strong enough in acollision with
reality) find the explanation. This predictsthe
extension of discursive practice, inwhich the
university asaspeaker and beneficent of
discourse makes a reproduction of privilegesand
marginalizations.
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Model of ‘Practice of thinking' seemstobe
appropriate for the orientations of American
students. Thisincludes a presumption about the
unity of thinking and action, in which the effort of
understanding the world around plays most
important role. Teacher organizes educational
work onw basis of own reflection created in a
process of understanding. Teacher’ sresponsibility
isanatural consequence of such aprocedure.
That model isrooted in acritical philosophy,
which plenty of aspectswemay findin
contemporary tendenciesin American higher
education™. ‘ Practice of thinking’ islikely a
practice of the studentsinvolved in astudy.
Foremost it is confirmed in their political
approach to theissues concerning school, family,
and community partnerships. Thisis spectacularly
seen also in thefeatures of an aly that were
represented in students’ orientations. However,
besides that model American students are obvious
about their preparation for prospective work on a

field of school, family, and community
partnerships, and thusthey fed responsible,
independent, and powerful (expertson
partnerships). Critically oriented pre-service
training trained the experts, who keep narrow
view and loose the ability for entire perception of
reality. Finally, both the university and the
students become the speakers and beneficent of a
discourse that reminds ahegemony, in which
striving to make unequal relationships commonis
widely noticed.

The orientations of American and Polish students
that were described through the above analyses
provoke the conclusions about a need of changes
inpre-servicetrainingin order to limit or
eliminate the procedures of professional
discourse.

Following maps grasp that discoursein general
and indicate some challenges addressed to
particular actorson that scene (Map 1, 2).

Map no. 1 - Map of a context - professional discourse in the orientations of American and Polish

students.

PROFESSIONAL DISCOURSE

Rhetoric of professionalism / competence

Exclusive claim to the knowledge
in arange of school, family, and community collaboration

Practice of limited parents and community’s involvement

DISCOURSE OF PARTNERSHIPS (USA)
Rhetoric of partnerships

Exclusive claim to the expert-knowledge
(specialization on a domain of school, family,
and community partnerships)

Practice of limited parents’ and community’s involvement (parent = best nurturer)

PROFESSIONAL DISCOURSE - TEACHER ETHOS (PL)

Rhetoric of professionalism
(teacher ethos, prestige of law)

Exclusive claim to the expert knowledge

(a competence legitimized by the academic education and |egislative status of teacher)

Practice of limited parents’ and community’s involvement (parent = a trouble)
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Map no.2 - Map of a discursive formations followed from the analysis of the orientations of American

and Polish students

Agent Discourse Position Pre-disposition Disposition / Advice
transposition
University | Partnerships - Freedom, equality, | Challenge of Changing social Independence of
reform, democracy current social reality defining and
social capital reality redefining the
social world.
Holistic
education, focus
on human being
Student Partnerships - Professionalism Feeling of comfort | Claim to expert- Understanding
u happy unity of onarange of (high sdif- knowledge on a
schoal, famny, school, famll_y, estimation) basso_f su_ccesful (emphatic
and community | and community educationina approach to
S partnerships range of schoal, humean being)
(expert of family, and
A partnerships) community
partnerships
Parents/ Representation Object Marginalization Resistance Voice
Community (passivity, (out-going from
struggle) role of best
nurturer, access
to every sphere
of school life)
University | Partnerships - Ethos, Mission Changing social Critica thinking
reform, Mission, reality (anticipation and
democratization of | Generosity social activism;
socid life education
based on
emancipation
and innovations)
Student Autonomy Professionalismof | Feeling of Claimto expert- | Understanding
P of teacher teacher doulbtful knowledge on a
professionalism ?gﬁgf gtvf\)gf kOf (knowledge of
L and legislative | ook family,
A and community
status (legitimized partnerships,
by diplomaand s
laws) competence,
emphatic)
Parents/ Representation Object Marginalization Resistance Voice
Community (passivity, (out-going from
struggle) role of atrouble,
accessto every
sphere of school
life)

* SQructure of a map is inspired by: Skudlarek, T. (1997): Democracy in Poland and the Throes of School Reform:
Between Modern Dreams and Post-modern Politics, [In:] Democratic Discipline, Democratic Lives: Educating Citizens
for a Changing World, Conference Materials, May 12-14, 1997. Loughborough, UK, p.72
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Most significant observationisthat in both
groups subordinate position of parentsand
communities appeared. Prospective teachers
dispositionsto work with them and built
partnerships are rooted in their approach to
partnersfrom dominant place. It potentially will
lead parents and community membersto
resistance and strategies of defensein the
relationships with school and teachers.

Next map presents those positions and
meaningful advice for theall agents of
professional discoursethat was uncovered
through the anal yses of the orientations of
prospective teachers.

Final conclusion

These maps are overlapping in several items but
mostly they areindicating different basis of
discourse that takes place in both countries. This
isthe professional discourse with twofold
explanation.

Inthe U.S. the proficiency that isgrounded in
students’ thinking may lead to the realm of power
inthe area of school, family, and community
partnerships, especially through the role of
teacher as an expert.

Polish professionalism of prospectiveteachers
originates from the ethos of teachers' servicefor
the society. Thisfocuseson the feeling of mission

Notes

of making improving theworld by revision and
permanent correction into expected forms. The
lack of the expert-knowledge on school, family,
and community partnerships (there are no courses
onthistopic) iscompensated for by theemphasis
onlegisativeissuesand position of teacher that is
guaranteed by law.

It appeared that both groupsinvolvedin the study
are potential agents of thediscursive practicein
thefield of school, family, and community
partnerships.

Dueto this conclusion the models of higher
education in the United States and in Poland were
identified and compared. Polish Enlightenment
‘scientific model of teachers' education’, and
morecritical American model that isrooted in
‘practice of thinking', they both need the change
and should be redesigned into the model's of
obtaining theinterpretative abilities of
prospective teachers (e.g. teacherswho believein
‘learner-person first’ as American researchers
advocate for™®).

They should continually learn, defineand
redefine the world locating themselvesin
between, not in the position above students,
parents, and community partners. Thisisthe only
way that real school, family, and community
partnerships are built in order to student’ s success
and increasing social capital.

1 See: Putnam, D. (1995): Bowling Alone. Journal of Democracy, no.1; Coleman, J.S. (1988): Social capital in the
creation of human capital. Journal of Sociology, American Edition, no. 94.

2 Epstein, J.L., Sanders, M.G. (2000): Connecting Home, School, and Community: New Directions for Social
Research [in] Handbook of the Sociology of Education. Edited by Maureen T. Hallinan, Kluwer Academic /
Plenum Publishers, New Y ork - Boston - Dordrecht - London - Moscow, pp. 287-288.

3 See: Mendel, M. (1998): Rodzice i szkola: Jak uczestniczyc w edukacji dzieci? [ Parents and the School: How to
Participate in the Education of Children?], Wydawnictwo Adam Marszalek, Torun.

4 Ziolkowski, M. (1990): Orientacje indywidualne a system spoleczny [Individual orientations and social system]
(In:) Orientacje spoleczne jako element mentalnosci [ Social orientation as an element of mentality],
J.Reykowski, M.Ziolkowski (Eds.), Wydawnictwo NAKOM, Poznan.

5 Mendel, M. (2001): Edukacja spoleczna. Partnerstwo rodziny, szkoly i gminy w per spektywie amerykanskiej
[Community Education: Family, School, and Community Partnerships in an American Perspective],

Wydawnictwo Adam Marszalek, Torun.

6 Research on this project has been sponsored by Polish Committee of Academic Research, grant No. KBN

0396/H01/2000/18.
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filozofii i pedagogiki dystansu [Media and Education: A Draft on Philosophy and Pedagogy of Distance].
Wydawnictwo Impuls, Krakow.
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every way that isindividually prefered. In afinal part of discussion the poster - written version of adiscussion
(from its begining to the ending conclusions) is completed. This method is recently common in a human
resources management.

9 Odmiany myslenia o edukacji [Versions of Thinking about the Education] (1995) J.Rutkowiak [Ed.],
Wydawnictwo Impuls, Krakow, pp. 39-40.

10 Kurczewski, J. (1998): Rozwazania nad struktura spolecznej emancypacji [Reflections on the structure of social
emancipation], Sudia Socjologiczne [ Sociological Sudies], no. 2 (149), p.84.

11 Foucault, M. (1977): Discipline and Punish: The Birth of the Prison. Penguin Press, London.
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reprezentacje [ Parents and Teachers: Mutual Relationships and Representations], Wydawnictwo Ksiazka i
Wiedza, Warszawa - Poznan; Mendel, M. (1998): Parents and the Schools...op. cit. (2000): Partnerstwo rodziny,
szkoly i gminy [ Family,School, and Community Partnerships], Wydawnictwo Adam Marszalek, Torun.

13 Learning from the Outsider: European Perspectives of the Educational Collaboration (1997) J.Rutkowiak (Ed.),
Wydawnictwo Impuls, Krakow, pp. 25-28.

14 The analysis of several academic handbooks in a comparison to the analysis of the contents of university courses
confirm the statement in the above. See, e.g.: Bennett deMarrais, K., LeCompte, M.D. (1999): The Way Schools
Work. A Sociological Analysis of Education. Third Edition. Longman, New Y ork-Reading, Massachusetts-
Menlo Park, California-Harlow, England-Don Mills, Ontario-Sydney-Mexico City-Madrid-Amsterdam; Wink, J.
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15 Stuart, C., Thurlow, D. (2000): Making It Their Own: Preservice Teachers' Experiences, Beliefs, and Classroom
Practices, Journal of Teacher Education, vol. 51, no. 2.
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Parentsasa problem?

Abstract

A survey of views on unacceptabl e behaviour by
2575 teachersincluded threats from parentsand
other third parties; these constituted arelatively
infrequent but serious problem to teachers.
Written4n commentsindicated that some parents
contributed to arange of routinedisruptive
behaviours by supporting their children against
the school when confrontation arose. Structural
modelling indicated that the more serious
problems, including conflict with parents, were
due moreto social background factorsimpacting
onthe school than effective within-support to
teachers. Within-school support was more
important in ameliorating routine disruption, but
many respondents felt that demands for external
accountability took up senior management time
and attention, and inhibited management from
giving effective support. While government
initiatives are now supporting schools against

difficult parents, reducing the current
confrontational ethosin accountability islikely to
be more difficult.

Introduction

Current concern about theincidence of high-level
disruption in schoals, which has even led teachers
experienced in South African townshipsto advise
their colleaguesto avoid working in Britain
(Braid & MacGregor 2001) led to the
commissioning by the National Union of
Teachersto asurvey of thelevel of unacceptable
behaviour experienced by members of the Union
in arepresentative range of local authorities. The
survey covered lower-level disruptiontolessons
aswell ashigh-level disruption verging on the
criminal such as drug use and dealing, threats of
violence and the possession of offensive weapons.
One aspect of the survey was theincidence of
threatsby third partiesincluding parentsto pupils
and staff, the extreme manifestation of arange of
reported incidents where parents supported their
children agai nst the mandate of their school. This
reflectsthe general emphasisby politiciansonthe
rights of consumerswhile increasing the demands
on producers, in this case parents and teachers
(Labour Party 2001). While there are many
examples of productive cooperation between
teachersand parents, for example parent
governors contributing their expertiseto their
schoal (e.g. Troman & Woods 2001) the political
emphasis on consumerism in education tends, as
Torman & Woods point out, to set consumers
(parents, on behalf of their children) against
producers (teachers). Whilethisis unlikely tobea
decisiveinfluence onthe majority of parents, it
could tend to encourage those who are truculent
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of disaffected from education. During the course
of the survey the Government started consultation
on enforcing the duties of parentsin respect of
high4evel disruptive children (DfEE 20013,
Morris 2001); the problem of lower-level but

more frequent disruption to lessons currently
remains unaddressed. Problemswith parentswere
among arange of types of ‘ unacceptable
behaviour’ included in asurvey of teachersin
England and Wales, analysed for the National
Union of Teachers by the University of Warwick.
In this paper welook specifically at this area of
concern.

Thesample

Questionnaires were sent out to 17188 teachers
resident in 13 local education authorities (LEAS)
selected to give ageographical and socia spread.
The areasincluded large towns with amix of
affluent and deprived areas (Bournemouth); cities
withindustrial and deprivedinner-city areas
(Bristol, Cardiff, Ilington [Inner London], Leeds,
L eicester, Middleshorough Tameside), counties
including amix of rural areasand large
towns/cities (East Sussex, Nottinghamshire); and
predominantly rural counties, though with aras of
deprivationin somerural and town areas
(Norfolk, Northumberland, and Pembrokeshire).
A total of 2575 (15.0%) questionnaireswere
returned intimeto beused inthe analysis. A few
teachers, who worked in adjacent authoritiesto
those where they lived, or in private schoals,
reported on these.

Asin other similar surveys, two thirds of
respondents were 40 or over; more than two
thirds werefemale. Most were highly
experienced; over half had 16 years experience or
more. Four-fifths were full-time; of the remainder
two-thirdswere part-timeand one-third supply.
The great majority (nearly 90%) worked in
primary and secondary schools, with slightly
more in secondary schools; around 4% worked in
under-5s and special schools respectively, and
about 1% in pupil referral unitsand asLEA
centrally employed teachers respectively. This
distribution of respondentsreflectsthe

composition of theteaching forcein general, and
shows strong similaritiesto asurvey of NUT
members on performance management, carried
out amonth beforewith asimilarly sized sample
inasimilar geographical spread of authorities
(Neill 2001a). The current sample containsa
dlightly higher proportion of respondents who
would belikely to report misbehaviour than the
performance management sample; itistherefore
likely that non-respondentswould have been
working in schools with fewer problems than
respondents. However a proportion of
respondents reported, in their completion of the
closed-response questions, in written-in
comments, or both, that they had encountered no
problemsin their schools. The strong similarity in
the distribution of respondent types acrossthe two
surveys, which wereinvestigating very different
topics, confirmsthe representativeness of the
samplefor this survey, and incidentally of the
sample for the performance management survey.
Respondentswere asked to indicatetheir main
responsibility; where several wereindicated the
most senior was chosen. Over half the sample
were classroom teachers, with about atenth being
middle management and curriculum co-
ordinators; other groups constituted 2-4%. The
‘unidentified other’ group (about 8%) included
supply teachersand key stage co-ordinatorsin
primary schools. Distribution between local
authorities generally reflected authority size. Half
the respondents worked in school s with 20% of
pupilsor below on the special educational needs
(SEN) register, three-quarters 30% or below and
lessthan 10% of schools (including the special
schools) above 50%. Similar but higher
proportions were eligible for free school meals
(the commonly used measure of poverty inthe
United Kingdom, but an unreliable one as take-up
of free school mealsis voluntary) - half with 25%
or below eligible, three-quarters 45% or below,
and 10% with above 60% dligible.

Methods
The questionnaire contained three sections of
closed questions and seven boxes for written-in
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open-ended comments. The closed questions,
which weredrawn up in consultation between the
National Union of Teachersand the University of
Warwick, covered biographical detailson
individual respondents; four questionson their
schools; two series of questions, on behaviour
problems witnessed by respondents, and problems
personally experienced by respondents, and
questionsontraining, support, and the role of
non-teaching staff and LEAs. Finally respondents
were asked if behaviour had worsened since they
started teaching. It was stressed that respondents
should compl ete the questionnaire anonymously
and that writtenin commentswerevoluntary.
Questionnaireswere distributed to NUT members
in the selected local authorities and there was no
reminder |etter. ‘ Split-half’ reliability assessments
were performed by entering the datainto the
analysisin three sections as questionnaires were
achieved, and comparing the responses of the
sections. There were no educationaly significant
differences between the datafor the three
sections, indicating both the overall reliability of
the data, and that early returns, which might have
been expected to be from more aggrieved teachers
or union activists, did not differ from those of
|ater respondents, whose attitude might have been
expected to be more relaxed.

Most of the analysiswas conducting using the
package SPSS for Windows version 8 (SPSSInc.,
1997); structural modeling used the package EQS
(Bentler 1995, Byrne 1994). Questionswere
recoded to give a pattern by which high frequency
of unacceptable behaviour was coded high, and a
high incidence of mitigating factorswas also
coded high, so that there would be negative
correlations between the presence of highlevels
of unacceptable behaviour and the presence of,
for example, in-school support.

Asthefirst stagein the modeling process, the
responses to the proposal s were grouped using
factor analysis with Kaiser’ s varimax rotation.
New variables corresponding to thefactors
revealed were constructed by calculating the
mean of the variables|oading on each factor.

V ariableswhich|oaded onto more than onefactor
were included only on the factor for which they
loaded highest. These variableswerethen
correlated with each other and with the
biographical variables asaguide to an appropriate
model structure. The datafor the factorsand
biographical variableswas then transferred to
EQS and the model was built up to reflect the
likely causal links. See model page 147.

Threatsfrom parentsand pupils

Respondents were asked how often they came
across problems on afourpoint scale - every
year, term, month or week? The questions were
framed in this very specific form to limit
subjectivity in the responses. Responses were
recoded 1-5, with 5 representing weekly
incidence, and 1 representing no report of a
problem. (As respondents were not specificaly
asked if aproblem was not encountered, ‘ no
report’ cannot, strictly, be taken asindicating that
aproblem did not occur, though some
respondentswroteinto specify that problems
which were not ticked did not occur in their
school). We may group unacceptabl e behaviours
into two broad groups; behaviourswith amode of
5 (equivalent to weekly), and behaviourswith a
mode of 1 (equivalent to occurring infrequently,
and not at all in some schools). Within these two
broad groups the means allow usto make finer
discriminations.

Problems with parentsfell into the ‘infrequent’
group, experienced on average between once and
several timesayear, comprised threatsto pupils
of third-party violence, aswell asbullying,
damageto property, abuse/ insult to the teacher
personally, and other actual or threatened
incidents. The most serious subgroup of problems
- including threats of violence by parents aswell
asbeing pushed or touched by pupils, threats of
violenceto teachers by pupils, offensive weapons,
possession of drugs and, especidly, trafficin
drugs - were infrequent, and the majority of
respondents had not experienced them.
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These | ess frequent misbehaviours may be
compared with the ‘weekly’ group, the first
subgroup includesfive types of misbehaviour in
lessons (interruptions, answering back, disruption,
offensive language, and refusal to work) which
neverthel ess made the day-to-day business of
teaching virtually impossible for some
respondents. The second subgroup (conduct
violations, dress code violations, threats of pupil-
pupil violence, and defiance) represent rather
more serious threats to the rule structure of
schools, which are encountered weekly by
between ahalf and athird of all respondents.
Thereisthereforearoughly inverserelation
between the seriousness of behaviour problems
and their frequency.

Responsesabout individual unacceptable
behaviours

Threatsfrom third parties (from written-in
comments, usually parents, less often former
pupils) were much less frequent than threats of
pupil-pupil violence, being experienced by rather
more than half the respondents (52.7%), but, like
threatened pupil-pupil violence, whereit did
occur it appeared relatively frequently, with
approaching athird of respondents experiencing
these threats weekly (16.1%) or monthly (14.5%);
it was less frequent for these threatsto bean
occasional (termly or annual) occurrence. Threats
to pupilsof physical violencedirectly by pupils
[Pupil-pupil violence] were by far the most
frequent of the serious problems witnessed by
respondents, with five-sixths (83.2%) of
respondents reporting it and approaching half
(43.4%) experiencing it on aweekly basis, with a
further fifth (19.3%) experiencing it monthly. A
climate of threatened pupil-pupil violenceis
therefore part of the routine working environment
for the mgjority of teachers. Though threats from
third partiesto pupilsoccur less frequently than
direct threats by other pupils, thisisbalanced by
their greater seriousnessin creating agenera
climate of violence.

Turning to discipline problems personally
experienced by respondents, threats of physical

violenceindirectly by third partiese.g. parents
[threats by parents] are even more seriousthan
those from pupils, and nearly atenth (7.9%) of
respondents reported experiencing them more
than annually - that istermly, or for some,
monthly or weekly. However three-quarters of
respondents (75.8%) did not report encountering
threats of physical violence - though verbal abuse
or insult, not covered by thisquestion, are also
potentially unsettling. of physical violence
Threatsdirectly by pupilswere not experienced
by nearly two-thirds of respondents (65.5%); they
were aweekly (4.6%) or monthly (4.9%)
occurrence for atwentieth of respondents
respectively. However aquarter of respondents
(25.09% total) encountered threats infrequently
(termly or annually); and asituation where violent
threats are aregular experience for atenth of
teachers should give rise to concern.

A concern, here and el sewhere was the presence
of children who could not cope with ordinary
classroom life, sometimes dueto inclusion
policies. Even small numbers of such children
could have adisproportionate effect and in some
casesteachersfelt parents contributed to the
difficulties they experienced with these pupils;

- All the aboveincidents are from one pupil only
whoisatotally disruptiveinfluence both
emotionally and academically to the other
childrenin my class. On one occasion both the
parent and child were emotionally disruptivein
the class and the Head told meto go into the
library with my class. Thischild seems
inappropriately placed in amainstream school.
(Primary, female, 40-9)

- Wehaveatightly structured discipline policy
but barriers are constantly pushed by 25% of
pupils and 5-10% of parents/ carers. (Primary
headteacher, male, 50-9)

A third of respondents (33.9%) felt they had alot
of support from management in dealing with
problem behaviour asawhole; over half (59.9%)
felt they received some. Many respondents
thought that heads and other senior management
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were distracted from giving proper support by too

much orientation to the demands of children or

parents, or by administration and bureaucracy;

- Willing to supervise children removed from
classroom & to contact parents. Unwilling to
exclude. Children returned to classroom after
violent incidents. (Primary, female, 29-39)

- Theoretically our head isan experienced
practitioner in EBD - redlistically thehead isan
expertin the paper war. (Centrally employed
teacher, male, 50-9)

If you wereavictimof an assault did you feel the

support the school gave you was excellent /

reasonable/ poor / non-existent? [ Support after
assault]

Over aquarter of respondents (27.4%) answered

this question; written-in commentsindicated that

some respondents who had not suffered assaults
felt lucky not to have, or that whilethey
personally had not, colleaguesin their school had.

A fifth (20.3%) of the respondentswho did

answer felt they had received excellent support,

with over athird (38.3%) feeling it was
reasonable. However nearly athird (29.4%) felt
support had been poor and asixth (12.1%) that it
had been non-existent. Comments about
colleagues’ experience suggested similar
proportions, but could not be quantified exactly.

In many cases respondents thought there had been

little effective support or sympathy, again often

because of maintaining enrolment or asaresult of
outside pressure, though there were reports of
excellent support:

- Thereappearsto beareluctanceto takeup
cases, particularly for supply, out of fear of
backlash from parents or having to substantiate
the case to parents who are invariably hostile.
(Primary supply, male, 50-9)

- Themanagement are frightened to desth of
having to discipline any pupil severely (i.e.
expel or suspend or involve parentsvery
much). The consequence is constant
inappropriate behaviour, even here. | decided to
leave this school as of July 2001. (Independent
secondary school, male, 40-9)

- | have had verbal abuse from parentsbut,
thankfully, personally, not physical - 3
colleagues have. (Primary, female, 50-9)

- We havetelephone connectionsin all
classrooms for immediate response. Every class
hasaL SA for /2 day minimum. All incidents
arefollowed up and pupilsexcluded - parents
involved - apologise. (Primary, male, 40-9)

- Pupil threw ahard sweet at the back of my
head. Investigated - suspended. Pupil brought
inwith mother. Met meto apologise.
(Secondary, female, 29-39)

Very few respondents (2.1%) felt that local
education authorities (LEAS) had been very
supportive hel ping the school address pupil
behaviour; an eighth (13.1%) felt they had been
fairly supportive. A third of respondentswere
undecided, and over half (50.3%) felt that they
had been not very or not at all supportive. The
written-in commentsindicated that LEA support
had been slow or inadequate, and that the
authority tended to support disruptive children
rather than staff or cooperative children;

- We had many exclusions 2 years ago. None at
present. The ‘Haven' isused by very disruptive
pupils, supervised by non-teaching staff with
no special training as such. They are at times
with the children on their own. Thisl find
unacceptable. Two adultsareon sick leave.
Parents object that ‘good’ children do not use
the special facilitiesinthe ‘Haven'. | agree.
(Primary, female, 50-9, East Sussex.)

- Outside agencies do not know what to suggest
with children who are too young to reason with,
draw up agreementswith etc. Wearetrying to
compensate for poor parenting skills. (Under-
5s, female, 40-9)

- Help needed with parents/ pupilswho are
persistently misbehaving. Schools need to feel
empowered. Parents need to be identified by
school and then lea help given. (Primary,
female, 40-9, threats of violence from parents
marked as‘ major problem area)
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Approaching two-thirds of respondents (59.5%)
felt that behaviour had become very much worse
since they started teaching; together with those
who felt there had been afairly marked
deterioration, this meant that over four-fifths of
respondents (80.3%) felt therehad beena
deterioration. A tenth (9.5%), often young
teacherswho felt unableto comment owing to
their limited experience, were undecided; a
similar proportion felt that there had been little or
no deterioration (10.2%total). Many found
parental attitudes amajor part of the problem,
raising issues both with the sanctions available to
teachers and teachers' own security;

- Please help - wedo have avery good
behavioural policy but how do we copewith
abusive and violent parents- 2*1* Thereare
too many entrancesto our school, adults,
youths & parentscome & go asthey please!
We need direction fromtheL.E.A. (Primary
middle management, male, 40-9)

- Fightsparent/ parent - termly. (Primary,
female, 50-9)

- Moreevidence of parents on drugs/ alcohol
abuse. (Primary, female, 29-39)

- Many parentsbelieve and sidewith their
children against the school and have very weak
systems of disciplinethemselves. The children
know we are powerless and take advantage.
(Primary, female, 50-9)

- The main difficulties occur when parent(s) are
challenging the school and look at us asthe
enemy. (Primary, female, 50-9)

- It feelsthat pupilsthink the rules do not apply
to them personally. Their parentsare largely
responsible for breaking the dress code, and
feel that it’ stheir right to do so. (Primary,
female, 29-39)

- Aot of poor pupil behaviour in our school is
condoned by parentsand also isadirect result
of instructions parentsgivetheir children e.g. if
they get into troublein class they must walk out
of the lesson and phone home! (Secondary,
female, 40-9)

- Experienced mumbled threats of suing from
parentsand | had one unfounded accusation of

shaking achild violently. Thiswas not pursued.
(Primary, female, 40-9)

- | fed children now have such disgusting
behaviour asthey arethe product of bad parents
of bad parents. Thereis no respect, the children
do not want to accept any rules or boundaries
asthey have not been brought up that way
because their parentsweren't either. They
resent authority even in Nursery andtheir
parents are even more resentful. They are
probably more badly behaved than the children.
(Primary, female, 29-39)

- |l amvery concerned about the vulnerability of
staff regarding alegations by pupils & parents.
| feel the whole system works on the principle
of guilty until proved innocent and alegacy of
suspicion. (Primary, female, 40-9)

- Not pupils - but parental expectationsi.e. not
taking any responsibility, just accusations - no
trust - too much compensation culture. Some
parentsneed attention more than kids: we are a
handy scapegoat for them to ‘ shout’ at.
(Primary, female, 29-39)

- Parents are more argumentative and
unsupportive, and more and more | am hearing
children telling me and other staff how their
parentsfeel school / teachers/ educationiscrap
- so why should the kids do what we want?
(Primary, female, 29-39)

Some respondentsfelt that the problemswere
exacerbated by the emphasis on ‘ consumers
rights' by politicians, OFSTED and the media
over thelast decade;

- The attitude of parentsisusually to say they
can’t cope and pass the problem on to teachers
and the school. It'sa problem for society asa
whole, not just schools. (Primary, male, 60+)

- Parentsare encouraged to point the finger of
blame at schoolsif their children do not behave
well or do well at school. The status of teaching
islow because the Government and the Media
are always saying we are underachieving.
(Primary, male, 50-9)

- AsHT of aninner city primary school | feel
that pupil behaviour, parental refusal to accept
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responsibility, LEA avoidance of school
difficultiesand agovernment policy of blame
the schools/ teacher isleading to asituation
whereteaching and learning in ‘tough’ schools
will be almost impossiblein the near future.
(Primary, male, 50-9)

- Much of the behaviour arisesfrom the low
status conferred on the teaching profession by
low pay and damaging remarks from OFSTED,
Woodhead, etc. Putnam’ s prizes do nothing to
restore public confidencein the professionalism
of teachers. If the profession was respected,
young peoplewould aspiretojoinit.
(Secondary, male, 40-9)

- Pupil behaviour reflects ameaner, nastier, more
selfish societyEither go for the free market and
don’t expect schoolsto haveto cater for parents
who choose not to raisetheir children properly
or start reminding parentsthey too have
responsibilities. [I'veworked inthe Sudan so |
am NOT blaming poverty!] (Secondary male,
409)

Some schools (and someindividual teachers) had
been able to sidestep the problem by removing
themselvesfrom contact with difficult children,
but there al so remained anumber of teachers
(especially those working in specialist unitsfor
difficult children) who felt that not enough
allowance was made by adults for troubled
children;

- Ultimately, asaVoal. Aided R.C. school,
parents are advised to find another school - we
then have aplace avail able which sometimes
goesstraight toa‘nice’ pupil from the school
that received our rogue. (Secondary, female,
50-9)

- Schools seem to wish to remain bastionsof
academic life. Childrentoday can bevery
troubled by their home circumstances. Teachers
may not be the best peopleto offer support. We
need to look at much more play therapy,
counselling and help for troubled children.
(Centrally employed teacher, female, 50-9)

Responses of individual groups

Older (50+) teacherswerelesslikely to report a
range of problems, including threats of third-party
violenceto pupils, and, threats by parents.
However, the general lack of marked differences
related to experienceisstriking (and contrary to
expectations at the time the survey was designed),
in contrast to the effect of age. It appearsthat late
entrants to the profession make up by their life
experience for their lack of teaching experience,
or that pupilsjudge experience from age and act
accordingly. Fulltimeteacherswere morelikely
than part-time or supply teachersto have
encountered threats of third-party violenceto
pupils. Supply teachers received more threats
from pupils and parents. This suggest that the
more marginal position of supply staff resulted in
them encountering more serious threats to the
actual conduct of their lessons (there were no
differences between types of staff for the most
frequent lower-level problems) but otherwise full-
timeteachers, asthe permanent staff, encountered
the more serious problems. Middle management,
heads of year, curriculum co-ordinators and the
|eadership group encountered threats of third-
party violence more often; again these werethe
teachers who were most likely to have to take
responsibility for dealing with problem outsiders.
There were highly significant differences between
phases, with almost all behavioural problems
significantly more frequent in secondary schoals.
However there was no significant difference
between phasesin threat of violence from parents.
Pupil-pupil threatened violence and third-party
threatened violence was more frequent in cities,
and lesslikely to bereported in rural countiesand
private schools. The same pattern applied to
threats from pupils and threats from parents,
though there was some variationin thelocal
authority areas where particular problemswere
most severe. Overall, the pattern is consistent
witha priori expectations.
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An explanatory model of the responses
Structural modelling, asits nameimplies, gives
an overall picture of the structure of the
relationships between all the categories covered
in aquestionnaire; the advantage of this approach
isthat it can make allowances for complex
interactions between categories. In this case, for
example, femal e teachers are concentrated in
primary schoals, which have better support
systems; structural modelling can indicate which
of these three inter-related influencesisin fact
related to differencesin unacceptable behaviour.
Thelarge number of questions on different types
of unacceptable behaviour and on support
availableto teachers were grouped into factorsto
give amore manageable model.

The factor analysis showed four clearly defined
factors, reflecting behaviours of different levels of
frequency and seriousness. The two aspects of
parenta threat |oad onto different factors. The
second factor may betermed ‘threatsand
incidents'. It included threats of violence by
pupils, pushing and touching, threats of violence
by third parties such as parents, and serious
incidents. All of these areliableto be highly
disturbing to teachers. Thethird factor can be
described as‘ violenceto pupils’, including
threatened violencefrom third parties, and from
other pupils. Theseincidentsdiffer fromthosein
the second factor because threats of pupil-pupil
violence, especialy, are much more frequent. The
first factor, and the one accounting for most
variables, may betermed ‘ frequently
encountered’ unacceptable behaviour. 1t
contained what may be regarded as the routine
behaviours which nowadays disrupt school life-
interruptions, answering back, disruption to
lessons, refusal to work, offensive language,
defiance, conduct violations, dress code
violations, abuse/ insult, bullying and damage to
property. Finaly, the fourth factor, ‘ drugsand
weapons' includes traffic in drugs, possession of
drugs and possession of offensive weapons-
among the most serious, but rarest, incidents.
Therearethreetypes of independent variables
which could affect teachers' experience of

unacceptable behaviour; their own characteristics,
such as age and seniority; characteristics of the
schoolsthey teach in, such as age-range taught
and proportion of pupilsreceiving free school
meals; and features of school and LEA
management, such astraining and support.

Building the structural model

The model required ‘frequent disruptive
behaviour’ to be separated from the other three,
more serious, types of unacceptable behaviour
(threats and incidents, violenceto pupils, and
drugs and weapons). Both types of disruptive
behaviour were related to pupil characteristics
(only the percentages on the special educational
needs register and receiving free school meals had
asignificant effect, the effects of pupilswith
English as an additional language and living
outside the catchment areabeing negligible), and
tothe support availableto teachers and pupils
(support from senior management to teachers
experiencing behaviour problems, teachers' views
being taken into account in policy formulation,
support for pupilswith behaviour problems,
support from the LEA), but the proportionate
effectswere different, though the two typeswere
closdly related. Pupil characteristicshad aquite
strong effect onthe more serious types of
behaviour, including conflict with parents, and
the effect of support was weaker than that of pupil
characteristics. Frequent disruption wasvery
strongly related to support, but inversely - good
support was related to fewer problems. The effect
of pupil characteristics was lessthan half as
strong asthat of support. In other words, for the
more serious problems, support, though still
beneficial, was over-ridden by the effect of the
problems pupils brought into the school from
outside, but for frequent disruption support could
make asignificant difference. Therelative effect
of influences from inside and outside the school is
discussed morefully below.

Support was strongly related to age-range, being
rated lower in secondary schools than primary
and under-5s schools. Women reported better
support than men, but thiswasrelated to the
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higher proportion of women in the primary sector;
the direct effect was negligible. In other words
primary schools offer better support to their
teachers, irrespective of sex, than secondary
schools, though thismay of course be dueto the
mainly female staff of primary schools. Pupil
characteristics were a so more favourablein
primary than secondary schools; this could be a
cause or effect of the better support availablein
primary schools (see model page 147).

Discussion

It would be easy to claim that the survey
exaggerates the seriousness of the overall
problems - some respondents encountered very
few problems, though this could result either from
their decision to moveto more privileged schools
or totheir school ‘unloading’ difficult children on
to other school s which would not be ableto refuse
them, due to their under-recruitment. We should
also note the comments of afew respondents that
asurvey of thistypetendsto encourage
respondents to complain about asituation which
they might otherwise have tolerated without
comment. However several points suggest that the
survey hasexternal validity. First, asnoted above
in the discussion of the sample, the distribution of
the sampleisclosely similar to that of asurvey of
performance management (Neill 2001a) - which
also produced positive comments (supporting the
performance management policy initiative). This
suggests that neither survey isdrawing only on
the opinions of hostile and disaffected teachers.
The possibility remainsthat these samplesare
both biased towards teacherswith negative
opinions. However the current difficultiesin
recruiting and retaining teachers provide an
objective back-up to the written-in comments
suggesting that pupil behaviour isamajor reason
for teachersleaving the profession. Two age-
groups must cause particular concern -
experienced middle-management teachers, who,
asis apparent from the written4n comments,
carry much of the burden in practicefor dealing
with difficult behaviour, and younger teachers

who are deciding to get out of the profession
whilethey till have the opportunity to develop a
career in amore pleasant working environment.
Thispatternisconsistent with other surveys of
teacher stress (e.g. Troman & Woods 2001).
Itisclear from the comments of many
respondentsthat problemswere not confined to
“difficult’” inner-city areas but extended to ‘ quiet’
rura locations - but that in both types of area
within-school factors, especially the attitude of
senior management, could be critical inthe
effectiveness of school discipline policies. Toan
extent, asis apparent from the written-in
comments, the attitude of senior management
dependsonindividua personalitiesand results
from decisions taken on appointments at school
level, but there are a so important factors dueto
policy impositions. Firstly, thereisthe burden of
bureaucracy, the subject of apreviousN.U.T.
survey (Neill 1999); senior staff areforced, or
decide, to spend time on paperwork rather than
actually managing the school. Thisemphasisis
encouraged by the emphasis on accountability
and performance indicators such asreducing the
number of exclusions and the promation of
inclusion policies. Many comments indicate that
senior managers are reluctant to act to exclude
difficult pupils, or are under pressure not to do so,
and that, where thereis no effective support at
school or L.E.A. leve (often because of financia
constraints) middle management and classroom
teachers areleft to deal with theresulting
problems. Thisreflectsin increasing concern with
accountability headteachersfeel to arange of
external stakeholders, including parents(Osborn
et. al. 2000), accentuated by the general emphasis
by politicianson therights of parentsas
consumers on behalf of their children (Labour
Party 2001). However it is questionable whether
this approach is appropriate for apublic service
like education, where attendance is compul sory
and producers (teachers) areincreasingly
reluctant to join the profession or stay in post.
Thisissueisnow being addressed by the
government (Morris 2001, DfEE 2001) but it
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remainsto be seen whether thiswill lead to an
alteration in the balance between parentsand
teachers, asthereisalready arange of legislation
which could be used against parents and others
who harass teachers (DfEE 2001) but seldomiis.

The structural model shows that the relative
importance of these effects differs between
‘frequent disruption’ - the relatively low-level
disruption to lessons and other school activities
which most respondents experienced on aweekly
basis and which they felt interfered with the
education of the ‘silent mgjority’ of cooperative
children - and more serioustypes of disruption.

‘Frequent disruption’ related more strongly to
effective support in school than to the educational
(specia needs) and socia (free school meals)
problems children brought to school.
Respondents’ written-in commentsindicated that
effective support and collegiality was critical -
some commentsindicated that schoolsin difficult
areas could be effective and supportive
institutionsto work in, while others complained
of alack of support even though the areawas not
adeprived one - evidence from this survey and
elsewhereindicated that difficultiesexisted even
in‘leafy’ rural and suburban areas. This suggests
that evidence for accountability can interfere with
the actual effective functioning of schoals; it may
also bethat the current demands for senior staff to
show accountability may discourage effective
disciplinariansfrom taking on these posts (cf.
Troman & Woods 2001). Some respondents
indicated that they had previously held senior
positions and had now moved to less demanding
positions. To reduce ‘frequent disruption’ it may
be necessary to make more careful selection of
appointments, where possible, at local level, and,
a policy level, to reduce the bureaucratic pressure
on senior staff which favours paper

demonsgtrations of performance at the cost of
actual effectivenessin school management. While
the behaviours covered by ‘ frequent disruption’
do not directly involve parents, they arecritical to
the effective functioning of schools as educational
ingtitutions and thereforeto the educational
effectiveness which parents could reasonably
demand.

Both the structural model and writtenin
comments indicated that the more serious types of
unacceptabl e behaviour were often dueto
relatively small numbers of children and parents -
written-in commentsindicating that such children
were often indifferent to any of the available
sanctionswhich the school could exercise and
that the lack of support available at local authority
level meant that schoolswere having to deal with
children for whom they had no effective coping
strategy. The current initiativesto increase the
sanctions available to teachers (DfEE 2001a,b)
may, if carried through, have adesirable effectin
increasing the sanctions available and could have
aknock-onincreasing the acceptance of teachers
authority in respect of the lower-level ‘frequent
disruption’. Theimportance of reducing both
typesisevident from the written-in comments by
teacherswho are planning to leave the profession.
Itisnot surprising that some teachers who have
suffered assaults become disenchanted and intend
tomoveto jobswherethey arenot at risk inthis
way; but it isalso evident that low-level
disruption wears teachers down and leads to them
abandoning teaching. The pervasive problem of
lack of respect for teachers among pupils and
parents seemslikely to be the moredifficult of the
two issuesto solvein aclimate where deference
towardsinstitutionsand their representativesin
genera has decreased (Troman & Woods 2001),
and as some respondents pointed out, thisisa
problem for society asawhole.
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Working with challenging parents within the
framework of inclusive education

Kees van der Wolf & Tanja van Beukering

‘Regular schoolswith thisinclusive
orientation are the most effective means of
combating discriminatory attitudes, creating
welcoming communities, building and
inclusive society and achieving education for
all; moreover, they provide an effective
education to the majority of children and
improve the efficiency and ultimately the cost-
effectiveness of the entire education system.’
(Article 2, Salamanca Statement)

The movement toward total inclusion of
specia needs children into regular classrooms
will require teachers to cope with increasingly
diverse groups of studentsand parents. Asthe
diversity (and severity) of student
characteristicsincrease, it can be expected that
the frequency and intensity of student-teacher
en of parent-teacher incompatibility will also
increase. Itisimportant to provide amethod
for quantifying the compatibility or
incompatibility between teacher, parent and
child, aswell asto develop some practical
ideasto cope with challenging parents of
children with special educational needs.
Inthisarticle wefirstly consider the concepts
of inclusion and integration. Further we
discussthe Salamanca-statement and some
recommendabl e policies regarding inclusion.
Then wetake alook at some resultsfrom
studies on teacher problemsand stressin
teachers, related to * difficult children’ and
their parents. We finish by analyzing some
school-family-interaction problems and by

giving some recommendations for working
with challenging parents.

Inclusion versusintegration

Inclusion asaconcept isfairly new. Itsorigins
lieinitsuse approximately adecadeagoin
the USA.. (Ferguson, 1997). Sincethen it has
become one of the key features of discussion
intheliterature of Specia Needs Education.
Sebba & Sachdev (1997) make distinctions
between inclusive and integrative education.

Inclusive education describes the process by
which aschool attemptsto respond to all
pupilsasindividuals by reconsidering and
restructuring its curricular organization and
provision and allocating resourcesto
enhance equality of opportunity. Through
this process, the school buildsits capacity

to accept all pupilsfrom thelocal
community who wish to attend and, in so
doing, reducesthe need to exclude pupils.

This stresses the whole-school nature of the
concept and the demands of reconfiguring
regular schooling. The building of an
inclusive school community isto reconstruct
whole-school provision, not the provision for
specia needs studentsonly.

Integration, on the other hand, isusually
applied to groups of studentswith exceptional
needshaving accessand placementina
mainstream or regular school setting. This
does not emphasi ze the restructuring of the
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wholeteaching/learning and other processes;
rather it recognizes the need for individual
programmes for these students. As Sebba and
Sachdev (1999) note:

The organization and curricular provision
for the rest of the school population remains
essentially the same asit was prior to the
‘integrated’ pupilsarrival.

Salamanca

Salamanca and governmental initiatives

In 1994 representatives of 88 national

governmentsand 25 international

organizations concerned with education met in

Salamanca, Spain, under the auspices of

UNESCO. In the Salamanca Statement and

Framework on Special Needs Education

(Porter, 1997) five principles of children’s

rights are mentioned:

‘Webelieve and proclaim that:

- every child hasafundamental right to
education, and must be given the opportunity
to achieve and maintain an acceptable level of
learning;

- every child hasunique characterigtics, interests,
abilitiesand learning needs;

- education systems should be designed and
educational programmes implemented to take
into account thewide diversity of these
characteristicsand needs;

- those with special educational needs must have
access to regular schools which should
accommodate them within a child centered
pedagogy capable of meeting these needs (..)'.

Governments were advised to:

- givethe highest policy and budgetary priority
to improve their education systemsto enable
them to include all children regardless of
individua differencesor difficulties;

- adopt asamatter of law or policy the principle
of inclusive education, enrolling all childrenin
regular schools, unlessthere are compelling
reasonsfor doing otherwise;

- develop demonstration projects and encourage
exchanges with countries having experience
with inclusive schools;

- establish decentralized and participatory
mechanismsfor planning, monitoring and
evaluating educational provision for children
and adults with special education needs;

- encourage and facilitatet he participation of
parents, communities and organization of
persons with disabilitiesin the planning and
decision making processes concerning
provision for special educational needs;

- invest greater effort in early identification and
intervention strategies, aswell asin vocational
aspects of inclusive education;

- ensurethat, in the context of asystemic
change, teacher education programmes, both
pre-service and in-service, addressthe
provision of specia needs educationin
inclusive schools.

The accompanying ‘ framework for action’
noticed that realizing the goal of successful
education of children with specia educational
needs (SEN) is not the task of Ministries of
Education alone. It requires the co-operation of
families, and the mobilization of the community
asawhole, and voluntary organizations.

So, the * Salamanca-framework’ observesthat the
education of children with specia educational
needsisashared task of parentsand
professionals. A positive attitude on the part of
parentsfavors school and social integration.
Parents need support in order to assumetherole
of aparent of achild with special needs.

A co-operative, supportive partnership

between school administrators, teachers and
parents should be devel oped and parents
regarded as active partnersin decision-

making. Parents should be encouraged to
participate in educational activities at home

and at school (wherethey could observe
effectivetechniquesand learn how to organize
extra-curricular activities), aswell asinthe
supervision and support of their children’s
learning.
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Barriersto collaboration
Educators, parents, policy-makersand
researchers generally agreethat parent
involvement isvery important.
However, according to Henderson,
Marburger, & Ooms (1986), there are severa
barriersthat limit afruitful cooperation.
Parents believe that teachers teach too much
by rote, parent-teacher conferences are routine
and unproductive, teachers send home only
bad news, teachers do not follow through on
what they say they will do, they do not
welcomeinteractionswith parents, and they
care more about discipline than about
teaching. Teachers, on the other side, believe
that parents are not interested in school, they
do not show up when asked, they promise but
do not follow through, they only pretend to
understand what teachers aretrying to
accomplish, and they worry too much about
how other kids are doing.
The diverse and sometimes contradictory
demands placed upon teachers, over extended
periods of time, lead to stressin teachers.
Teachers are often confronted with high
demands and low rewards. Each day bringsits
quotaof problems, from students who lack the
motivation for learning to parentswho are
critical. In an extensive piece of research
conducted by Brown & Ralph (1992) the
findingsindicated that the relationship with
parents and the wider community emerged as
an important work-related stress-factor. The
aspects named were asfollows:
- parental pressureto achieve good results
- anxiety over test and examination results
- thethreat of performance management systems
- additional work demands outside the normal
school hours, which could lead to conflict with
family and friends
- poor statusand pay
- biased mediacoverage
- being obliged to accommodate unrealistic
expectations

- general societal cynicism about the role of
teachers

Interactional problemswith students and
parents have been shown to be significant and
universal teaching stressors. The Index of
Teaching Stress (Greene, Abidin & Kmetz,
1997) was devel oped under the assumption
that that the level of ateacher’ sdistress
regarding the specific behaviorsof agiven
student is not merely areflection of the
frequency of the behaviors.

Intheir study each teacher was asked to
respond to the itemstwice: oncefor acurrent
student of their choosing with * behavioral or
emotional problems' (i.e., ‘behavioraly
challenging students’) and oncefor the
seventh student on their classroster (referred
to hereafter as‘ comparison students').

In part A (Teacher Responseto Student
Behaviors) teachersrated (on a5-point Likert-
scale) the degree to which they found 47
problematic behaviorsto be stressful or
frustrating as applied to each student being
rated. In responding to each item, theteachers
were asked to degreeto which the behaviors
werefelt to be stressful or frustrating in
interactions with each student.

In part B (Teacher Perceptions of
Interactions/Self-Efficacy), teacherswere
asked to rate 43 statements (on a 5-point
Likert scale), which explored (a) their
perceptions of theimpact of the student upon
the teacher and the teaching process, (b) their
sense of efficacy and satisfaction in working
with the student, and (c) the nature of their
interactions with other adultsinvolved with
the student (e.g., the student’ sparents).

This part of the questionnaire, it was
theorized, would tap teachers' perceptions of
the effect of the student on the teaching
process, learning environment, and the
teachers' sense of satisfaction and efficacy.
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Replicating the Greene, Abidin & Kmetz-
research, after trandating theitemsinto
Dutch, we asked 60 Amsterdam-teachersto
fill inthe questionnaire. They were primarily

Figure 1 - ‘Frustration with parents

employed in elementary school settingswith
children from low income groups.

Here we present the results regarding the
‘frustration with parents’ -scale.

M problem

B compar .

1 = parents do not seem concerned by child’ s behavior

2 = unableto agree with parentsre: handling child

3 =interacting with parentsisfrustrating
4 =] feel harassed by parents of child
5= Parentscall to tell methey are unhappy

In the pilot-study' we found that ‘frustration
with parents’ foremost isinfluenced by factors
likelack of concern on the part of the parents,
not getting agreement re handling the child
and afrustrating interaction with the parents.
Obvioudly, it isnot very common that parents
call the school to complain. Teachersdon’t
often feel harassed by parents.

This part of the research focuses on the impact
of parents of ‘ problem-students’ on the
teaching process and teachers' self-efficacy,
perceptions of support, and satisfaction from
teaching. Theinformation obtained viathis

approach permits examination of thedegreeto
which the style of behaving of parentsis
incompatible with the expectations, demands
and other characteristics of agiven teacher.
Working with challenging parents

By focusing on aspects of theteaching process
that are distressing to teachersin this part of
our study, the relation with parentsthiskind
of research may prove useful asagauge of
student-parent-teacher compatibility. But
there are other salient results.

Seligman (2000) concluded that teachers view
parentsmore negatively than parents perceive
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teachers. He therefore emphasizes that
‘problem parents’ can also take a* problem-
position’ because of aconflicting interaction
between the two parties (teacher and parent),
caused by impropriate and unprofessional
teacher behavior.

However, he gives someinteresting ideaswith
respect to working with challenging parents.
Seligman distinguishes 11 types of
troublesome parent behavior. He describes
some indicators, backgrounds and relevant
teacher-reactions. We here summarize his
analyses and recommendations.

1. Hostileparents
- haveangry feelingstowards the teacher,
the school, or the curriculum
- accuseteacher of failing to copewith or
teach the child
- (sometimes) have negative experiences
with other professionals

Advisable teacher behavior/attitudes

- avoid responding in ahostile or
defensive way

- theskill of listening isapowerful and
positive response

- understand that parent behavior reflects
both anger and hurt

- giveyour observationsin an objective,
noncontentious way

2. Uncooperative parents

- parentsare preoccupied with family or
work-related problems

- avoidance may be the parent’ sway to
keep anxiety about the problemsthe
child has at a manageable level

- areemotionally challenged or otherwise
impaired

- arestill denying or having difficulty
coming to termswith their child's
disability

- because of their modest education some
parents are concerned to contact school

- perceivethat teachers consider them to
be aburden and as a consequence avoid
school

Advisable teacher behavior/attitudes

- attract and welcome parents, don’t
frighten them

- remain optimistic and realistic

- don'ttry tothrust redlity to parents
when they are not prepared to accept it

- make the parents feel welcome

- understand, not challenge, the fact that
parentsare very preoccupied with
demanding jobs, etc.

- don’'t pressure parentsto have more
frequent contacts with the school

- write aconveyinginterest in meeting
with the parent

- occasionaly phonethe parents

- keep trying to get contact!

. Perfectionistic (or excessively worried)

parents

- areoverly involved with the
development of the child

- expressdismay to the child and the
teacher when tasks are accomplished in
alessthan perfect way

- thechild devel ops a negative attitude
toward schoolwork because of the
criticism he receives whenever his
performancefalls below his parents
standard

Advisable teacher behavior/attitudes

- don’'t try (in advance) to work toward a
relaxation of the parents’ unrealistically
high standard

- describein clear and understandable
termsthe nature of the child’ slearning
problem, hislimitations, and his
potential

- explainthat children react differently to
pressure

- mention that praise and support is potent
source of motivation
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avoidto indicate that the parent is at
fault for the child’ s performance

4. Professional parents

consciously or unconsciously use their
knowledgein acontrolling or
condescending way

are sophisticated at manipulating the
system

sometimes annoy teachers by letting
them feel that their knowledge about
school, teaching, or educating children
with disabilitiesgivethem licenseto be
very critical to the teacher and the
curriculum

Advisable teacher behavior/attitudes

when receiving unsolicited advice from
professional parentsweigh theadviceto
determineits merit and don’t cast it
automatically aside

involvethe parent in your classroom if
you believethat the parent can function
collaboratively

try to continue the dialogue so that
feelingsand perceptions of both parties
become clear

remember alwaysthat you are atrained
specialist inteaching children, whereas
the

parent may be aspecialist in another
field.

5. Dependent parents

ask questions about virtually every
aspect of the child’ slifeand enlist the
help of the teacher in both minor and
major matters

will solicit the teacher’ sopinions
instead of risking her own; they rarely
takethe opportunity to engagein
independent thinking and subsequent
responsibility

generdly cooperate with the teacher,
athough only when the teacher assumes

responsibilitiesfor decisions and course
of action

Advisable teacher behavior/attitudes

- excessively dependent parentsare
frightened; don’t heighten their anxiety
by turning away from them, gradually
wean them away from their dependency

- reinforcetheir decisionsand actions

- becareful, you can easily be seduced
into arelationship with someone who
has strong dependency needs.

6. Overly helpful parents

- excessively helpful parentsare
motivated by their need to be useful - a
need that may be developed in their past

- parentsmay have devel oped over
functioning tendencies because of, for
instance, chronicillnessin the family or
an parent who was demanding.

Advisable teacher behavior/attitudes

- communicate, in asensitive and positive
way, that only alimited amount of
assistanceisneeded

- try to reduce the amount of time spent
by the parent

7. Overprotective parents

- anxiousabout their child’ swelfare
(academic progress, concernsaround
protection against physical and
psychological harm)

- fearful attitude about most things

- dueto feelings of guilt (because of the
disability of the child), overprotecting
the child

Advisable teacher behavior/attitudes

- suggest moreredistic, growth
promoting practices

- reinforce child initiated independent
actions
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- suggest activitiesthat facilitate
independent thinking and living

8. Neglectful parents

- are preoccupied with other family
members or problems

- (sometimes) rejecting the child because
of thedisability or because heisnot
wanted

- neglect may bethe consequence of a
lifestyle (e.g., alcoholism, drugs abuse)

- mistakenly equate neglect with
independence

- compound lack of cooperation with the
school by not providing the child with
the essential emotiona ingredients

- (sometimes) lack of parental skills,
combined with immaturity

Advisable teacher behavior/attitudes
- (in severe cases) inform the school
social worker or principal

- demonstrate concern with the child both

verbally, and (when appropriate)
physically (ahug or pat on the back)

- setupsituationsinthe classroomin
whichthechildisincluded in group
activitiesand sometimes assumesa
position of leadership

- continue attemptsto engage the parents

- avoid blaming the parent for the child's
problem

- (in case of withholding of food,
adequate shelter, clothes) useamore
direct approach

- (if possible) let parents benefit from
training and education in parenting
skills

9. Parentsasclients
- seek help for themselvesfrom their
child’ steacher, because sheis
physicaly available
- areconfused by the array of titles of
professiond assistants (psychologist,
psychiatrist, social worker, etc.)

- don’t seek professional help because of
the stigma attached to doing so.

Advisable teacher behavior/attitudes

- know your professional limitations, but
show concern about the parents

- make adistinction about whether the
parent needs someone to be supportive,
or someonewho istrained to provide
psychotherapy

- make the parents aware that their
problems appesar to need psychological
attention and that you are not
professionally prepared to be of
assistance

- if areferral isindicated, don’t make
persona recommendations other than an
agency, hospital or professional society.

10. Fighting parents
- arguewith each other during
conferences
- thearguments may be the consequence
of having partial information or
information that is perceived differently

Advisable teacher behavior/attitudes

- voidtaking sites

- don’'t act like amarriage counsel or

- try not get involved in heated arguments

- try todiscriminate between expression
of major problems, minor
disagreements, and diverse styles of
interpersonal interactions

11. Involved-uninvolved parents

- fail to carry out agreed-upon courses of
action

- want to be hel pful and cooperative, but
they find it difficult toinitiate action
decided upon

- actually feel that home activitiesfall
within the scope of the classroom

- parentsthink that they cannot
adequately perform the tasks agreed
upon
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Advisable teacher behavior/attitudes

- besurethat that own frustration and
anger not become an impediment to
effective communication

- don’t blame the parentsfor the slow
development of the child

- don’t point out thediscrepancy between
what parents said they would do and
what they actually do

- explain how additional help at homeis
particularly important for children with
disabilities

- never pressure parentsto work with
their child at home.

Epilogue

Inclusivity concernsnot only visionsof a
technical and social nature, but also abalance
between demands of individual children’sand
parents needs and teachers' and school-quality.
In this chapter we discuss theinclusion-
movement, highly influenced by the 1994
Salamanca-conference, and related policy-
recommendations.

Note

Inclusion of specia needs children into regular
classrooms will require teachersto cope with
increasingly diverse groups of studentsand
parents.

We discuss several factorsthat challenge teacher
functioning and effective home-school relations
ininclusive schools. Further, we give some
results of apilot-study aimed at quantifying and
understanding teacher stressand problemsin
teacher-student-parent-interactions. We finish by
giving some recommendations for working with
so called ‘ problem-parents’.

Though we should be careful not characterizing
parents of SEN-children with negativelabels, it
can be helpful to describe‘ good practice’ in
working with parents of ‘ problem children’.

It isimportant to be aware of causal factors

that influence teacher’ s perceptions, *..because
only through such understanding will teachers
bein abetter position to appraise parents
behavior accurately’ (Seligman, 2000, p. 227).
Both parents and teachers may need support
and encouragement in learning to work
together asequal partners.

1 Data collection carried out by my student Monique Brown.
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Teachers, power relativism and partnership

Pirjo Nuutinen

Background and objectives

The project ‘ What teachersthink about their

power’ was started in cooperation with student

teachersin 1995 with semi-structuredinterviews

among 22 kindergarten and comprehensive

school teachersin Finland. We wereinterested in

teachers’ power thinking after realizing that

ordinary teachersthemselvesrarely participated

in discussions which dealt with education, power

and teacherhood. In our first interviewswe

wanted to know

- how teachers conceive power and its meaning
in human existence,

- what they think about their professional
autonomy, and

- what they think about using power intheir
work with children and youth.

After that, several substudiesincluding three

surveys have been carried out (see Appendix 1).

One of the most important theoretical problems of
the project is how to describe teachers

intellectual orientationsto power in general and
to use of power in educating young people. On
the basis of the material collected in the project it
isobvious, that thereisno specia consistent ways
of power thinking shared by all teachers.
Although on certainissues, asin ng
decision makers and administrators, agreat
majority of teachers seem to agree with each
other (see Nuutinen 1997a, 1997b, 1999), there
appear, behind the official and quite consistent
educational framework, inteachers practical
thinking, ideological differences, implying even
conflicting ideas and, among other things, quite
unexpected interpretations, for example, of small
children’ sand youth’ s abilitiesto make decisions

and to take responsibility. Thisisnot an
unexpected finding, because power relations are
constructed in everyday social settings and
teachers make their decisionsin unique situations
inwhich a so other partiesinfluenceon
proceeding of the process, where using power
takes place. However, we do not know very much
about teachers' different dispositionsinthis
respect. Theaim of thisarticleisto shed light on
theissues, what kind of attitudes Finnish
kindergarten and comprehensive school teachers
have towards power in general philosophical
meaning and how their attitudes are related to
their ideas about partnership and using power.

About the methodology

Teachers attitudes towards power in a general,
abstract meaning, were measured in surveyswith
the semantic differential (Osgood 1969), whichis
aquantitative scal e technique using opposite
attributes describing the object of attitude
(example next page). This method implies similar
difficultiesthan the Likert technique discussed,
for example, by Ronkainen (1999) and Toivonen
& Haavio (1969; see a so Edwards 1957).
Toivonen and Haavio (1969) made three
successive surveys, which were similar except for
the verba formulations for don’t know’ or
‘cannot say’ - options and compared the results.
They found out that the results of the factor
analyses of these three surveyswere different,
athough nothing had been changed except the
verbal formulation of one option. Ronkainen
criticizes social researchesfor not paying
atention to different possible meanings of
‘cannot say’ -type answers and for treating them
as quite useless nonclasses. Ronkainen mentions
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that Likert - type techniques compel respondents
to make choices between simplistic black or
white options and do not leave room for amore
reflective and complicated thinking (1999, 168).
In the context of power research different verbal
formulations for ‘ cannot say’ -options and
interpretations given to theseformul ations by
researchers and respondents, can berelated to a
wider context of the power behavior. For
example, making classifications and classifying
as such imply use of power (Deschamps 1982 ).
The decision to answer and choose one of the
given options can berelated to awider conscious
intention to influence on the construction of
socia representation and decision making.
Withdrawing, not knowing or being unableto say

canbeinfluential strategies (‘ The Silent
Majority’) or away of self - protection.

In 1995 the teachers were requested in semi-
structured interviewsto describetheir attitudes
towards power by asking whether it was agood
or abad thing. The analysis of the semi-structured
material suggested that there were afew teachers
who thought that whether power was agood or
abad thing, depended on who usesit, with what
morality and with what results (Nuutinen 1997).
This point was first noticed in surveys (1996 -
97), inwhich teachers’ attitudes towards power
were measured with the semantic differential, by
reformulating the alternative ‘ cannot say’ into the
form ‘ cannot say or both attributesare valid’ (see
the example below).

Semantic differential (Example fromversion 1, survey 1996)

Power is...

Creative 1 2 3 4 5 Destructive
Deceitful 1 2 3 4 5 Trustworthy
Repressive 1 2 3 4 5 Liberating
(totally 14 items)

1 = fully agree with the left attribute 4 = amost agree with the right attribute

2 = amost agree with the left attribute 5 = fully agree with the right attribute

3 = cannot say or both attributes are valid

Semantic differential: version 2 (1999)

Power is...

Creative 1 2 3 4 5 *  Destructive
Deceitful 1 2 3 4 5 Trustworthy
Repressive 1 2 3 4 5 * Liberating
(totally 14 items)

1 = fully agree with the left attribute 4 = amost agree with the right attribute

2 = amost agree with the left attribute 5 = fully agree with the right attribute

3 = agree both with the left and the right attribute * = cannot say
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Table 1 shows how the proportion of ‘ cannot say’
-answers decreases, when the teacherswere
offered an opportunity to expresstheir relativistic
attitude. The possible consequences of the result
areinteresting. If we choose this perspective,
most of the ‘ cannot say’ teachers cannot be
regarded as not knowing or neutral, as persons

without a clear attitude, but rather as actors
reflecting more or lessactively in different
contexts. They can adopt and change attitudes on
the basis of moral assessment or of cal culations of
power positions, means, ends and results.
(Nuutinen 2000)

Table1 - Percentages of ‘ cannot say or both’ -answers

(Surveys 1996, 1997 and 1999; rangeson 14 items)

Survey -96 Survey -97 Survey - 99
‘Cannot say ..." 29.0-49.1 27.8-532 0.3-34
Both positive and negative
(relativistic; separated from 21.4-39.4

cannot say option)

Atfirst, inthefollowing pagesareport isgiven
how | the teachers, who participated in the survey
in 1999 were classified into three types according.
to their attitudestowards power. Then the
different teacher groups’ beliefsand opinions
about education, power and partnership will be
described on the basis of the cross-tabulations and
two factor analyses. Finally the typology of
teachers' power thinking will be compared to the
teacher types constructed in the earlier study
presented at the ERNAPE conferencein 1999, in
Amsterdam.

Classification of theteachers

From the point of view of the semantic
differential method, which isaquantitative scale
technique, the solution used in version 2 isnot
acceptable. That iswhy inthe further analysis
‘cannot say’ and relativistic options are reunited.
Y et, itisgood to remember that there are not very
many teacherswho ‘ cannot say’, if therelativistic
optionisavailable.

In order to classify teachers, a sum variable based
on 14 items of semantic differential was
constructed, the sums were divided with the
number of items and further classified in three

classes according to teachers’ attitudesto power
ingeneral (variable ATTCLASS/ATTYPE). The
classesare

1. teacherswith positive attitudes (values 1 -
2.33; 22.0% of all),

2. relativistic/uncertain teachers (values 2.34 -
3.67;67.6%of al) and

3. teachers with negative attitudes towards power
(values 3.68 - 5; 10.4% of all).

Theteacherswith positive attitudes towards
power aretending to think that power can be
characterized asanatural, systematic, creative,
useful, cooperative, reasonable, emphatic etc.
phenomenon, while the teachers with negative
attitudesdescribe it with opposite attributes and
think that it is as such aharmful phenomenon .
Therelativistic/uncertain teachers tend to choose
both negative and positive attributes and to
condition their choiceto awider situational
context. However, this classification needs further
developing because the current sum variable does
not differentiate relativistic/uncertain teachers
from those who have chosen variably extreme
positive and negative optionsand thusare
different from those who choose option ‘ both
attributesarevalid'.
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Chi sguare testsrelated to the cross tabulations
of ATTYPE by age (p =.604), school level (p
=.616) and rural vs. urban teachers (p=.700) did
not show any statistically significant differences
in regard to teacher types. The value of the
significancein the crosstabulation of ATTYPE
by gender dlightly exceedsthe lowest acceptable
value of significance .05 (Chi square = 5.825; df
= 2; p=.054). The comparison between the
female and the male teachers’ distributions show

that the proportion of femaleteachersissmaller
among type 1 teachers (positive attitudes) and
larger among type 3 teachers (negative attitudes
towards power) than that of male teachers.
Inthefollowing analysisthe main questions are
whether these teacher typesthink differently
about power issues in education, and especially
how relativistic/uncertain teachers' thinking could
be characterized.

Table 2 - Percentages of teacher s agreeing with the claims about the meaning of power for humansand

soci ety*
Positive Relativistic/ | Negative p
uncertain

;2; Zﬁual life would be continuous chaos without 60.3 64.3 35.2 002
Solidarity and good will are typical of al humans. 59.7 32.6 37.8 .001
Those with power are exceptionally talented. 44.9 26.2 10.8 .002
Thg citi;ens are divided by. the power structure of the. 30.8 617 3.0 024
society into those who subjugate and those who submit.

All humans are born free and equal. 43.6 30.8 324 .018
Men are more dominating than women by nature. 44.9 48.3 45.9 .616
All humans are submissive by nature 24.4 27.1 27.0 .547
Children are atruistic and do not want power. 34.6 19.2 37.8 .053

* Tableis based on wider cross tabulations and Chi sgquare - tests.

Table 2 showsthat the opinions of the different
teacher types can fluctuate without any clear
consistency depending on theitem in question.
Therelativistic/uncertain teacher group seemsto
favor amiddle- of - the- road position onitems 3
and 4. Thisgroup ismore positive than the
positivetypeteachersin theitem ‘ The social life
were continuous chaos without power’ (1) and

more negative than negative typeteachersin
items (2, 5, 8) about human nature.

Inal three surveysavery large majority of the
teachers expressed their dissatisfaction with the
politicians and administrators (Nuutinen 1999).
Differencesin the opinions about the suitability
of theamount of power of different partners
between teacher types are shownin table 3.



A Bridge to the Future

161

Table 3 - Percentage of teacherswishing for changesin different partners’ amount of power by types*

Positive

Relativistic/

Negative p=
uncertain
(TD) (T2) (T3)
School/social service board 39.7 43.9 48.1 .665
Politicians (municipal level) 61.6 67.2 89.3 .022
Paliticians (state level) 46.6 55.5 82.1 .006
Administrators (municipal level) 53.4 50.9 78.6 .041
Administrators (state level) 42.5 47.3 75.0 .059
Headmaster 36.1 42.0 50.0 341
Colleagues 45.2 40.0 44.4 .014
Children 26.0 27.9 28.6 .543
Parents 28.8 37.0 42.9 439

*Tableisbased on wider crosstabulations and Chi square - tests.

Thereisquitealarge proportion of teachersin
every teacher type who wish for changesin
different partnersamount of power: 1) positive
type ranging from 26% to 61.6%, 2) relativistic
/uncertaintypefrom 27.9 %0 67.2 % and 3)
negativetypefrom 28.6 %t0 89.3% (Table 3).
Therelativistic/uncertain teachers represent a
middle- of - the- road attitude. The general trend
remainsthe same asin the earlier surveys: the
teachers are | ess satisfied with the amount of

power of politicians and administrators than with
that of partnersworking at school/kindergarten
and parents. In addition to that, as shownin Table
4, most of them would liketo reduce politicians
and administrators power and toincreasethe
other (grassroot) partners’ power (Nuutinen

1997a, 1997b, 1999). Y et, there are intragroup

differencesin teachers' opinions about whether
the power of above mentioned partners should be
increased or reduced.

Table4 - Percentage of teacherswishing for different partners’ power to beincreased (+) or reduced (-

by types*
Positive Relativistic/ Negative
uncertain
(T (T2) (T3)

+ - + - + -

School/social service board 151 247 180 259 111 37.0
Politicians (municipal level) 123 493 6.1 611 143 75.0
Politicians (state level) 9.6 37.0 57 49.8 179 64.2
Administrators (municipal level) 205 329 145 36.4 179 60.7
Administrators (state level) 96 329 111 36.3 179 57.1
Headmaster 29.2 6.9 305 115 286 214
Colleagues 45.2 0.0 31.7 8.3 44.4 0.0
Children 20.5 5.5 20.5 7.4 28.6 0.0
Parents 21.9 6.8 29.1 7.8 39.3 3.6

*Tableis based on wider cross tabulations and Chi sguare — tests
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Theteacher typesand theissuesof power in
education

Factor analysis 1

Inthe survey of 1999 teachers' thoughts about
power in education were measured with 21 Likert
-typeitems (Appendix 2), of which twelvewere
chosen in two factor analyses. The aim of thefirst
analysiswas 1) to find out what kind of latent
variables could be extracted from twelve
variables chosen and 2) to compare the teacher
types with the help of these new variables. The

first analysisincluded all cases (n = 364). A four-
factor solution was accepted on the basis of
eigenvalues, factor scores were computed and the
means of the scores of the different teacher types
were compared with the one- way variance
analysis.

On the grounds of the highest loadings the first
|atent variable (factor 1; see Table 5) isnamed as
Factor of Professional Power 1 emphasizing
teacher expertise and the kindergarten’sor
school’saims over parents’ and students
opinions.

Table5 - Factor of Professional Power vs. Partnership 1 (factor 1).

Variables Loadings
Thg pargnts do not understand the teacher’s work well enough to be able to say how 0.604
their children should be educated (24).

The teachers Yvho allow pupilsto participate in planning their wqu m.islead them, 0.560
because the kindergarten/school cannot work on the basis of pupils wishes (22).

My pupils cannot tell their needs for learning and education (21) 0.548
If the use of power helps to reach the goals of learning and education, the teacher can

use also severe methods (23). 0.446
Laymen, e.g. parents, should avoid teaching school matters to children, because they 0.405
usually do not know the proper methods (13).

A comparison of the factor score means of the
different teacher types points out that relativistic/
uncertain teachers put more stress on professional

Table 6 - Factor of Didactic Authority 1 (factor 2)

power than the other types (the difference
between the positive and therelativistic/uncertain
typeissignificant at statistical level p=.016).

Variables Loadings
The teachers have to take care that pupils internalize the goals of the

. 0.814
kindergarten/school (4).
The teachers have to know their subject so well that the pupils cannot question their 0.482
authority (5). '

The second latent variable is named as Factor of
Didactic Authority 1 emphasizing teachers' duties
asamediators of the goals of formal education to
the children and as authorities of the curriculum

(Table5). Thevaue of therelativistic/uncertain

teacher type' sfactor scoremeanisa‘ middle- of-
the- road’ - value. The positive and negativetype
teachers differ at the statistically significant level.
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Table7 - Factor of Power Conflicts 1 (factor 3)

Variables Loadings
The teacher’ s moral principles and use of power often contradict each other in the

. 0.546
kindergarten/school work (29).
Nowadays the teachers lack means to solve various kinds of children’s problems (28). 0.499
The goals of the kindergarten/school and the children’s needs match (3). -0.436
At present self- discipline is not emphasized enough by Finnish education (25). 0.385

Thethird factor, Factor of Power Conflicts 1
refersto teachers’ difficultiesto adapt to theaims
and principles of formal education and the use of
power while interacting with young people (Table
7). Of the different teacher typesthe

relativistic/uncertain group stresses the power
conflicts most. The difference between them and
positive type teachersis significant at .000 -level.
The negativetypeteachers factor scoremeanis
quite near the value of the relativistic/uncertain

type.

Table 8 - Factor of Partnership and Limits of Expert Power 1 (factor 4)

Variables Loadings
It is the most advantageous for the child to have two separate territories, home and

. 0.925
kindergarten/school (19)
[Laymen, e.g. parents, should avoid teaching school matters to children, because they 0.225
usually do not know the proper methods (13)]. (-0.225)

Only onevariable was highly loaded on factor 4
stressing the separateness of kindergarten/school
and home (Factor of Partnership and Limits of
Expert Power 1; Table8). Thenegativeloading
of variable 13 suggestsideathat the possible
latent variable could deal with partnership - non
partnership dimension related to the limits of
stressing professiona expertise. No statisticaly
significant differencesbetween teacher types
were found.

Factor analysis2

Factor analysis 2 with the sameitems used in the
firstanalysis, waslimited to the
relativistic/uncertain teachers (n = 224). A four
factor solution was accepted on the basis of
eigenvaluesin this case too, and except for afew
changesin the factors' percentages of variance
theinterpretations of the latent variablesand
naming of the factors have remained the same as
intheanalysis 1. Inanalysis 2, factor scoreswith
means and ANOV A were computed in order to
describe how the relativistic/uncertain teachers
differ from each other on latent variableswhen
gender, age and school level aretakeninto
account.
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Table 9 - Sgnificance of subgroup differences on latent variables factor score means (ANOVA)

Gender Age School level
p= = p=
Professional Power vs. Partnership 2 .060 121 .000
Didactic Authority 2 .889 .000 .000
Partnership and Limits of Expert Power 2 .849 .856 .528
Power Conflicts 2 401 .208 .000

Asseenin Table 9 thereare not any statistically
significant differences between male and female
relativist/uncertain teacherson latent variables.
The relativist/uncertain teachers of different age
and school levelsdisagree ontheissue of didactic
authority. Theteacherswho are 50 yearsold or
younger emphasi ze didactic authority lessthan
those over 50 years of age. In addition to the
didactic authority, the school level subgroup
differences also appear on factors of Professional
Power vs. Partnership 2 and Power Conflicts 2.
Post hoc -tests point out that relativist/uncertain
kindergarten teachers stress professional power,
didactic authority and power conflictslessthan
comprehensive school lower and upper level
teachers.

Power attitudesand sharing power: a
comparison of thetwo typologies

In the earlier article (Nuutinen 1999) three teacher
typeswere presented: those who were 1)
positively, 2) reservedly and 3) negatively
disposed to the parents’ expertise and power

partnership. Of all teachers 22.2% belonged to the
positively disposed type, 68.1% to the reserved
type and 9.7% to the negatively disposed type.
The teacherswho participated in the survey in
1999 were classified using the same method. Now
the proportion of the positively disposed teachers
was larger than earlier (37.8%) which
consequently implied fewer cases for the other
types (T2/reserved 58.2%, T3/negative 4.0%). A
comparison by sex, age, school level and position
(headmaster/ordinary teacher) points out
statistically significant differences between
different age groups (the oldest teachers have a
reserved or negative orientation more often),
between school |evels (comprehensive school
upper level teachersarereservedly or negatively
orientated more often) and between ordinary
teachers and headmasters (the latter areless
reserved and show no negative disposition at al).
Aninteresting question is how teachers” power
attitudes and sharing power with parentsare
related. The divisions of the two typologieswere
crosstabulated. Asshownin Table 10

Table 10 - Crosstabulation of the two teacher typologies (% of all; n= 329)

Sharing power Sharing power Sharing power
Type 1 (positive) Type 2 (reserved) Type 3 (negative)
Positive attitudes to power (T 1) 12.2 9.1 0.6
Relativistic attitudes (T2) 23.1 43.2 3.8
Negative attitudes (T3) 3.3 4.9 0.3
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Type 2/2 (relativistic/uncertain and reserved) is
the most general, almost every second teacher
wasclassified into thisgroup A little more than
every fifth teacher belongsto thetype 2/1
(relativistic/uncertain power attitude and positive
orientation to the parents). About every tenth
teacher was positively disposed both to power
and parents, and almost the same proportion
positively to power but reservedly to the parents.

Discussion

The starting point of the study of teachers' power
attitudes suggested that ordinary methods of
measuring attitudes towards power ought to be
complemented with amethod which isableto
differentiate types and styles beyond ‘ cannot say’,
“don’t know’ etc. options. The solution used here
isrough, but fruitful, and can be developed
further.

Two thirdsof al kindergarten and comprehensive
school teacherswho participated inthe survey in
1999 were classified in the class of the
relativistic/uncertain teachers. One can conclude
that amajority of teachers seem to avoid extreme
stands and possibly adapt and change attitudesin
aprocess, in which they reflect their rolesin
power relations, morality or the rules of use of
power, and cal culate potential results of the use of
power. However, the relativistic/uncertain
teachersare not consistently * middle of the road’
persons. From certain aspects, this group seemsto
conceive the meaning of power for humans even
more negatively than the negative type teachers.
Thetwo factor anayses which showed that four
factors could be extracted from the variables
measuring teachers’ opinionsand beliefs about
power and education, also point towards similar
tendencies. Analysis 1, whichincluded all cases,
made explicit the factors of professional power

vs. partnership, didactic authority, power conflicts
and partnership and limits of expert power. The
above metaphor of therelativistic teachersas
‘middle of theroad’ personsfitsto the factor of
didactic authority well, but not the factors of
professional power vs. partnership and power

conflicts and partnership, which were given more
emphasis by thisthan by the other teacher types.

In her study Ronkainen found out that the
‘cannot-say’ type hesitation and uncertainty were
related to gender, action culture and age. Women,
peopleworking inrural vocations and elder
people gave more often ‘ cannot say’ answersthan
men, peoplein urban vocations or younger
people, and thistendency seemed to be quite
consistent on different subject areas (1999, 170 -
171). On the basis of this study the proportion of
femaleteachersissmaller in the group of teachers
with positive power attitudes and larger in the
group that is negatively disposed to power. Y et,
gender does not make abig difference at the more
specified level of theteachers power thinking.
Age, teacher position and especially the school
level seemed to be more meaningful background
variablesthan gender even among the
relativist/uncertain teachers also in the 1999
survey.

The analysis pointsout that also in 1999
majorities of kindergarten and comprehensive
school teachers criticized politiciansand
administrators as power partners, asthey didin
the earlier surveys. Further, at general level they
seemed to appreciate children, parents and
colleagues as power partners, and also expressed
reservedness when sharing expertise and power
with parentswas dealt with at a more specific
level (see Nuutinen 1999). Thelatest results point
out that the most typical teacher orientation to
power in general, philosophical meaning (the
relativistic/uncertain power disposition) wasin
the most cases combined with areserved
disposition to the co-operation with parents.
However, in the second largest group power
relativism/uncertainty wasrelated to positive
attitude towards partnership with parents, and on
the whole the proportion of the teacherswith
positive attitude towards parents was larger than
inthe survey 1997 too. It is possible that some
positive partnership devel opments have taken
place, but it istoo early to make any far reaching
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conclusions of thesefindings, since, for example, as educators. Thiscan beasign of polarization of
afew unpublished material point out that more dispositionsdueto increased public discussion on
often than earlier teacherscriticize parentsfor not  the children’ sand youth’ s problemsin Finland.
taking enough responsibility and being confused
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Involving parents in children’s education:
what teachers say in Malaysia

Sharifah Md. Nor & Jennifer Wee Beng Neo

Abstract

This study examines the teachers’ perceptions
towards the concepts, school practices and
barriers of school and family partnerships in
primary schools in Malaysia. A total of 553
respondents answered the questionnaires. The
findings showed that the respondents’
perceptions of the concepts of partnerships were
partial. Only a few school practices were carried
out and parents were identified as the primary
barrier to school and family partnerships. The
findings suggest that schools should adopt a
comprehensive model where parent involvement
should extend from home-based learning
activities into school-based instructional
activities. Schools should also solicit the
collaboration and participation of families and
communities in overcoming the barriers faced by
them.

Introduction

Background of the Study

The present education system in Malaysia focuses
largely on teachers as the key players in the
children’s education with little concentration
being placed in having parents as co-partners in
the children’s learning process. Schools are aware
that there is a gap between the school and family
institutions that often created unnecessary
problems for the children they share. School, as a
social system, functions within the framework of
the open system and it is shaped and changed

through the interactions with the environments
(Ballantine, 1997; Hoy and Miskel, 1982).
Schools cannot exist independently of the
purpose they serve for other structures in society
(Katz, 1978). Schools need families and
communities to co-partners with them to address
the multidimensional needs of children other as
none of them can work in a vacuum. Families’
support and cooperation in improving the
children’s education has been emphasized by
Hallinger et al. (1992) and Epstein and Becker
(1982). Synthesis of reviews by Dreeben (1968)
and Lightfoot (1978) note although differences
between schools and families exist, there is a
need to recognize important similarities:
overlapping of goals, responsibilities, and mutual
influence of the two major environments which
simultaneously affect children’s learning, growth
and development. This means schools recognize
the importance and potential influence and
contributions of all family members in the
children’s education.

Obviously, the individualistic roles played by the
schools and families which adhere to the concept
of separate responsibilities of institutions is not
practical anymore (Epstein, 1987a). A paradigm
shift in the school system is essential where the
concept of separate responsibilities of institutions
must be transformed into overlapping
responsibilities of institutions which emphasize
the coordination, cooperation and
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complementarity of schools and families, and
encourage communication and collaboration
between the two institutions. A shared
responsibility is a powerful tool for improving
schools and by bringing teachers, parents and
families together, there will be less blaming and
finger pointing at each other in the children’s
education.

Currently, parental involvement in the Malaysian
schools is via the school PTA’s platform. This
level of partnership is not integral in enhancing
school and family partnerships at all levels of the
children’s schoolings (Wee, 1995; Wee, 1996).
Parental involvement need to expand further
beyond the current practices if parents are to be
co-partners in the children’s education. One of
the school’s challenges is to collaborate and
tackle the issues collectively with families. No
baseline information on parent involvement
practices in primary schools exists; yet such
practices are an essential element of effective,
accelerated and SMART schools. This study
proposes to examine the teachers’ perceptions on
the concepts of partnership. Also, it attempts to
identify the school practices in parental
involvement and the barriers to school and family
partnerships in primary schools.

School and family partnerships is largely an
uncharted territory in the Malaysian education
system. Little is known about parental
involvement in schools except via the role of the
schools’ PTAs (Wee, 1995; Wee, 1996). It is
hoped that the findings of this study may benefit
all headmasters and teachers in primary and
secondary schools with information, knowledge
and skills on how to solicit and involve parents
and families to play supportive roles in assisting
the children in their learning process.

Research Questions

Specifically this study focuses to answer these

research questions:

1. What are the teachers’ perceptions of the
concept of school
and family partnerships?

2. What are the school practices in parent
involvement?

3. What are the barriers to school and family
partnerships?

Review of related literature

Concepts of Partnerships

The primary aim of partnership is for the school
to reach out to families, prompt them to realize
that they have a role, and they are responsible
toward the children’s learning process.
Partnership in education is the connections where
both the school and the family recognize, respect
and support each other in the children’s learning
process (Epstein, 1992). It refers to the assistance
it provides in escaping the dilemma of whom to
blame for the children’s failure in education.
Epstein (1995) states the principal goals of
partnerships is to develop and conduct better
communication with families across the grades in
order to assist students to succeed in school.

School Practices in Parent Involvement
School and family partnerships represent a shared
approach to the education of children. Partners
recognized their shared interests and
responsibilities for children and they work
together to create better programmes and
opportunities for students (Epstein, 1995). A
strong partnership between the school and the
home is needed if quality education is to be
provided to all children (Haley and Berry, 1988).
By working together, school and family can
reinforce each other’s effort towards a common
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goal; and without this cooperation, neither the
teacher nor the parent can be fully effective.
Schools need parents and families to join them in
their crusade to improve the quality of education
for all students. Earlier studies and reviews
suggest that the key to partnership is via Epstein’s
six types of parent involvement practices (Epstein
et al. 1997; Epstein, 1995; 1988; 1987). This
model includes:

Type I - Parenting: Basic Responsibilities of
Families

This refers to the basic responsibilities of
families: to ensure children’s health and safety; to
provide parenting and child-rearing skills needed
to prepare children for school; to respond to the
continual need to supervise, discipline, and guide
children at each age level; and to build positive
home conditions that support school learning and
behavior appropriate for each grade level.

Type 2 - Communication: Basic Responsibilities
of Schools

Type 2 refers to the communications from school
to home about school programmes and children’s
progress. In the light of the school’s
responsibilities in this parent involvement
practices, school should design effective forms of
communication so that families could be
informed of the school’s programmes and the
children’s improvement (Epstein, 1992).

Type 3 - Volunteer: Parent Involvement at School
This type refers to parent volunteers who assist
teachers, headmasters, and children in classrooms
or in other school-based activities. It also refers to
parents who come to school to support students’
performances and sports activities; to attend
workshops or other educational and training
programmes; and to improve themselves so that
they are able to assist their children in their
learning.

Type 4 - Home Involvement: Parent Involvement
in Home Learning Activities.

It refers to parent-initiated activities or child-
initiated requests for help, and instructions from
teachers for parents to monitor and assist their
own children at home on learning activities that
are coordinated with the children’s classwork.

Type 5 - School Governance: Leadership and
Participation

Type 5 refers to parents taking decision-making
roles in the PTA/PTO, advisory councils, or other
committees or groups at the school, district, or
state level (Epstein, 1992; Epstein and Dauber,
1991; Becker and Epstein, 1982). It also refers to
parent and community activists in independent
advocacy groups that monitor the schools and
work for school improvement.

Type 6 - Collaboration: Collaborating with the
Community

Type 6 practice refers to school having
connections with agencies, businesses
representatives, religious groups and other groups
that share responsibility for the children’s
education and future successes. Likewise, it refers
to connections that schools, students and families
contribute to the community (Epstein, 1988;
1992: Dietz, 1992).

Barriers to School and Family Partnerships
Study by Leitch and Tangri’s (1988) on the
barriers to school and home collaboration found
that teachers and parents acknowledged changes
in attitudes and behaviors; their need for
independence on one hand, and for structure on
the other was not fulfilling their responsibilities.
Teachers perceived too much permissiveness at
home, and parents spoke of lack of discipline and
limited expectations at schools. Teachers
perceived the cumbersome school systems and
culture, teachers’ lack of knowledge, skills and
attitudes as the major barriers to school and
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family partnerships (Leitch and Tangri, 1988).
Educators’ lack of knowledge, skills and training
on how to solicit parents to be involved have also
been identified as barriers to partnership.

Some parents believe that the school and family
constitute separate roles in the education of the
children, and their role is caring and nurturing
their children outside the school. Parents’ heavy
work schedules, lack of time, negative attitudes
and experiences were identified as the barriers
that affect their involvement in schools (Leitch
and Tangri, 1988).

Methodology

Survey methodology was employed to gather data
and information. Samples consist of 553
respondents from 20 primary schools in Petaling
district. Proportionate stratified random sampling
was used to select the samples. The instrument
used was formulated after a synthesis of existing
instruments by Joyce L. Epstein and Karen Clark

Table 1 - Concepts of Partnerships

Salinas (1993); Michael Dietz (1992); Wee’s
(1995) and Epstein et al. (1997). The
questionnaires were validated by a panel of
experts and pilot tested using 30 teachers,
randomly selected, from a non-sampled school
Data were processed using SPSS for Windows
Release 6.0 and descriptive analysis using
frequencies and percentages were used.

Findings

Concepts of Partnerships

Teachers’ perceptions on the concepts of school
and family partnerships were partial (refer Table
1). Majority teachers indicated a higher need for
parental involvement in Type 1: parenting
practice (96.4%); Type 4: home involvement
practice (91.3%); Type 6: collaboration practice
(88.2%) and Type 2: communication practice
(74.5%). Only a minimal need for parents to be
involved in practices pertaining to school
governance (4.3%) and as volunteers in
classroom instructional activities (14.8%).

practices

% Respondents indicating the Need for
Parental Involvement (n=553)

f %
Type 1: Parenting 533 96. 4
Type 2: Communication 412 74..5
Type 3: Volunteer 82 14. 8
Type 4: Home Involvement 505 91.3
Type 5: School Governance 24 4.3
Type 6: Collaboration 488 88.2
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School practices in parent involvement

The findings in Table 2 showed that the teachers

reported that only a few types of school practices

were carried out by their schools

(a) Type 4 home involvement practice, that is
parent involvement in the children’s home
learning activities predominates high (84.3%).
Teachers reported that the schools asked
parents to be more involved in the children’s
home-based learning activities, such as
assisting their children in their homework
and reading activities.

(b) A variety of communication tools, such as
telephones, letters notes, memos and
newsletters were used by the schools to
communicate with parents / families. The
schools’ contact with parents / families were
mostly pertaining to children’s academic
difficulty and classroom disruptions, rather
than informing parents of their children’s
success or soliciting parents to be involved in
the children’s learning activities

However, some school practices were not popular

in the schools studied. The practices include:

Table 2 - School Practices in Parental Involvement

(c) Teachers reported that parental involvement
in Type 5 school governance practice was in
non-governance activities, such as attending
PTAs’ meetings and in planning parental
involvement programmes in the schools but
not in activities related to the school
management and decision making process.

(d) Teachers reported that their schools
collaborated with the community especially in
assisting the community to organize after-
school programmes for students. The schools
also received financial support from various
businesses’ agencies.

(e) Parental involvement in Type 3 volunteer
practice was not a popular practice in most
schools (29.8%). Parent volunteers were
mainly in fund-raising activities but not in
classroom instructional activities.
Headmasters, teachers and the school’s PTA
were used to solicit parent volunteers.

(f) Type 1 parenting practice was the least
popular practice carried out by the schools
(26.2%). The schools neither provide parents
/families with techniques in assisting the
children with their homework nor courses or
seminars on parenting.

practices % Respondents indicating the Need for
Parental Involvement (n=553)

f %
Type 1: Parenting 145 26.2
Type 2: Communication 421 76. 1
Type 3: Volunteer 165 29.8
Type 4: Home Involvement 466 84.3
Type 5: School Governance 319 57.17
Type 6: Collaboration 287 51.9
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Barriers to school and family partnerships

Parents were perceived to be the primary barrier

to school and family partnerships. Parents’ job

commitments and lack of time (95.7%); parents’
negative attitudes and lack of skills (64.2%) were
identified as the barriers that emanated from the

family (Table 3).

A few barriers also emanated from the school
environments such as lack of school funds to
finance partnership’ activities (62.4%);
insufficient parent involvement activities (28.4%);
no close rapport between teachers and parents
(37.3%); and no time to organize parent
involvement activities (23.9%).

Table 3 - Barriers to School and Family Partnerships (n=553)

barriers f %

Teachers’ negative attitudes 36 6.5
Teachers have no knowledge on how to involve parents 59 10.7
Lack of initiatives from teachers 57 10.3
No close rapport between teachers and parents 206 37.3
School has no time to organize parent involvement activities 132 23.9
Lack of school funds to finance partnership activities 345 62.4
School does not provide activities that encourage partnership 157 28.4
Parents’ negative attitudes and lack of skills to help the school 355 64.2
Parents have no time and are too busy with work 529 95.7
Parents fear of not being able to communicate with teachers 121 21.9
Low social economic status of family 171 30.9
Parents’ low level of education 120 21.7
Distance from house to school 88 15.9

Implications and recommendations

1. Findings on the concepts of partnerships show
a partial partnership existed between schools

and families. Therefore schools need to
initiate and lead parents / families to be
involved by developing fundamentally

different kinds of capacities to involve them

in the children’s learning activities.

2. Only a few school practices was carried out.

The lack of school-based parental
involvement practices suggests that schools
need to expand the involvement of parents
from home-based and school-based support
activities into class-based and school-
governance practices by reinforcing that

parents / families have to play a greater role in
the children’s learning process. Schools can
provide opportunities to strengthen parenting
skills, enhance parent networks, and minimize
the stresses of parenting.

3. Barriers to partnerships can also be overcome
with the participation of everyone involved in
the children’s education. Schools ought to
solicit the collaboration of the state and
district education offices, community and
corporate agencies too. Their support are also
needed to assist schools and families to
overcome the conflicting schedules of
working parents and teachers via strategic
planning plans. A corporate culture where
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education is everybody’s business ought to be
instilled in the school environment.

4. Currently, teacher education programmes in
Malaysia did not incorporate family
involvement training in their curriculum. The
absence of in-service and pre-service training
programmes indirectly required teacher
education programmes to design an
innovative curricular so that substantial
family involvement training can be
incorporated to inculcate positive attitudes
toward family involvement.

5. Presently, there is rarely a coherent policy
framework to support schools in their efforts
to reach out to families and communities
although such policies are badly needed. It is
time that the education system needs some
transformative changes. The Ministry of
Education needs to put parent involvement on
the national education agenda by including it
in a list of National Education Goals. Federal
government support at Ministry level to enter
into a new partnership is essential if we want
to achieve the goals of SMART schools and
the National Education Philosophy.

Conclusion

The education system in the new millennium
should encourage all schools to promote and
adopt partnerships among educators, parents and
families, communities, businesses and corporate
organizations in their improvement efforts.
Schools need assistance, support, recognition and
on-going guidance in order to develop and
maintain successful programmes of partnership.
Any efforts to include parents and families in the
children’s education require a shift in the
educators’ and parents’ mindsets and attitudes
pertaining to the importance of children’s
learning. Families need to be more involved in
improving the children’s learning not only in the
homes, but also in the school’s environment so
that an integral partnership between the school
and the family institutions could be established.
School and family partnerships will only be
successful when students, families, teachers and
communities collaborate and interact with one
another in the children’s learning process.
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Section 3

Specific aspects of school-family-community
relations
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Teacher training on parents in education

Birte Ravn

The success of collaboration between families,
schools and communities depend on the teachers
and the schools. It is still on their premises that
this relationship unfolds. Nonetheless - or because
of this- many studiesfind among a great number
of teachers uncertainty and even fear of parents.
Many of these also find parentswilling to co-
operate but not feeling welcometo doit. Thereis
agreat variety inthis pattern which reflectsthe
local and national education policiesand
discourses, and the ways schools and education
are organized aswell aswhat socia and ethnic
groups teachers are meeting.

Little attention has so far been paid to how
teachers acquirethefacility to work
constructively with parentsin their particular
socia, cultural and economic context; what isthe
content and how isit organized.

This paper isan approach to line up some aspects
of this scenario in order to work out aresearch
project in the Nordic countriesto study teacher
training and education preparing for this
relationship and to make suggestions for
adjustment to lifeand learning in late modern
society. Any comments, references and
suggestions are therefore welcome.

Rationale

Acrossthe various approachesto study or practice
involvement of parentsin education aunanimous
request isbeing expressed to improveteachers
preparation for developing dialogue and
partnershipswith parents. All resultsfrom
empirical studies aswell asfrom attemptsto
establish and practice partnerships put the
guestion ‘ How can teacher pre-service and in-

servicetraining programmes nurture home-school
community partnership? * The OECD study
Parents as Partnersin Schooling (1997:53)
stated:

‘Principals, teachers and parents need more
experienceinworking together -andtrainingin
how to do it, especially since someteachersfind it
hard to relate professionally to adults rather than
children’.

Schoolsand teachers are getting new educational
rolesinthecontext of changing family structures,
socia integration and rel ationships between
educational and socia policiesat variouslevels.
Changesin socia conditionsand structuresfrom
industrial to ‘ post-industria’ or ‘information’
society are characterized by reflexive modernity.
Thisimpliesthat roles, structuresand tasks seem
less definabl e than they were conceived of in
industria society, educational contentsless
predictable, and social conflictslesscontrollable.
Teachersin late modern society are continuously
being faced with requirementsto explain their
practice. Asthereisno longer any agreeable
tradition or answerstorely on, teachersfed astill
more heavy burden, difficult to bear alone. Asa
consequence, they fedl unsure and vulnerable and
develop an attitude of closenessand arms-length
distanceto the parents (fx Cederstram 1991, the
ERNA PE conferencein Copenhagen 1996,
Hargreaves 1999, Sean Neill 2001).

Teacher professonalism

Teacher professionalism and schoolsto day seemto
alarge extent il to be conceptualized adjusted
schoolinginindustrial societies. Traditional
thinking and behaving put the brake on changing
behavior and attitudes (fx Sehested and Soerensen
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(1996), Wadskjaa (1996)). Many implicationsfor
teachersparent community relationshipsare
embedded in thewhole notion of teaching-as-a-
profession signifying animplicit distance between
the expert and the client, and in the framework of
education theories conceiving knowledge asa
transfer of abody of information moreor less
independent of theinteraction, the context, and the
influence of the affectivedimension onthe
cognitive and skillsdimensions of learning.

Pauline Newport madein the ninetiesa
qualitative study in three Australian schools (a
state school, a Catholic system school, an
independent school not part of any system) into
theway in which teachers construct their thinking
about professionalism and how this affectstheir
teaching practicein relation to parent
participation. The datagathered suggested that a
strong set of beliefs, associated with teacher
professionalism, act asabasisfor important
distinctions between ‘teachers’ and ‘non
teachers’. Although the resultsin general revealed
that the teachersin the study were in favor of
parents being in the schooal, this acceptance was
more in the terms of helpers under guidance and
control of theteachers. If parentsare not believed
to have the necessary background to participatein
activitiesrelated to curriculum or in decision
taking, it may not only hinder but also be
destructive to both teachersin their teaching
practice and to parents and children and to society
in general. As Pauline Newport says, theidea of
working with parentsimplies the need to share
‘power’ and thisis more daunting than that of
collegial work with peers. Teacher
professionalism needs to include the ability to
learn from parents and to be responsiveto their
expectations. Thereisaneed for apolitical
agendafor the development of teacher
professionalism within anew organization and
professional mode.

Andy Hargreaves and Michael Fullan (Canada)
havefor quite some years been working on
proposalsfor professionalisation of teachersasan
urgent part of educational reforms. They see

teachers as skilled agents of improvement,
teachers as agents of educational change and
societal improvement. They point to aneed for
interactive professionalism. To Hargreavesthe
changing relationships with parents are one of the
greatest challengesto teacher professionalismin
the postmodern age. *

Emotional geographies of teacher -parents
relationships

Hargreaves haslater been working on astudy of
emotions of teaching and educational changein
the province of Ontario in Canada. Oneof his
issues has been what he calls‘ The emotional
geographies of teacher-parents relationships’. In
this study he explores the deep sources of the
anxietiesthat the partnership with parents
represent to the teachers by analyzing anumber
of teachers' perceptions of their emotional
relationships with parents.

‘ Teachers experience positive emotion when they
receive gratitude and appreciation from parents or
find agreement and support from them. Inline
with the literature on the emotions of happiness
(Oatley, 1991), they are patterns which validate or
help teachersfulfill their purposes. There appears
tobeamoral closenessor agreement inthe
emotional geography of positively perceived
teacher-parent relations. But a second possible
source of positive emotion to which Oatley also
refers - engaging in rich relationships with others
- was largely missing in the accounts the teachers
provided. Close relationshipsinvolve more give-
and-take around purposes, more reciprocal
|earning among the peopleinvolved. The data
suggest that teachers may find this difficult. Y et,
by not seeking out and actively cultivating closer
relationswith parents, teachers deny themselves
the very positive feedback from other adults that
they most crave...

Hargreaves finds that the deeper reasons for many
teachers' damaging reluctanceto build such
relations with parents become clear when we |ook
a the dataon teachers' negative emotional
relationships with parents:
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the patternsof negative emotion in our dataare
firstly, onesin which teachers' academic purposes
and expertise are challenged or questioned by
parents - threatening the autonomy of their
professional judgment on teaching and learning
issues, and their ahility to achieve their purposes
by expressing that judgment without interference.
This seemsto be the chief reason why teachers
paradoxically avoid soliciting the feedback from
parents that might supply the praise they
otherwise crave. Moreinteraction and feedback
might mean more challenges to their expertise
and professionalism - arisk that many teachers
areunprepared to take. Second, on behavioral
matters, teachers want more than silent, distanced
respect from parents. They need to solicit parents
active support to get their children to comply with
school attendance policies and meet approved
behavioral standards. Negative emotion occurred
when such support was missing - when parents
were seen asfailing to meet their responsibilities.
A third source of negative emation intensified the
problems highlighted by the other two. Oatley
(1991) arguesthat in addition to unfulfilled
purposes, negative emotion arises when people
have weak or poor relationships. The socio-
cultural distance between someteachersand
parentsin our study made relationship-building
difficult, interfered with teachers’ and parents
ability to empathize with each other’ s purposes
and work more closely together, and undermined
the emotional understanding on which successful
partnerships depend. One further factor
exacerbates these differences and difficulties even
further - the professional and physical distance
that often exists between teachers and parents. ..

Wehavelittleresearch into teachers’ emotional
lifeinteaching. Waller (1932) wasthefirst one,
Lortie (1970 and 1975) has|ater touched this.
But, we have valuableinsight into what
cognitively leads teachers' activities. It has been
more ‘how’ than ‘why’. The context of teaching
and the teachers as persons are, however, two key
issues.

Affective education in a cultural context

The context of teaching - in particular with
reference to the emotional lifein school ‘the
affective dimension’ of teaching/learning - varies
considerably across countriesand cultures. This
unavoidably influencestheway parentsare
perceived - and perceive themselves - inrelation
to school and teachers. The next will illustrate
this. It draws on acomparative study of pupils
perception of school and learning in three
European countries, England, Franceand
Denmark (the ENCOMPASS study)® which | have
conducted together with ateam of researches
from Bristol University. Through a description of
teachers' rolesin thesethree parts of Europeand
of theway the affective dimension of teachingis
being organized in the three school systemsthe
impact of the context is obvious and hasto be part
of the datawhen making a study of teacher
training for interaction, dialogue and partnership
likethe onewe are preparing for.

Different teachers roles

In Denmark most teachersin the folkeskole' have
a combined academic and pastoral responsibility
for asingle group of pupils (aclass) for theentire
period of their schooling (i.e. from grade 1 to
grade 9/10). Class teachers co-ordinate teams of
three or four teachers who, between them, cover
the spread of the curriculum. They also havethe
major responsibility for links between home and
school which being constant for this span of
years, build up arelatively close relationship with
the parents. Typically, teachers also spend some
of their time teaching additional subjectsto pupils
in classes throughout the age range, as part of
other classteams. This helpsto integrate the
various groups within the school. In this study,
the classes normally consisted of approximately
18 -20 pupils of mixed ability and agreat
emphasis was put on the cohesion of the group
and its ability to work together, academically as
well associally. Use of the' classhour’ ° aseither
a separate time-tabled period or integrated into
other lessons, enabled the classteacher to build
up closerelationshipswith their pupilsandto
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investigate issues of concern, but many class
teachersfelt compelled to use some of thistime
for catching up on teaching mattersunder
pressure from international comparative studies
which had concluded that Danish pupilswere
behind pupilsin other countries, at some stages.
Policy initiatives meant that teachers were under
pressure to develop cross-curricular project work
and provide for adifferentiated curriculum within
the class group. Thiscreated quite alot of
difficulty for some of the teachers. Teachers,
generdly, felt free to interpret the national
curriculum framework in away that supported the
needs of their pupils by introducing themesthat
had a direct relevanceto their lives outside
school.

The English teachersin our sample were subject
specialists, teaching classes of pupilsthroughout
the agerange. They worked with other teachers
within the school who taught the same subject
and with whom they had regular ‘ departmental’
or ‘faculty’ meetings. To acertain extent this
alegiance to a subject gave them aparticular
identity which differed depending on the subject
which they taught. They were supervised by a
departmental/ faculty head who was usually part
of the schoal’ s Senior Management Team.

In addition to their subject teaching
responsibility, many of the teachers had a pastoral
responsibility, the Personal, Social and Health
Education (PSHE), as group tutor for aparticular
classof pupils. In theory, thisrole wasto |ook
after pupils' social and emotional well-being and
to betheinitial contact with parentsand home.
However, evidence from the project suggested
that thisrole was being reconceptualized asa
learning support rolein an effort to raise
standards, and constrained by ahighly
prescriptive curriculum. In practice, the short
periods of tutor time at the beginning of both the
morning and afternoon sessions were usually
taken up with registration and administration,
which left littletime to exploreissues or build up
relationships. Some teachers accepted this
situation; others considered it amissed

opportunity. Tutor groups were of mixed ability
but the pupils usually spent most of their time,
grouped by attainment, in subject lessons.
Teachersfound themselves under increasing
pressure to raise standards and meet government
targets. This, together with an intense inspection
system, left many of the samplefeeling
overworked and stressed.

French teachersin the sample demonstrated a
more restricted perception of their roleinline
withtheir civil service status. Typically, they
maintained a certain professional distance from
the parents of their pupils. Their focuswastheir
subject teaching and their aims concentrated
around encouraging pupilsto beinspired by their
subject and by ensuring that they got as many
pupils as possible to the correct level for the
following year. Teacherswere generally clear
about where their professional role ended and
where the school’ s non-teaching staff should take
over with regard to the social and emotional
needs of their pupils. Therewasno special time
set aside for the role as professeur principal (kind
of classteacher). It was normally carried out
during one of the subject teacher’ slessons. The
rolewas officially seen asone of being an
intermediary between home and school, but by
the teachers, it was mostly perceived asan
administrativerole. Itsfunction was perceived as
that of introducing and reminding pupils of the
schoal rules, liaising with other teachers and
guiding pupilsintheir school trgjectory.
However, thistraditional role was changing,
firstly, dueto policy initiatives and secondly due
to thetype of school popul ation with which
collégeteachersin difficult areas had to deal.
Some teachers were beginning to have amore
extended concept of their role, which included an
affective dimension. They weregenerally in favor
of the national curriculum, which they did not
consider to be over-prescriptive and which they
considered provided all pupilswith the same
knowledge and experience. They were generdly
not in favor of selection.

Time, space and educational ideasand priorities,
thus, provided different opportunities for teachers
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to meet the parentsin what could developinto a
partnership and real dialogue. Thiswasfurther
confirmed by thefact that akey difference
between the three educational systemsturned out
to be the way which the affective dimension :
personal, social and democratic education was
taken care of in the three systems.

The affective dimension

In Denmark, thisdimensionisto agreat extent
integrated in schoal life and the curriculum. Itis
partly taken care of by the classteacher, partly by
subject teachers during lessons and in meeting the
children outside classrooms. The headmaster and
the school board (made up of amajority of
parents with children at the school) are
responsible for both the academic and the
affective education. All parents are continuously
invited as partnersin their children’ saffective as
well as academic education. In England the
affective dimensionispart of aparticular
curriculum or programme and al so partly taken
care of by thetutors. Lower secondary schools
incorporate two systems: the affective or pastoral
system and the academic or subject teaching
system. The two systems are seen as separate but
complementary. Both are taken care of by
teachers. Parentsonly havealimitedroleinthis
respect. In France, the affective dimension had
until recently little and no formal placein the
curriculum. There are two very distinct systems.
These are subject teaching, the academic aspects,
and thevie scolaire, the affective aspects. They
aretaken care of by two different categories of
staff. Also in France the parents have alimited
roletoplay. They areinvitedif thereare
problems.

Teacher training was not part of the above study.
Itisprovided for in very different waysin Europe
and many teachers, even, do not havethe
opportunity to qualify for meeting the new
challenges which now inevitably entail coping with
socia and culturd problemsand problemsof
marginaization.

TheNordic countries

The Nordic countries are compared to other parts
of Europe quite similar with regard to educational
policiesand parent involvement. In the Nordic
countries parent teacher co-operation has for
many years been part of the school agendaand
curriculumin primary and secondary schools.
Teacher training courses, e.g. in education,
psychology, and practising, have to some and
varied extent provided an opportunity tolearn
about this relationship. Changing curriculumin
teacher education have, however, lately resulted
in areduction of the number of coursesin
education and psychology for teacher students
and to let more room for subject specific subjects,
while, on the other hand we can observea
growing public and national recognition of the
value of interaction and dial ogue between
teachers and parents.

In spite of the comparatively common ground of
education and social policies, there are culture
specific differences. A simple sentence from a
Swedish researcher who has compared the
welfare systemsin the Scandinavian countries,
Denmark, Sweden and Norway wherethe
differences are most evident: in the compul sory
school, explainsasignificant difference:

School canin Denmark be regarded as a state
supported prolongation of the home and thelocal
soci ety while the school in Swveden can be
regarded as a prolongation of the state.

Norway isin between.

This meansthat although we from outside | ook
similar to one another, the cultural context differs
in away that a comparative study of the context
of teacher training might be profitable. Not to
transfer models but to observe and to learn.

The Nordic studyinto being

The above mentioned common aspectsareto be
taken into consideration.

Focus will beto encircle being professional (or
competent) teacher in communication and
interaction with parentsin late modern society as
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this hastaken formin the Nordic democratically

founded countries.

The study will be divided into a preparatory study

in which documentary information will be

collated, like:

- Teacher training programmes, management

- Co-operation programmes, responsibility,
management - in class, school board, head of
school, teacher-time

Notes

- Thejuridical framework/system

- School forms/types.

In the main study information will at first be
gathered, analyzed from parents’, teachers
children’ s pictures of one another and compared
to the documentary information and the national
and local palitical, educational and cultural
context.

1 Joyce Epstein at the Johns Hopkins University have been conducted a study of this teacher training in the USA.
2 Itisinteresting to learn that he as participant in the first ERNAPE conference in Copenhagen in 1996 found that it
‘was very influential for his own ideas on school and community’ (he referred here to hisand Michael Fullan's

book ‘What' s worth fighting out there? 1998).

3 The Encompass project team: Marilyn Osborn, Patricia Broadfoot, Elizabeth McNess, Claire Planel, Pat Triggs,
University of Bristol, Birte Ravn, The Danish University of Education - and Olivier Cousin, University of
Bordeaux |1, Thyge Winther-Jensen, University of Copenhagen. A research report is available at the University of
Bristol, Graduate School of Education. A book isin print at Open University Press: Comparing Learners Across

Europe: Culture, Context and Policy.
4 Primary and lower secondary school (years 6 to 16).

5 Thisissimilar to theidea of ‘tutor time’ in England, and ‘I’ heure de vie' in France.
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Preparing teachers to work with parents'

Diana B. Hiatt-Michael

Outstanding teachers, such as those selected for
the Milken Teaching Award or those who achieve
National Board for Professional Teaching
Standards [NBPTS] certification, regularly
communicate with the families of their students.
These teachers appreciate the value of home-
school communication because experience has
shown that understanding and the family wasthe
essential to effectively work with the student.

A review of research during the past two decades
has supported that understanding (Epstein, 2001;
Hiatt-Michael, 2001). Teachers effortstoinvolve
families promote the following: (a) better student
attendance; (b) higher graduation rate from high
schoal; (c) fewer retentions in the same grade; (d)
increased levels of parent and student satisfaction
with school; (€) more accurate diagnosis of
students for educational placement in classes; (f)
reduced number of negative behavior reports;
and, (g) most notably, higher achievement scores
on reading and math tests.

Based upon these findings, National Education
Goalsand Improving Americas Schools Act
[TASA] in 1994 brought the importance of parent
involvement to the forefront in schools and school
districts. The eighth goal in National Education
Goals supports ‘ school partnerships that will
increase parent involvement and participationin
promoting the social, emotional, and academic
growth of children’ (U.S. Department of
Education, 1994). |ASA requiresthat districtsthat
receive more than $500,000 per year must
allocate 1% of those funds for parent involvement
activity.

However, the primary pressfor parent
involvement in teacher education programsis
coming from teachers entering the contemporary

classroom, many filled with students from
cultures other than that of the new teacher. These
new teachers report on standard follow-up
evauationsfrom their university that one of the
missing elementsin their teacher education
programsisworking with families.

Standardsor cour seson family involvement
issues

Until the past few years, most state teacher
certification departments did not require that
teacher education programsinclude standards or
courses on family involvement issues. The
Harvard Family Study Report (Shartrand, et al.,
1997) concluded that only 22 states had parent
involvement in their credentialing standards.
Cdliforniaisthefirst and only state that has
enacted |egidlation mandating prospective
teachers and certified educators ‘to serve as active
partnerswith parents and guardiansin the
education of children’ (California Education Code
44291.2, 1993). Cdiforniaenacted thislegidation
because parent involvement research indicates
higher student achievement and satisfaction with
schools and because professional educatorsand
parents/guardians may be from diverse cultures.
At present, the National Board for Professional
Teaching Standardsincludes parent involvement
as one out of the eleven generalist standards for
al three developmental levels-Early Childhood,
Middle Childhood and Early Adolescence.

Gray (2001) reported asignificant increase
during the late 1990sin the number of statesthat
had some administrative or credential statement
requiring that teachers should possess some
knowledge and skillsrelated to parent and
community involvement. These state-
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credentialing bodies added a parent and
community involvement component into teacher
education standards or adopted National Council
for the Accreditation of Teacher Education
[NCATE] standards that include such standards
for working with parents and the community.

The extent of parent involvement issues

To determine the extent of parent involvement
issuesin K-12 teacher education programsin the
nation, arecent representative survey of 147
universities with teacher education programs
tapped department chairs or deans of private and
publicinstitutionsin each of thefifty states
(Hiatt-Michael, 2001). The survey raised
questions on number of courses, types of courses,
topics, and classinstructional methods. Of the 96
who responded to the survey, 7 indicated that
parent involvement issueswerenotincludedin
any course. Twenty-two replied that the school
offered acourse devoted to parent involvement,
but this course was not required for K-12 teacher
education students. Such courseswere developed
for special education or early childhood teachers
or offered as an elective course.

Ninety-three percent of the respondents reported
that parent involvement issues were woven into
existing teacher education courses, such as specia
education, reading methods, instructional
methods, and early childhood education in that
rank order. In stateswith major portions of the
population coming from diverse cultures, parent
involvement isincluded in cultural diversity and
teaching English-as-a-second-language courses.
Universitiesin Hawaii and California, locales
with ahigh proportion of diverse ethnic groups,
reported the greatest number of courses that
included parent involvement issues.

Respondents replied that the most popular topicis
parent conferences. Thisfinding isimportant
because parent conferences are the most
pervasive home-school communication in schools
after the ubiquitous report card. Other topics, in
rank order, included parent concerns, parent
news etters, and working within the community.

Forty-nine percent of respondents reported that
students utilized case studiesin one or more
courses. Other instructional methods were
research studies (40%), role-playing (40%),
conflict resolution (32%), project creation (24%),
and home surveys (15%).

These research findings are similar to other
studies reported by Epstein (2001). Epstein aso
indicated that early childhood and special
education receive a disproportionate amount of
parent involvement attention within university
preparation and in school practice. In addition, the
research suggested there is alimited percentage of
programs that include other forms of home-school
partnership such as utilizing interactive
homework with parents, conducting parent
workshops, designing and producing class or
school newsletters, and planning aconcerted,
year-long program of partnerships. Theresearch
finds, however that although classroom teachers
assert that working with familiesisimportant to
the child's positive school outcomes, they receive
little formal training and, thus, possess minimal
knowledge and skillsto work with parents.
Teacher education coursesthat deal with parent
involvement issues and practices do make a
difference in subsequent classroom practice. An
assessment study by Katz and Bauch (1999) on
graduates from teacher education programs at
Peabody College, Vanderbilt University indicated
that these new teachers felt prepared and engaged
in adiverse number of parent involvement
practices because they had received parent
involvement training in their courses.

Infusion of parent involvement practiceswithin
all teacher preparation courses appearsto bethe
reported ideal, but not all professorsare equally
committed to parent involvement. Knowledge of
subject matter areas, standards, and testing
assume such priority by faculty, who notethe
emphasis by state and district administratorson
those topics, that the potent component of the
educational process—parent involvement--
receives significantly less emphasis.
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Work by Kirschenbaum and Hiatt-Michael
summarize numerous promising practicesfor
teachersrelated toinfusing parent involvement
into their university instruction (Hiatt-Michadl, in
press). Acquiring skillsto promote positive
home-school communication is one of the most
critical. These authors recommend that university
faculty aswell asteacher supervisors, master
teachers, and administrators utilize case studies
and role-playing to familiarize teacherswith the
intricacies of apositive parent conference.
Prospective and new teachers should visit master
teachersin classroomsto observe and critique
parent conferences. These authors suggest course
and classroom activities: preparing a case study
on afamily, making ahomevisit, providing
home-school literacy programs, preparing a
classroom newsletter, attending and participating
in aschool advisory council, and many others.
According to those outstanding teachers honored
by the Milken Foundation or meeting the
generdist standards for the NBPTS, other
activities should include how to effectively gather
important information from parents, how to
handle difficult situations, and how to connect
with parents on the telephone and in person.

If teachers do not receivetraining in teacher
education programs prior to entering the
classroom, opportunitiesto acquire such training
within the school setting arelimited. California
created the Beginning Teacher Support Activities
[BTSA] to support new teachers, especially those
who were entering the field with an emergency
credential. School districtsthat experiencea
teacher shortage may hire new teacherson an
emergency credential that requires new teachers
to possess only abachelor'sdegreein any area
and to passthe California Test of Basic Skills.
The magjority of these new teachersare not from
the same ethnic population as the students and the
community. Districts must apply to the state for
BTSA funding. Ten to twenty percent of the
BTSA program for new teachersincludes teacher
professional education to develop skillsto work
with families and the surrounding community.

The amount and types of activitiesvary with the
teacher, school and district needs.

Threenational hubs arethe most promising
sources for information, training and support to
new teachers. These hubs are connecting schools,
districts and statesinto networks of sharing,
development, and assessment. These hubs are the
clearinghousesfor practices, research studies, and
policy statements. Schools that connect with these
hubs showcase promising practicesfor parent
involvement. The Ingtitute for Responsive
Education at Boston University has researched
and promoted parent involvement issues for
nearly four decades. This group has connected
educatorsin the area of family, school community
partnerships across the nation and every
continent. The National Network of Partnership
Schools based at John Hopkins University
coordinates anetwork of schools, districtsand
state agencies that adhere to the Epstein model of
six types of parent involvement (Epstein, 2001).
This group promotes staff devel opment, the
creation of site action plans, and assessment at
each site. Administrators, teachers, and parents at
each participating site collaborate on these
activities. At thefederal level, Partnership for
Family Involvement in Education withinthe U.S.

Department of Education coordinatesadiverse
range of activities. The agency organizes staff
development sessions, collectsinformation on
promising practices, and disseminatesinformative
brochures.

Conclusion

Though the benefits of working with familiesare
documented, teacher education programs and
local school districts offer limited educational
opportunitiesto new teachers. Californiaenacted
alaw that appearsto have more university
support for parent involvement within teacher
education courses than stateswith only
administrative requirements or adoption of
NCATE Standards. In addition, through the
funding of BTSA Californiasupportsthetraining
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of new teachers at thelocal sitelevel. Inother towork effectively with families acrossall 50
localities, federal funding promotesworkingwith  states. Legislation appearsto bethe next stepto
families but may not require teacher professional foster teacher professional development inthe
development. Legislation is needed that supports areaof working with parents.

teacher education to meet necessary requirements

Note
This essay is an October, 2001, ERIC Digest, approved by OERI, U.S. Department of Education, under the auspices

of the American Association of Colleges of Teacher Education, Washington,DC. ERIC is the Educational Resources
Information Network, supported by the U.S. government.
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‘The school I'd like my child to attend,
theworld I'd like my child to livein.:.
parental perspectiveson ‘special education’ in Cyprus

Helen Phtiaka

I ntroduction

When we examine the rel ationship between home

and school in the case of familieswith children

with special needs from aparental perspective,

we are still concerned with the same questionswe

always are when we examine home school

relationships. Such’ questions are:

1. What do parents want from school ?

2. What do they get?

3. How can we improve communication between
the two so that they get what they and their
children’ want and need?

Inthis case however, new dimensions of the
problem, for the most part invisiblein the case of
home-school relations which do not involve
specia needs, appear. First, communication
between home and school hereisnot simply
advisable or even important. It isasine qua non.
No child with specia needs hasthe dightest
possibility of survivinginthe mainstream system
under current conditionsif an excellent
communication is not established between home
and school. Moreover, dueto thelong separatist
tradition in the education of children with special
needs throughout Europe, it is necessary hereto
arguefor the need to include children with special
needsin the mainstream classroom whichin turn
creates an increased need for communication
between home and school. Thisisnecessary in
order to achievethe desired level of
communication between home and school, but
alsoin order to dleviate possible grievances of

other parentsfor the existence of such childrenin

theclass. That isto say, theinclusion of children

with special needsin the mainstream classroomiis

possibly the only case where aneed for the

facilitation of communication between different

groups of parents may be necessary. New

questionstherefore arise here such as:

1. Why isit important to include children with
specia needs in mainstream schools?

2. Why isit even moreimportant now than it has
ever beeninthe past?

Thetext which follows attemptsto addressthese
questions.

Goingto school. A happy experience?

Your first day in school. Do you remember it?
Your child'sfirst day in school. Do you fear it?
Y our child' swith special needsfirst day in
school. Do you dread it?

Children are the most important investment we
make in thisworld. The most precious and the
most important by far. And thankfully we (still)
cannot get the children we want. When | was
pregnant for thefirst time | was dreaming of a
beautiful baby girl with red hair and green eyes
which would have therosy complexion needed to
be named Arothaphnousa, an old Cypriot name
which bringsto mind the long series of
rhododendronsthat beautify the long, hot and dry
Cyprus summers. Instead | was lucky enough to
get abeautiful baby boy with brown-blond hair



190

A Bridge to the Future

and awheat complexion that growsdarker inthe
sun. Hewas called Demetris -my father’s name.

Do | love Demetris as much as| would have
loved Arothaphnousa? Of course | do! Would |
have loved Arothaphnousaas much as | love
Demetris? Who knows? The children we bear (or
those we choseto adopt) are our most real
creations, littleimages of ourselves, and the truest
heritage we leave behind on departure for greener
pastures. We accept them for what they are, we
love them, we want the best for them.

Do we always? Well, sometimes thisismore
difficult than others. My friend Betty used to say
jokingly for her daughter Catherine, my
Goddaughter: ‘ Damaged goods! You should be
allowed to return them!’. Catherine was born
lovely and healthy and in three months of life
developed an unknown, undiagnosed, unclassified
syndromethat rendered her severely mentally
retarded, deprived her of movement, speech and
any other apparent form of communication with
theworld around her. Do her parentslove her? Of
coursethey do! Do they want the best for her?
They are doing everything in their power to
secure an education that will guarantee a better
futurefor her. Do they accept her? After thefirst -
understandable- shocked reaction to the
unexpected, the answer hereisalso emphatically
yes. Note here thewords of another ‘ special’®
mother, the mother of Maria:

Mariawas a shock for usat birth. Suddenly the
moment | gave birth my husband and | saw a very
lively baby but also a baby who looked like alittle
monster. Her head wasbadly distorted, her
fingersand toes stuck together, six a piece.

mother of Maria, a girl with multiple handicaps

Children who are different fromthosewe are
expecting still command agreat deal of our love,
and our pain. We still want the best for them; the
best school, the best world. In order to get the
first, we need the second. In order to get the
second, we have to create thefirst.

Let uslistento parentsthemselvestalking about
their expectations. HereisMichalis mother®:

‘Itisnatural for parentsto expect the school
environment to be hospitable, well equipped and
of coursewell staffed. To have a programmethat
adaptsto the needs of the child and does not force
the child to adapt to needs and conditions that
are beyond his’her needsand interests. How
everything isdifferent, most of thetime, for
parents of children with special needs!’

mother of Michalis, an autistic boy

Thenatural anticipation for the beginning of a
child’ sschool career often becomes animmense
source of stressfor the parents of achild with
special needs. Zenon' s mother indicates this:

Fromtheyear before (the beginning of Zenon's
primary school attendance) | visited the head of
the school and | informed himthat next year he
would have a child with special giftsstudyingin
his school. | explained that Zenon retained very
good communication with hisenvironment,
possessed awell devel oped vocabulary, and had
not faced any difficultiesin hisintegrationin the
nursery school. We began to worry asthe year
was approaching. | personally felt asif | were
walking on atight rope.

mother of Zenon, a deaf boy

Thefirst experience of school isalso often
extremely disappointing as the same mother
indicates:

Unfortunately the class teacher had some difficult
previous experience fromthe past, fromthe
integration of a child with special needs (not
deaf), and she was very skeptical, right down to
hostile some times. Maybe | had contributed to
this myself due to the enormous stress | was
under.

mother of Zenon, a deaf boy

Quite obviously, in the case of achild with
special needs and his/her family the oddsfor a
positive, happy start in school are severely
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reduced. Y et we know that thefirst impressions
from school are often the longer lasting onesand
they prepare the ground accordingly for the
interactionsto follow. As| haveindicated in
previouswork (Phtiaka 2001) abad startin
school might create a bad climate between home
and school that isvery difficult to overcome later.
Clearly such astart hasto be avoided at all costs.

Why so many difficulties?

Why isthere an increased chance for afamily of a
child with special needsto start off badly in
school ? It seemsto methat there are four main
factorswhich contribute to this effect:

I.  Increased Parental anxiety

I.  Increased School anxiety

I11. Increased practical difficulties

IV. Separatist culture

Asthe quotations used above and el sewhere
(Phtiaka 2001) haveindicated, parentsare
particularly anxious asthe time approaches for
them to send their child to school, especially the
primary school where there may belittle room for
negotiations over the curriculum or theteaching
and/or assessment methods for instance. This
anxiety often distortstheir first contact with
school and givesthe wrong message to teachers
asit makesthem appear aggressive or demanding
or even angry when they arejust insecure and
afraid.

Increased anxiety may quite possibly exist alsoin
school as soon asthe message arrivesthat thereis
achild with special needsready to be admitted, or
asaresult of afirst meeting with anxious parents.
Such anxiety exhibited on behalf of the school
may & so be misconstrued by receiving parents as
asuspicion or even asarejection.

The ‘meeting’ of two anxieties construed along
theselines can be adisaster asthe parents‘ read’
the school saying: ‘we don’t want such troublesin
our hands', and the school ‘reads' the parents
saying: ‘we shall be watching you and expose you

at thefirst mistake' . If such abad startis
established, one can expect that every decision
taken regarding the child from then on can easily
be misinterpreted and | ead to further
misunderstandings.

Added to the natural anxiety of parentsand
school, if and how they are going to cope with
each other, ismore often than not the reality of an
increased need for material or human support
(special equipment, extrateaching support,
specific staff expertise, extended working hours)
which often goes unnoticed by the administration
responsible. Schools or teachers may be required
to put in that extra effort without the extra support
needed. Thismay well lead to resentment, lack of
cooperation or rejection.

Thethreefactors mentioned above areall real,
and present teachers, parents and pupilswith
specia needs with problems over and above the
regular communication difficultiesusually
identified between home and school. Suggestions
asto how such problems can be handled in
practice have been offered el sewhere (Thompson
and Arora, 1996) | wish however to arguethat the
main reason for the increased difficulties often
faced by families and schoolsin their
communication over children with specia needs,
isthefourth factor stated above: the separatist
culture. The anxiety families and schoolsfeel in
their ‘first meeting’ aswell asthe apparent (and
the real) shortagesin support regarding the
education of achild with special needs, are all
derivitives of the separatist culture. The separatist
cultureisthe cause, and these are the effects; the
separatist culture isthereason, and these are the
pretexts; the separatist culture isthe motive and
these are the excuses. They exist only becausethe
separatist culture existsand is predominant in
European education and society for hundreds of
yearsnow.

L et us see how this cause and effect manifests
itself.
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Separatist culture

Able-bodynesshasfor avery longtimein
European history been the measure by which
everything isjudged (Hevey 1993). In Classica
Greece, the cultural ancestor of Modern Europe,
bodily beauty haslong been coupled with health
and able-bodyness aswell asvirtue and goodness.
Physical or mental deviationsfrom the norm have
been interpreted as punishment from the Gods
(Tiresias, Hercules) or even self inflicted
punishment still originating from the Gods
(Oedeipus). Disahility isundesirable and hidden
even among Gods. Hephaestus, God of Fire, one
of the 12 Gods of mount Olympus and married to
the Goddess of Beauty Aphrodite, islameand
considered ugly and bad tempered to an extent
that amost justifies Aphrodite’ slove affair with
Aris, the God of war, aggressive, able bodied and
handsome. Eros, the little God of lovein afruit of
thisunion and not the union of Aphroditewith
her lawful lame husband. The husband spends
most of histime hidden away in hisworkshop
working, whileillegitimate but able-bodied and
beautiful Erosis shamelessly flying around
playing games at the expense of Gods and mortals
and soistheillegal couple.

As Education becomes obligatory in one
European country after another, the lawswhich
enforceit exempt children with physical and other
problemsfrom the obligation (Phtiaka 1997). For
some of them, those who are considered capable
of receiving education, special

school ¢/institutions appear to offer education and
training alternativesfor arespectablelife away
from begging. Others are not so lucky. What we
have cometo call special education developsasa
system completely independently and separately
from what we have cometo call mainstream
education and alwaysin away that the former
coversthe latter’ sneeds (Tomlinson 1982, Slee
1998). It isaslate asthe |ate twentieth century
that most European countries begin to consider
the special education system alongside the
mainstream as two poles of one and the same
system, the education system.

Theintegration movement, fruit of thisparallel
process, and therefore adirect descendant of the
separatist tradition, ripensin Europein the
nineteen eighties, only to proveinadequate to
solvethe problem of education of children with
special needs. Itisthisfailure, heavily duetothe
separatist heritageintegration carrieswith it,
which callsfor the appearance of anew, totally
different movement, quite mistakenly often
confused with the integration movement, that of
inclusion. Theinclusion movement however does
not share the same history with theintegration
movement. It isinstead anatural outcome of a
disability discourse which isbased on human
rights (Phtiaka 2001a). For theinclusion
movement, the whol e discussion on the pros and
consof theintegration of children with special
needsin mainstream education settingsis
irrelevant. We no longer -inthe 21* century-
discussthe pros and cons of compulsory
education. In contemporary Europe educationis,
for all itsdrawbacks, awell established basic
human right for all children (Fragoudaki 1985).
Nothing more and nothing | ess than that.

Thediscussion thereforeisno longer if we shall
educate children with special needsaongside
children without special needs, but rather how
shall we educate all children according to their
needsin avery limited, very unsuitable, highly
competitive educational system like that of most
European countriestoday al thisinan
increasingly complex, market-led globalized
context (Barton 1999).

Oliver (2000), based on Kuhn'sanalysis, argues
that what has happened to usisashift of
paradigm. From the paradigm of special
education we have moved on to that of inclusion.
We haveindeed. The paradigm of special
education, evenin its most sophisticated
metamorphosis, integration, has proved
inadequate to cope with contemporary complex
needs and realities (Vlachou, 1997). It has
therefore been replaced by anew one, that of
inclusion. The paradigm of inclusion indicates



A Bridge to the Future

193

that all children have aright to be educated in the
schoal of their neighborhood regardless of their
particular needs. The specific arrangements
necessary to cater for their need arejust amatter
of logistics that has to be taken care of ..

My account so far has shown, | trust, ‘why isit
important to include children with special needs
in mainstream schools . We have, to stressit once
more, that on the basis of ahuman rights model of
education thereis no other option in this space
and time, but co-education of children with and
without special needs or disabilities, asthereisno
other option but co-education of boysand girls,
black and white, ethnic minority and majority
students, etc. etc..

For children with any disability of mind or body,
lack of the opportunity to be educated alongside
their peers and acquire the benefits of this natural
closeness, needsto be considered asan
unacceptable form of discrimination. The voice of
disabled adultswho have themselves been
subjected to various forms of ‘ specia education’
whilein school (Barnes, 1992; Oliver, 2000)
verifiesthis.

Thefuture- bright and beautiful?

| would now like to indicate why 4n my view-
inclusion of al childrenin one classroomis now
much more important than it has even been before
inhuman history.

Boundaries placed by geography, time, distance,
communication problems, language, national
borders, religion, culture, etc. etc. usedto bea
very useful way to classify the world around us.

They used to function very effectively as
guardians of our differencesand our mistakes.
Thiscan nolonger be! The barriersthat used to
separate and protect usasdistinct nations,
cultures and philosophies, in Europe and
elsewhere are being forcibly removed. We, as
citizens appear to have almost no choiceinthe
matter, unless we consider Genovaan alternative.
We arethrust, willingly on otherwise, in the same
‘classroom’ regardless of our expertise, our
preferences, out skills, our talents, our abilities.
We haveto work together. We havetolive
together. For good or for bad. For better or for
Worse.

Under the circumstances, tolerance of each
other’ s strengths and weaknesses, idiosyncracies
and specialtiesisthe only option we haveif we
areto continueto (co-) exist. Inclusionis par
excellence the educational practice on atolerant
philosophy and isthe only way ahead. The
aternative is more twin towerswhich lead to
more bombings, which bring about new twin
towers, which lead to more bombings, and so on
and so forth until the end of the world, which will
not be very far if we continue at thisjolly pace.

Conclusion

Communication between home and schoal, but

al so between home and home and school and
school in essential in the case of children with
special needs. Contrary to traditional viewswhich
consider specia education aminority interest, its
natural successor, inclusive education, isaglobal
interest in every sense. Communication is
therefore al so necessary between discourcesin
therelevant fields.
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Notes
1 Clearly there are a number of questions raised here. | choose to concentrate on just three of them in order to make

my material manageable.

2 There are often differences between what parents and children want or what the first think and the second really
need. For the purposes of this exercise we shall assume that parents act as advocates for their children.

3 Theterm is-of course- used ironically to criticize the way mothers of children with special needs are perceived.

4 The extract, translated from greek, comes from a presentation Maria's mother gave at a special education seminar
series at the University of Cyprus on September 16" 1996.

5 Psychology seminar, University of Cyprus, November 6" 1996.
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Minimalization of failure at school in Poland:
Children and youth from socially deprived families

Elzbieta Bielecka

Introduction

The present-day school can play a leading role
and can integrate overall influences exerted by
various environments, lobbies, bodies,
organizations and societies. Here there is much
room for the community school or the family-
supportive school. M. Winiarski' says that the
distinction of the community school lies in
absorbing two simultaneous impacts : one
directly addressed to students and the other
indirectly addressed to their family, out-school
bodies, students’ organizations - actions centered
on students’ welfare and their family’s welfare.

Here I discuss the possibilities of collaboration
between school, family and local community. I
focus on the minimalization of children’s failure
at school and staging links with parents from
socially deprived community. It must be stressed
that the above issues relate to a regular public
school. Unlike a private or a non-public school (a
parent-run one), the public school does not enjoy
a full range of facilities (organization, housing,
finance, personnel) to introduce new ideas or
activate members of the community. The
structure of the financed by private sector school
and the motivation of both parents and teachers
are totally different.

As a university teacher and having experiences in
realizing various educational programmes on
behalf of children at risk and socially deprived

families, I wish to share my remarks and tell

about my doubts.

By combining theory with practice, I make an

attempt to find out:

- what is a chance of minimalization of
children’s failure at school (children making
troubles at school)?

- is it possible at all and if so, how to work with
educationally ineffective parents who come
from socially deprived families?

Children’s Failure at School

The above problem is widely known. Also the
cause of it and preventive measures are broadly
discussed. Failure at school is defined as ‘an
emergence of differences between educational
purposes and student’s progress resulting in
negative youth’s attitude towards school’.
Researchers indicate to different stages of failure,
both hidden and open ones. They say that the
failure and difficulties at school are linked with
developing child’s personality and such factors as
social, moral, psychological and economic. On
the other hand it is just school which is supposed
to create a chance of student’s developing correct
personal features and achieving success.

From social viewpoint, school is to facilitate for
socially deprived groups access to education. As
a practitioner I am concerned about a statement in
attachment no. 1 to the Regulation of the Ministry
of National Education on the Curriculum for
General Education, which reads ‘teachers should
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take actions to give equal opportunity for
students”’. It is hard to eliminate educational
failure when there is negligence in community
and children living in poverty are faced up to
career barriers. The question is: do principals,
school counselors, teachers, liaison teachers take
thorough actions on behalf of the children? How
much can school liquidate or considerably reduce
the barriers without the support of educational
and local government authorities?

T. Lewowicki says that ‘student’s failure at
school is the school’s and teachers’ failure as
well’* and he adds ‘the State is relinquishing a lot
of commitments and subsidies to the education
sector. Local community, parents and teachers are
not able to take over all the burden. In
consequence, school’s setback is a result of the
condition of the whole society. But it is children
who suffer most™’.

Realization by school of prescribed functions
While realizing the prescribed functions on behalf
of children neglected , school is supposed to find
out the child’s living conditions and single out
the environmental causes of his lack of school
progress:

- find out teaching problems and prepare an
efficient organization system to teach student
individually and to introduce appropriate
teaching techniques;

- stimulate and enhance children and youth’s
experiences at and out school;

- keep contact with local community.

Budget funds on education are significantly being
cut, which decreases a number of teachers, school
counselors, liaison teachers, therapists and
logopaedists at employment. In many cities the
principal in charge of a public school is not an
experienced teacher, who should be a post-
graduate but ‘representative’ or supporter of a
political party. These definitely undermine the

image of the Polish state-education system. The
other problem is how to change the viewpoint of
not only experienced teachers with a long length
of work but also parents and make these people
work together. How to integrate bodies and
agencies from the community? My and other
researchers’ works reveal that most often than not
parents see school as a prime action-maker. In
addition, the parents who want to be active
partners for teachers and be engaged in school
activities send their children to private or non-
public schools.

Parents are prime educators and care-providers. In
many cases teachers blame parents for teaching
and educational trouble made by their children.
On the other hand teachers are believed to be
responsible for making school progress by
students. This does not serve well for a child and
does not create positive relations between adults:
teachers and parents. What is needed is an open
conversation and friendly meeting between both
sides, and then joint arrangements and
educational actions. This makes either side
responsible for a proper course of educational
process.

In the community school favoring friendly family
relationship, teachers in charge support
partnership and a stronger position of a parent in
school, not just his presence. Parents should be
engaged in working out the strategy of actions
and improvement of those already implemented.
Thus the parents assume responsibility for child’s
doing at school, in other words child’s excuses,
lack of motivation to classwork, days absent,
tardy etc.

Mutual work by parents and teachers has an
enormous effect on child’s doing at school, his
progress and motivation to enter further
schooling. Economic and social benefits exceed
largely the costs of child’s failure at school.
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A well-working project introduced to many
European and American schools is the one
managed at a family - educational centre, which
is also run by parents. Parents, from socially
deprived background, like their children
experienced negative classification and damaging
labels. Therefore the health, educational and
recreation programmes in operation are to
develop both parents’ and children’ skills. The
programmes can be linked with child’s learning at
school and addressed to local community.

In the city of Bialystok a team of educators have
been making sessions with the educationally
ineffective parents. Their children are signed up
for the program Big Brother Big Sister. Being an
educational supervisor of that programme, which
is commissioned for the area of North-East
Poland, I can state that the biggest problem is
how to convince and mobilize the parents to
attend the session regularly. It is very hard for
parents to overcome ‘habitual helplessness’ and
‘damaging labels’ and then to activate their
individual strength. Despite these, one-year’s
time of putting the programme into practice by
working with a child and his parent(s) is bringing
profits with regard to some trainees. Some parents
are beginning to act differently at home and cope
differently with family problems. Also their
children are behaving different at school and
among his school mates. At the same time more
and more schools are applying for admission to
the programme Big Brother Big Sister. This
implies that within one year the projected
objectives are reached. Such results are brought
in thanks to having found out the needs of the
local community, having interviewed its
members, having recruited experienced educators
and having given a good training to volunteers,
namely students on how to work with children at
risk.

The principle of subsidization

As a result of the transition period reforms
underway the Polish family is exposed to a
number of threats which affect its internal
framework and its relations with the society. Such
threats have a number of implications and when
they come up they bring evil syndrome.
Particularly when they accumulate and emerge
they have a grave effect on the family-related
education. The latest family -educational
strategies are centred on backing up and working
with the whole family at its natural environment.
Only in the natural environment the process of
child’s socialization and education is effective.
Regular and intensive work with the biological
family can be a basic weapon against the social
pathology. On the other hand putting focus on the
child only does not always produce good and
long-lasting results. The vast attention should be
paid just to a proper functioning of the whole
family, including right relationship among family
members and prompting emotional links among
all the members, but not to reinforcement and
restoring parents’ care-providing functions. In
very hard cases it is advisable to separate family’s
pathological effects from the child.

Before taking an action, teachers, educators and
social workers should answer the following
questions: how can we work with parents or care-
providers to meet the child’s needs and to
develop him right?, what are reasons and
objectives of our work with the family?, how
should we listen and back the parents?

A timely diagnosis describing the cause and
mechanism of the pathological condition,
effectively eliminates or remedies irregularities,
which may in future turn into serious
malfunctions or social inadequacy. The home-
training and video interaction training techniques
answer to when, how and why there is a
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communication disturbance or gap among the
members of the family. The chief objective of
those techniques is to introduce a positive
perspective to the family and teach the parents the
fundamentals of right communication with their
children. In Poland since 1995 the Foundation for
Children at Risk based in Cracow has been
managing the two-stage Video Interaction
Training within SPIN-Poland project. The
sessions are addressed to such professions as
teachers, educators, psychologists, care-providers,
nurses and doctors. By studying the video record
those people teach parents how to stimulate a
proper development of the child with
psychosomatic disturbances.

However the introduction of those techniques is
resisted by practitioners, who are not accustomed
to working in the new way. Their fear is centered
on how to put in practice the techniques while
working with the Polish family at risk. When to
intervene or provide assistance just on time? Is a
Polish parent ready to make self-criticism, to see
his faults when in contact with his children and
spouse? Another problem bears moral issues,
which is the line of interference to the autonomy
and self of the other man.

The same doubts came into light when a Video
Interaction Training session was held under
Socrates-Erasmus Programme at University of
Bialystokﬁ. Initially the students were skeptical
but as soon as the Dutch teachers elaborated they
took interest in studying the training strategy and
applying the methods in their future teaching
career.

Teachers and parents should be prepared for
finding out the child’s needs and problems in
advance. When attending a special training they
can learn how to see through such symptoms as
malnutrition, insufficient sleep, bulling, dyslexia
and others. The identification of those conditions
is followed by seeing specialists in right time and
providing professional assistance.

The problems experienced by the socially
deprived family are complex. Those are caused
not only by family conflicts and educational
failure but also by financial and housing
problems, which in turns, in many cases, result
from unemployment, illiteracy and low social
status. For these reasons the family needs
specific, complex and comprehensive assistance.
First and foremost such a family must be
encouraged by indicating its positive family
elements, which could be: what they can change,
what they want, what are their ideas for
overcoming the existing problems. How
successful a teacher working with a family at risk
can be without improving the family’s economic
status and without guaranteeing its safety? Does
he have the right to teach the mother right
communication within the family at the time
when she is suffering from job loss or money
shortage? Does the concept of better future sound
fictitious when the family lacks basic means of
livelihood?

Therefore parents, educators and social workers
should project together child’s learning and take
care of his health and development. That is not
possible unless professionals and community
decision-makers establish a social network to
support the family in hardship. When introduced,
the strategy will improve a project and will
considerably affect individual’s or family’s self-
esteem. A sound family builds a strong network
of a safe and supportive neighborhood
community. Moreover, a sound family reinforces
the social involvement of its members and gives
trust to social interactions. As a result people
gladly enter voluntary organizations.

The strategy of comprehensive support to be
made in advance is a parallel realization of
preventive projects and it cracks down juvenile
delinquency as well.
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In-born inactivity and family’s malfunction can
be curbed by a very interesting and promising
project ‘career-ladders for parents’ introduced by
H. Lawson and K. Briar-Lawson’. It is designed
for unemployed, illiterate parents and to be
realized by family-supportive community schools
and social and health service agencies. The
parents who enter the project can:

- change their attitude towards school as an
institution;

- get involved in school and help a teacher,;

- be awarded a diploma of teacher aide;

- continue their education for career in school,
social welfare system, health service or
government administration.

The project is addressed to both generations

because it meets the parent’s needs and prevents

future family problems. It also intensifies the
work of teachers and social workers.

Not every step of this ladder can be introduced to

the Polish schools. Nevertheless one must make

an attempt of activating parents, particularly in a

socially - neglected community.

Another important issue is minimalization of
children’s failure at school and comprehensive

Notes

work with the child and his family in a rural
community. T. Pilch says ‘the destitute rural
community enjoys the lowest grade of education
and the highest number of children. It destines to
live the life of their

forefathers. Unless the community is inspired by
promoting and counseling sessions, the number
of such communities will be on increase’”. In
practice this problem has not been overcome
because the locals receive a minimal social
welfare, insufficient education for parents and
counseling for children. There have not been
overall research programmes or theoretical
studies on the activation of rural community.

This paper describes difficulties and hopes for
building relations between family, public school
and local community.

The family-supportive school will succeed if
parents, teachers, local authorities are motivated
enough and prepared for the introduction of that
project, if they understand that the strategy of
cooperation and responsibility for education of
new generation is a bridge to the future.

1 Winiarski, M. (2000), Family — school — local community. IBE Press, Warsaw, p.249.

2 Okon, W. (1996), New educational dictionary, ‘Zak’ Press, Warsaw, p.190.

3 Journal of Laws of 1999, No. 14/129, Attachment 1, Warsaw.

4 Lewowicki, T. (1998), Failure at School (typical formulations — conditions — positive programmes, pedagogy of

success at school), in: J. Lyska (Eds.) Failure at School, ‘Impuls’ Press, Cracow, p 36.

5 Tbid., p. 37.

6 Since 1996 the author of the article has been organising and co-ordinating exchange programs for students at

the Faculty of Pedagogy and Psychology at the University of Bialystok, Poland, and Fontys Hogescholen SPH,

Eindhoven, the Netherlands.

7 Lawson, H. & Briar-Lawson, K. (1997), Connecting the Dots: Progress Toward the Integration of School

Reform, School-Linked Services, Parent Involvement and Community Schools, Oxford, Ohio.
8 Pilch, T. (1999), Controversies about school, *Zak’ Press, Warsaw, p. 140.
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Young people’s representations of school and family

relationships in Belgium

Willy Lahaye, Pierre Nimal & Patricia Couvreur

Introduction

School and family relationships are currently the
stake in convergent political and social interests.
Studies carried out about school show that
parents’ involvement in the child’s school-life is
a deciding factor in the young people’s success
(Macbeth, 1989; Rochex, 1994; Royer, Saint-
Laurent, Bitaubeau and Moisan, 1996). These
findings are a strong argument for educational
policies which are currently developing a
decentralization of the school system
management, inviting parents among others to
manage in collaboration the school and its
projects.

The involvement of parents in the educational
system has become a national reality. The
O.E.C.D. report (1997) attests to the growing
presence of parents in the school. This will is
also seen in the recent decree setting the missions
of primary and secondary education in the
French-speaking Community of Belgium. This
decree aims at making local actors directly or
indirectly involved in the educational system
aware of their responsibilities. Among these
actors we find the parents who are currently
taking part in the management of the school’s
pedagogical project.

Parents and teachers are currently undergoing a
transformation of their pedagogical role. In this
changing context, we wonder how young people

view school and family relationships. How do
those young people, who are in the middle of
academic preoccupations, live school and family
relationships? What are, according to them, the
final aims of these relationships? Our study
shows that young people have very different
points of view about these issues.

Indeed, the ‘go-betweens’ that are pupils
between school and family (Montandon and
Perrenoud, 1988) give us contrasted opinions
about the relationships between both institutions.
Studies in educational sociology which analyze
the young’s point of view on socialization
processes they live are rare. However in the
present situation, the reading of pupils’
representations has taught us several things for
the application of a new policy transforming
school and family relationships: the young tell us
their experiences and their expectations
concerning these relationships. The young’s
different points of view show at a certain extent
the way they and their family will anticipate the
new policy in school and family relationships.
The application of any political project must take
into consideration the point of view of the actors
it involves. The current study partly meets these
requirements.

School and family relationships.
The success in education is in the centre of
school and family relationships. We see that the
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child allows itself to learn when the family
enables him to do so (Cloutier, 1994). The
interiorization of the educational project by the
child goes through an acknowledgement of this
project by his family. That is why the family is
considered as a partner for school which cannot
be ignored.

Since the seventies, there have been a lot of
attempts to involve parents in the educational
system (Ravn, 1996; O.E.C.D., 1997). According
to J. Epstein (1992), six forms of parental
involvement can be distinguished. They range
from a weak level of involvement to the ultimate
stage that is partnership. Each of these kinds of
parental involvement develops its own idea about
school and family partnership:

1. The school helps the family in its duties
towards the child;

2. An informative relationships links the school
to the family. The school assures sufficient
conditions for this communication;

3. The family is involved in the school for
functional tasks;

4. The parents are involved in home-works. The
school helps the family in its supervising role;

5. The parents take part in school management;

6. The educational project is the result of a
partnership which involves parents, school,
enterprises and the community.

The partnership is a pattern supported by the
community of educational research workers
(Macbeth, 1989; Bouchard, Talbot, Pelcaht et
Boudreault, 1988; Pourtois et Desmet, 1997).
The politician also supports this philosophy.
Most European countries have wished to begin
an educational policy focused on partnership
(Bogdanowicz, 1994). However, the evaluation
of parental involvement in the European school
system shows that it is often reduced to a
participation in the management of the school

system. In this case, the parents are invited to
give their opinion and make decisions about the
school project, the calendar, the recruiting of
employees, the disciplinary system... The parents
are thus not considered as real partners of the
educational act. It appears that the only
pedagogical formulas focused on school and
family partnership are exclusively experimented
in some privileged places and for a limited time.

Moreover, research in educational sociology has
shown that the relation to school changes with
the social background of the families
(Montandon, 1994). Parents who develop a
collaboration or a partnership with the school are
mainly issued from privileged backgrounds and
are a minority. On the other hand, a large group
of parents prefers to delegate powers or to
mandate the school. They come mainly from the
working-class and are characterized by a
desinvolvement in front of the school stakes. As
far as the executive families are concerned, a
style of contribution inside the school system is
preferred. They are ready to be involved in
precise and punctual tasks in the school.

School and family partnership is far from being a
reality, but it is still an ideal to reach which is
encouraged by many governments making use of
a policy bringing together school and family
(O.E.C.D., 1997).

This bringing-together has led to the ‘return of
the parents’ who had been excluded from school
since its creation (Meirieu, 1997). In many
respects, the arrival of parents in the school has
transformed it in a service to which families
apply to get the best conditions for the learning
and the success of their child. Such a way of
doing has led to a ‘customer drift’ of the
pedagogical contract which links families to
school: parents develop consumer strategies
towards the school which itself reinforces this
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consumer attitude by developing marketing of its
school paths (Meirieu, 1997).

Today, some writers defend the need to build a
new contract between school, family and society
(Pourtois, 19997, de Singly, 1997; Meirieu,
1997). This contract would call out to all
educational actors as citizens avoiding to
particularize the school debate. This calling out
to a school citizenship only would enable the
reconstruction of a new social and pedagogical
contract based on partnership.

However we cannot establish a new educational
contract between family, school and society
without taking into consideration the point of
view of the young because he is the very link
between the authorities which govern him and he
needs to be given this status (de Singly, 1997).

The young are rarely observed as actors of the
educational system (Montandon, 2000). Most of
the studies in the fields of family and school
speak about the child as the object of the
pedagogical act and not as its subject. These
studies generally focus on the factors of the
family and school background which have an
impact on the young.

Still, children are not only passive agents who
internalize the socialization process they are
undergoing. They are also the active subjects of
these processes, they live a single experience
which should be taken into consideration. That is
why we have asked the young to express their
representations of school and family
relationships.

Aim of the research

In order to understand the young’s point of view
about school and family relationships, a
population of pupils in their 5th year of
secondary school have been interviewed. This

investigation was aimed at their expressing their
own experience and their ideal conception of
school and family relationships.

The types of relationships defended by the young
should enable us to see different political profiles
given by students about the relations between
school and family. With these profiles, a
typology of the young could be established. We
hoped to be able to characterize the different
groups of pupils according to some school and
background indications.

Population and methodology

This study was carried out with 201 pupils in
their 5th year of secondary school: 77 (38%) in
the general education; 57 (28%) in the technical
education and 67 (33%) in the professional
education (vocational training).

The investigation was led in five schools which
are representative of the teaching organized by
the French-speaking Community in the province
of Hainaut in Belgium. These schools were
chosen among a representative group of 35 cities.

The investigation was led thanks to a varied
questionnaire. It includes open questions the
subject answers as he wishes and closed
questions. Thirty questions in total were asked
the pupils.

Besides identifying questions about the young

and his family, the questionnaire includes a

number of interrogations about school and family

relationships. In order to understand the way

pupils live, view and ideally imagine school and

family relationships, four open questions were

asked. Here they are:

1. Are there school and family relationships?

2. What do you think of school and family
relationships in general, even if they don’t
exist?
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3. If there were school and family relationships,
how would you imagine them?

4. According to you, ideally, what would be the
best kind of school and family relationships?

Answers to these questions have been analyzed

in order to have a limited number of categories

for answers. In total, twenty-five categories have

been accepted (annex 1).

In order to examine the links between answers
given by the young to the four questions, the
methodology of the analysis in main components
has been chosen. The application of this
methodology to the obtained information should
enable us to bring out the coherence of the
answers. We could thus highlight the dynamics
of the young’s different positions as far as school
and family relationships are concerned.

Analysis in main components

The analysis in main components is a variant of
the factorial analysis. It is a technique of
representation of a multiple information
characterizing a group of individuals. This type
of analysis can be used without any reference to
pre-established hypothesis or particular pattern.

The methodology used enables a graphic
representation of the twenty-five possible
answers we have studied. This projection can be
realized according to several axis. In this case,
we keep the two first axis. These axis are factors
which allow us to understand how these variables
are organized on the graph. Each factor is defined
according to the opposition of variables at each
end of the axis. A table of the correlation of
variables helps to group the variables or to
oppose them. Once it is defined, the factor
enables to give sense to the different possible
groups of variables. The graphic projection takes
into consideration the two first factors. Here it is:

Picture 1 - Projection of the variables according to axis 1 and 2

Facteur 2

Facteur 1

The first factor opposes on the horizontal axis two groups of variables.
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On the left side of the axis, we find a political
dynamics of the opinions expressed about school
and family relationships. Here, the young defend
the existence(e2, €3, e4) and the use (al, a2,
a3)of relationships between the school and the
family. In the ideal conceptions and formulas
they express, the young want to live a
transformation of school and family relationships
(v2, v3, v4). They wish these relationships were
more involving (c1), integrating (c2, c4) and
efficient (c3).

On the right side of the axis, we are mainly
confronted to opinions which reject a policy of
school and family relationships. These
relationships are considered either as non-
existing (e5, e8), or useless (ab), or even harmful
(a7). Family and school are here considered as
different environments (v1). In this case, the
young do not defend any other conception of
school and family relationships (c5).

So, the first factor can be understood as the

expression of a political dynamics apolitical
versus of the opinions related to school and

family relationships.

Moreover, the vertical axis enables the
introduction of a supplementary distinction
among the variables being studied. The vertical
axis that defines the second factor distinguishes
on the one hand a group of variables found in the
upper part of the graph and, on the other hand, a
group of variables found at the bottom of the
same graph.

At the top of the vertical axis are opinions which
support the active involvement of parents in the
school (c1). Here, the young aim at bringing
together family and school based on the
acknowledgement of the school as place of
involvement for the family (e4, v2). This

bringing together would enable a better
comprehension of the school life by the parents
(a3). At the bottom of the vertical axis is a more
strategic conception of the school and family
relationships (e2). The links that exist between
both institutions should aim at a better school life
for the student and even at his success (al, c3).
So, the second factor enables us to see two kinds
of synergies between school and family. On the
one hand, it is an involving synergy which is
favorable to the effective bringing together of the
school and the family. On the other hand, itis a
strategic synergy which the student makes
profitable. It is focused on the improving of his
school course without forgetting the social
interaction and the communication that can be
stimulated between the family and the school (c2,
c4).

Thus the analysis in main components has
allowed a graphic projection of twenty-five
variables related to the point of view of pupils on
school and family relationships. The two first
factors resulting from this analysis have been
chosen in order to understand the organization of
variables on the orthogonal axis. Indeed, the
percentage accrued and that explains the total
variance for both factors is not very high
(18.95%). However the graphic configuration
allows the following understanding: the first
factor distinguishes a political versus an
apolitical link of the school and family
relationships. The second factor discovers the
will of some young to develop a synergy between
school and family which would be mainly
strategic. Here it is important to pay attention to
the profits the student could make out of school
and family relationships.

The first axis reveals an opposition which has
already been underlined in studies on school and
family relationships. We find the involvement
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attitude opposed to the disinvestment
(Montandon, 1994; Epstein, 1992). On the one
hand, there is a will of stimulating the bringing
together of family and school. On the other hand,
the young defend the idea of a strict separation
between school and family because both
institutions belong to different worlds.

The second axis opposes a conception of
involving collaboration to a strategic dimension
of school and family relationships. This
opposition meets the critics P. Meirieu (1997)
addressed to the consumer relationship that links
the family to the school system. This type of
relationships lead to strategic operations, notably
by parents who try to improve the child’s results
or his learning conditions. At the opposite of the
strategic dimension we find a representation of
school and family relationships which comes
from the philosophy of partnership and from a
new pedagogical contract as many authors
wanted it to be (Meirieu, 1997; Bouchard, 1998;
Pourtois et Desmet, 1997).

The observations we have just made allow us
mainly to see the general trends in the answers

Picture 2 - Distribution of individuals in groups

Facteur 2

given by the students. On the other hand, they
provide us a special help for the rest of our
analysis.

Indeed, the analysis in main components enables
a distribution of individuals in groups taking into
consideration the various defined axis. In this
case, the factors allow us to explain the groups’
position.

Distribution of individuals in groups

On the basis of the information given by the
analysis in main components, we have made an
optimal distribution of the individuals involved in
our study in groups. This distribution is then
projected in a graphic way according to the
factors given by the analysis. The formed groups
can thus be studied taking into account the
interpretation of the factors defined during the
first step of our analysis.

We present below the distribution of the groups
according to the first two factors studied. To
make the reading easier, we present on the graph,
the balance centre for each group.

CLASSE 1/ 8

CLASSE 2/ 8

CLASSE 3/ 8.4

CLASSE 478 1

CLASSE B/ 8

CLASSE 8/ 8

CLASSE 7/ 8

CLASSE 5/ 8

a 07s 1.50
Facteur 1
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Eight groups are seen on the graph. The statistic
analysis gives a series of characteristics for each
group, among which the number of pupils, the
variables which are determining for the
constitution of a group, a hierarchy of test values
for each of these variables according to their
correlation, either positive or negative. The
interpretation of the groups will be made on the
basis of these characteristics and of the previous
analysis of the factors.

The analysis we make below aims at the
explanation of distinct characteristics for each of
the eight groups trying to give a synthesis as the
ideal weberian type.

Identity of student groups

Group 1: the defenders of a communicative
policy.

This first group includes 29 students (14.4% of
the population). The young acknowledge the
existence of relations between the school and the
family. These relations, even if there are not
many, allow the integration of the family in the
school. For these young people, the school is
seen as a place of involvement for the parents.
The pupils think that the links between school
and family should be used to involve even more
families in the school. The relations between
both institutions are seen as useful because they
open the school environment to the parents. This
opening allows the parents to understand their
child’s school life better.

The same young people are among the most
involved: they often give their opinion when
questioned about the existence of school and
family relationships. Moreover, they are opposed
to any conception which defines family and
school as two different environments.

Being involved, these young defend a political
dynamics of school and family relationships in
which both institutions have to develop meeting
and bringing closer synergies in order to create a
communicative climate of intercomprehension.

Group 2: those in favor of a strategic policy
There are 27 young people in this group (13.4%
of the population). As for the first group, the
pupils of the second group develop a political
conception of school and family relationships.
Indeed, they refuse to consider family and school
as different environments and they acknowledge
the existence and the utility of school and family
relationships: these relationships allow the
integration of the family inside the school. The
conception they defend about school and family
relationships focuses on a development and an
improvement of the communication between
both instances. The young are mainly in favor of
a formula which encourages the collaboration
between school and family favoring the presence
of parents in educational activities, however they
remain attached to the classical idea according to
which the school helps the family in the
education of their child. The young of the second
group defend their opinion when they are
questioned about school and family relationships:
they generally avoid to abstain.

However, compared to those of the first group,
these young develop a different policy about
school and family relationships. Indeed, they
defend a more strategic economy of
relationships. For them, if the relationships
between school and family exist, they are mainly
instrumental and strategic. These relationships
are used, among others, to inform and solve
problems, they are useful because they are part of
a strategy which supports the pupil’s success.
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Group 3: the separatists.

There are 14 students in the third group (7% of
the population). These young are mainly
interested in the assertion of their autonomy.
Thus, for this group, the pupil only holds his fate
in his hands. That is why, according to them,
school and family relationships are useless. The
separatist desire will go till the denial of the
existence of such relationships in the name of the
students’ independence: school is a matter which
concerns the student and not his family.

So group 3 gathers young people who assert their
independence from the family and who do not
wish to see the family interfering in their school
life.

Group 4: the rebels.

We find the smallest number of students in this
group. They are 10 (5% of the population). They
denounce school and family relationships as the
reflection of inequalities born at school: the good
student will see good relations between the
school and his family; on the other hand, the bad
student will see these relationships getting worse.
Both institutions are considered as different
environments by these pupils. In their ideal
conception of school and family relationships,
they never imagine the possibility of integrating
school and family relationships; the only times
for meeting they consider are those which would
place school and family in situations of social
interaction as during school fairs, meeting days
or relaxation days.

Group 5: the outcasts.

There are 25 individuals in this group (12.4 % of
the population). We find in this group young
people who do not feel involved anymore.
According to them, their parents do not care
about their child’s studies. They claim that there
is no such thing as school and family
relationships. This kind of relation is considered
as useless. We can understand their point of view

when we see that these young’s parents do not
seem involved.

As outcasts, the young also fear to be the victims
of school and family relationships. For this
reason they wish to avoid this kind of
relationships because they can always be a
source of problems for the young in front of his
family. Thus, these outcasts whose parents do not
seem to be involved in their parental role, do not
feel involved in the policy of school and family
relationships.

Group 6: the pragmatics.

There are 32 students in the sixth group (16% of
the population). These young are focused on the
concrete and immediate profits they can make
from school and family relationships. These
relationships are seen as mainly instrumental and
strategic. They enable the information and the
solving of problems in order to ease the pupil’s

Success.

In many ways, these young are close to those of
the second group who also defend a strategic
dimension of school and family relationships
whose only profit-maker would be the pupil.
However something makes each group different.
The young of the second group develop a real
policy of school and family relationships focused
on communication and a better integration of the
family in the school. On the contrary, the sixth
group remain attached to the pragmatic comfort
of the current school and family relationships:
they only wish to improve the efficiency of
information and problem-solving strategies
which are the reason for school and family
relationships. These young do not offer any
structural transformation of these relations.
Contrary to group 2, students of group 6 think
that school and family should always be
considered as different environments.
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Group 7: the nihilists.

There are 43 individuals in this group. That is
where we find the highest number of students
(21.3% of the population). The main
characteristic of the group is to deny the
existence or even the possibility of school and
family relationships. For these pupils, school and
family do not have any relationships because
they are different environments. They consider
these relations as useless. The gap between
school and family seems to be there forever.
They do not imagine another possibility for this
opposition. This group is thus characterized by
the nihilism they express as far as school and
family relationships are concerned: these
relationships do not exist, they are useless and
will never be.

Group 8: the apolitical.

The eighth group includes 21 young (10.5% of
the population). They express a totally apolitical
attitude: they are characterized by a very strong
lack of opinion. Questioned about the experience
they have about school and family relationships,
what they think about them and how they see the
future, these young do not have any opinion.
They do not deny the existence of such
relationships: they consider that they exist but in
a minor way, because school and family, they
say, have a mutual mistrust.

Synthesis

The distribution of individuals in groups made on
the basis of the analysis in main components has
enabled the distinction of eight groups. These
different groups show the different attitudes
adopted by the young in front of school and
family relationships.

The analysis of these eight profiles shows that
most young people have an idea about school
and family relationships which is opposed to the
impulse that most educational policy wish to give

them, inside and outside Europe. Most of the
groups (the separatists, the rebels, the outcasts,
the pragmatics, the nihilists and the apolitical,
that is 72.2% of the pupils) are not favorable to,
or even opposed to the development of school
and family relationships.

The same groups (except for the apolitical)
consider either that these relationships do not
exist or that both institutions are irreconcilable.
For the young, the family does not appear to be
accepted as a real educational partner for the
school.

Only a few students (group 1 and 2, 27.8%) are
for a partnership between both institutions.

The young view school and family relationships
as a fight for power with the pupil as a stake.
Some young people adopt either strategic
attitudes (group 2) or pragmatic strategies (group
6) in front of this fight for power. Others see it as
a threat (the separatists, the rebels and the
outcasts). These attitudes show that the pupil is
far from being considered as an actor in the
educational system. He should be the link
between both instances which govern him but as
de Singly says, * there still is no status for that’
(1997, p.56).

So, through the conceptions they have about of
school and family relationships, most of the
young show that the family and the pupil are
neither considered, nor expected to be real
educational partners.

It appears that the way the young sees school and
family relationships is related to the number of
school failures he has had: the more the failures,
the less they wish to support an involving policy
of school and family relationships. This kind of
policy is mainly supported by students who have
never experienced a failure. On the other hand,
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the conception of school and family relationships
expressed by the young is also related to the job
they wish to do. Indeed, pupils who are more
attracted by prestigious jobs wish to transform
and improve school and family relationships.

On the other hand, the kind of relationships they
wish to see is also determined by the social and
professional background of the young’s family.
So, parents who actively take part in the school
life of their child stimulate the young to choose a
more involving policy of school and family
relationships; while parents who are not very
much involved in their child’s school life lead the
young to grow away from any policy which
would favor relationships between school and
family. The young’s professional environment
appears to be an important element of his
background which influences the way he sees
school and family relationships. We notice here
that the prestige of the father and grandfathers’
job determines the dynamics of school and
family relationships the young experience or
wish to experience. The more prestigious the job
is, the more the young say they are for an
involving policy of school and family
relationships. The less prestigious the job is, the
more they prefer strategic and apolitical
relationships between school and family.

These results confirm other researches
(Montandon, 1994) which show the relation
between the family’s social background and its
relationships with the school.

Conclusions

On the basis of the pupils’ experience and what
they wish as far as school and family
relationships are concerned, a typology of the
student population has been realized. This
typology determines the different attitudes
students have in front of the dynamics of school
and family relationships; it enables the

investigation of the way students see their
experience and their wishes as far as school and
family relationships are concerned. Eight groups
of students have been made. We summarize them
here after. The first group is made of students
who are for a communicative policy of school
and family relationships (group 1). Another is
also interested in a dynamic policy of these
relationships, but in this case, the pupils mainly
choose a strategic policy: school and family
relationships must first of all help the child’s
success (group 2). A third group wants to keep its
autonomy and wishes to have a distance between
school and family because the students do not
want their parents to interfere with their school
life (group 3). The fourth group is made of rebel
students who see school as the centre of an
exclusive system and think that school and
family relationships are the indication of this
exclusion. These young are opposed to the idea
of reuniting what is different (group 4). The
outcasts of the educational system are in the fifth
group. There we find students whose parents do
not care about them and who fear the perverted
effects of school and family relationships since
these relationships could be harmful for the
young (group 5). The sixth group is made of
pragmatic students who aim at the performance
and profit which result from an investment in
school and family relationships whose main use
is to inform and solve problems (group 6).
Students in the seventh group are nihilist. They
deny the very existence of school and family
relationships; they hope no future change in this
field because school and family will always be
different environments (group 7). The last group
is made of deeply apolitical students. They do
not defend any conception of school and family
relationships: they do not deny their existence

(group 8).

Generally, the point of view the young people
have about the different actors of the educational
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system shows that students as well as their
family are not considered as real educational
partner of the school. The educational policy
which are today in favor of a dynamic school and
family partnership seem to meet no similar wish
from the students. They still see school and
family relationships as relationships for power in
which the student has no place as an actor.

The variables that have enabled us to understand
the configuration of the different groups mainly
come from information about the young and his
family background. School success has an
important role in the way young people view
school and family relationships. Students who do
not have any problem at school encourage the
development of school and family relationships.
Those who often fail turn their back to these
relationships.

On the other hand, parental involvement in the
school life also influences the way the young see
school and family relationships. The parents’
involvement stimulates an active and dynamic
representation of these relations in the young;
conversely, the lack of involvement lead to a lack
of interest of the young for school and family
relationships.

The item which seems to influence the most the
idea the young have about school and family
relationships is undoubtly the social and
professional background of the child’s family.
Indeed, when the student wishes to have a
prestigious job and when his family (father,
maternal and paternal grandfathers) have.

prestigious jobs, the young has a tendency to
defend a dynamic policy of school and family
relationships focused on the improvement of the
communication between both institutions for
emancipatory or strategic reasons. On the other
hand, students who do not speak about any
prestigious jobs and when there is no prestigious
profession in his family, the young is opposed to
a bringing together of school and family and he
wonders what kind of advantage he could get
from such a close relationship.

The student’s experience as well as his projects
for school and family relationships are deeply
influenced by his social and family background.
The young thus have an idea of school and
family relationships which is a reflection of their
school successes, of the parents’ involvement
and of a certain kind of social and professional
background of the young’s family.

So, any educational policy that wishes to
reformulate school and family relationships
should take into consideration all the information
we have given. The application of such a policy
without taking into consideration the social and
family background that defines school and family
relationships would lead to the exclusion of those
that it wishes to include: those who currently live
a separation between school and family and who
fear a bringing together of these instances will be
the first to exclude themselves from a policy
applied by decree. Avoiding this exclusion
implies a reconsideration and a reconstruction of
school and family relationships with the parents,
the pupils and the teachers.
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School -parents rel ationships as seen by the academy.
A survey of the views of Italian researches

Sefano Castelli & Luca Vanin

Abstract

About 350 Italian university professorsand
researchersin thefield of Educational Child
Psychology, and General Pedagogy, participated
in aresearch into their perception of school-
parents partnerships and itsimpact on educational
practices. They were interviewed viae-mail,
asking awide set of questions, among which:

- their definition of the main problemsin school -
family partnership, differentiating, if necessary,
among different age levels;

- adescription of the Italian situation, contrasting
it with the European scenario;

- theexpected positive outcomes of agood
partnership between parents and school;

- themain difficultiesin creating positive
relationships, and suggestions about practical
ways of overcoming thesedifficulties;

- theimportance of these themesfor what
concernsthetraining of teachers;

- ratings of the relative importance of these
themesin their actual research and professiona
practice, and in the actual research and
professional practice of their colleagues.

Data have been treated using different
methodol ogies and software for the analysis of
textual materials (among others, NUDIST and
TACT).

Results

A preliminary survey of the dataat present
collected shows awide range of contrasting
positions:. although centering round ageneric

recognition of the importance of school-home
relationship, perspectivesremain very
differentiated. Differences emerge not only on the
basis of cultural backgrounds and theoretical
orientation, but also depending on diversekinds
of socia representations involved.

It was possible to single out afew main categories
intheinformant’ sdiscourse, that can be
interpreted as meaningful axis.

Herethey are, followed by afew examples of
specific utterances:

Abstract (in the Italian languageit is sometimes
possibleto write long sentences without any
possible meaning nor sense; nearly
untrandatable).

Versus

Concrete (‘relevant for asharing of

organizational and manageria tasksin schools')

Concrete views unfortunately tend to correlate

highly with:

- ablurred or fragmented vision (‘telephone calls
)

- atendency to attribute all problemsto others
(‘pupilsdo not transmit information’);
farents do not want to beinvolved';

- atendency to define all the story in terms of
control (‘we haveto control parents, who often
tend to invade and overwhelm school’).

Business oriented (‘it isal amatter of Customer
Satisfaction’; ‘the problem in genera isthe same:
isthe problem of the relationship between every
service provider and hisclients)..
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Versus

Tradition oriented (with two sub-categories:

- thecognitive (‘itisgood to foster specific
cognitive and linguistic abilities';

- themotivational and affective (‘it can bearisk
aswell asaresourcefor the classroom
climate;.'school  -family partnership
motivatesin study)..

TheItalian Situation is seen as:

Wor se than the European Scenario (bur Law is
an advanced one, but Italy still stands midway,
between a‘ custodial’ view of school/family
relationship and democratic, participative
position’; ‘our situation is surely miserable)..

Note

Versus

Equal to therest of Europe (herein Sicily
schoolsare quite aware of the problen’ ; also
from Sicily thisyear we started amaster in
school psychology inwhich, obviously, we
dedicated awhole unit to this very themé.; from
Padua the situation in Europe can appear more
advanced, but it has often an exceedingly
technical bent, and itislesspluraistic)..

More sophisticated analysis were possible using some kind of content analysis. Using for instance
NUDIST (a software package conceived for Nonnumerical Unstructured Data Indexing, Searching &

Theorizing).



Focus group survey of parents of children with
disabilities who are members of school improvement

teamsin Florida, U.S.A.

Sally M. Wade

Summary of the study

Eleven (11) focus groups were held throughout
Florida, U.S.A. with members of School
Improvement Teams or Advisory Councilswho
are parents of children with disabilities. Thirteen
(13) school districts were represented with atotal
of thirty-three (33) parents participating.
Forty-eight percent (48%) of the participantswere
members of the School Improvement Teamina
school wheretheir child is enrolled in Exceptional
Student Education. Twenty-seven percent (27%)
of the parents were members of a School
Improvement Team for an Exceptiona Education
Center School (non-inclusive).

The parentswho participated in the focus groups
were almost equally divided with regard to
whether they fdt like an empowered member of
the School Improvement Team. Those who felt
that they were an empowered member of the
Team (53%) attributed their equal statusto either
their own personal qualities or the commitment of
the leadership of the school to collaboration.
Fifty-one percent (51%) stated that no important
decisions had been made by their School
Improvement Teams. There was awide range of
decisions made by the School Improvement
Teams, ranging from editing of the School
Improvement Plan to policy decisions. The
participants reported that little emphasisis placed
on decisionsthat effect children with disabilities
in the School Improvement Teams.

Those parentswho reported that they were
empowered members of the School Improvement

Team and that the Team had made important
decisionswere very positive, committed, and
enthusiastic about their School Improvement
Team.

Theleadership of the School Improvement Team
and the commitment of the memberswas the key
element identified throughout the survey.
Training and information was seen asan
important need of the School Improvement Team
members.

The participants expressed a strong commitment
to their own children’ s education and stated their
desirefor an improved educational system. Their
vision for improved schools included: smaller
teacher student ratios, more teacher training,
increase parental involvement, moretechnology,
and additional funding.

Purposeand obj ectives of the study

Focus group and written survey items were asked

to determineanswersto thefollowing questions:

- Are School Improvement Teams dealing with
issuesrelated to disabilities?

- Arethey an empowered member of the team?

- Aredecisions madethat directly effect children
with disabilities?

Selection of participants

The Office of School Improvement and the
Bureau of Education Exceptional Studentsand
Community Support, Florida Department of
Education provided alist of potentia participants.
The Department of Education obtained participant
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names by contacting School District School
Improvement Contacts, Exceptiona Education
Directors and the Family Network on Disahilities
of Florida. All potential participants were
contacted by letter and paid a stipend to
participate in the study.

Focusgroup survey

A guided focus group discussion was held to
obtain the perceptions and opinions of the
participants on school improvement issues.
Participantswereinterviewed in small groups of
individuals (7-15) for 2to 2 %2 hours. The
sessions were audi o taped and transcribed to
facilitate analysis. The researcher conducted each
focus group. A moderator guide of questionswas
developed for usein the focus groups.

Written survey

A written survey was used in addition to the focus
group approach. This helped ensure that the study
took complete advantage of the participant’s
input. The written survey also provided written
datafor comparison with focus group data. The
survey instrument consisted of twenty-four items
and was based on areview of the literature, the
outline used in the focus groups, and the
Blueprint 2000 Survey instruments used by the
State of Florida Office of the Auditor General.
Respondents were asked to rate their relative
agreement with statements on a scale from
strongly agree (1) to strongly disagree (4).
Respondents were al so given the option of
marking, | don't know (5). All focus group
participants returned the written survey.

Limitationsof the study

The study included a small sample of parentswho
serve on School Improvement Teams. Twenty-
four percent (24%) of the participantswere
members of School Improvement Teamsin
schools other than where their child whois
enrolled in Exceptional Student Education
attends. These participants were on the School
Improvement Team as either ateacher
representative or as the parent of a sibling without
adisability. Thirteen school districtswere
represented in the study. Asaresult, these
findings should be considered exploratory.

While the small sample doeslimit the study, it
doesidentify some consistent themesin the
parent’ s perceptions of School |mprovement
Teams.

The focus groups sessions were evaluated and
summarized in order to identify major category
trends and patterns. Anindex of frequently held
opinions about the detail s of each category was
compiled. This method tends to emphasize the
majority view and therefore may overlook
important information that is evident when the
minority opinions are compiled. Animportant
conclusion from an analysis of the minority
opinionsinthisstudy isthat those parentswho
reported that they were empowered members of
the School Improvement Team and that the Team
had made important decisions were very positive,
committed, and enthusiastic about their School
Improvement Team.



Family, school, and community intersectionsin
teacher education and professional development:
integrating theoretical and conceptual frameworks

Martha Allexsaht-Snider & Stacy Schwartz

Research conducted periodically in the United
States over the last twenty-seven years has
documented the failure of most teacher education
and professional devel opment programsto
addressfamily involvement in schooling
(Chavkin & Williams, 1988; Foster & Loven,
1992; Shartrand, Kreider, & Erickson-Warfield,
1994; Williams, 1992; Williams & Chavkin,
1984). State and national groups have attempted
to influence preparation in family involvement by
setting standards (CaliforniaCommission on
Teacher Credentialing, 1998; Nationa Board for
Professional Teaching Standards, 1994; National
Council for Accreditation of Teacher Education,
1994). More recent reports indicate that educators
inthe United States and Europe have begun to
develop programs to support teachers working
with families (Allexsaht-Snider, Phitiaka &
Martinez, 1996; Corrigan, 1996; Shartrand,
Weiss, Kreider, & Lopez, 1997). There hasbeen
little research, however, on the theoretical and
conceptual foundations of these programs.
Similarly, we have had few reports of studies
analyzing teachers' and teacher education
students' efforts to make sense of their learning
about family involvement in schooling and to
apply their understandingsto their work in
schools. In thefollowing paper, we examine a
theoretically and conceptually grounded approach
to teacher education for family involvement used
inprogramsfor preserviceteachers, inservice
teachers, and graduate studentsin education.

Brofenbrenner’ s ecologica theory (1979) and
Epstein’ stheory of overlapping spheres of
influence (1990), aswell as her typology of

parent involvement, have offered abroad
foundation for work in family involvement. These
theories have also assisted teacher educatorsin
sketching aportrait of the landscape and arenasin
which families, schools and communitiesinteract
to support children’slearning. In addition to these
two foundational theoretical frameworks, we have
found three other conceptual frameworksto be
particularly helpful in assisting teachersto
develop acritical, inquiry-based stance and
explore multiple perspectives on their work with
families.

Framework

Chavkin and Williams (1993) offer adeceptively
simpleframework to usein teacher education for
family involvement, suggesting the following
sequencefor investigating avariety of
perspectiveson family involvement: Personal,
Conceptual, Practical, and Contextual. We begin
acourse or amodul e of study by asking teachers
to explore their personal experienceswith family
involvement, reflecting on therolestheir own
parents played in their schooling and learning and
the expectations the schools set for their parents.
An important conceptual framework for both
preservice and inservice teachers asthey begin
their personal exploration of family, school and
community linksisthe concept of thefamilies
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funds of knowledge, drawn from the work of
Moll, Amanti, Neff, and Gonzalez (1992).
Teacher education students and teachersfirst
begin by compiling and comparing information
about the funds of knowledge developed within
their own families and communities (for example,
cultural knowledge about fishing and hunting,
sewing, car repair, religious beliefs, cooking, or
sports). The next step isfor them to consider the
funds of knowledge developed by their students
within their family and community contexts and
analyze thewaysin which they might be ableto
make linksfor children between school learning
and family and community funds of knowledge.

After our initial exploration of personal
perspectiveson family involvement, at the
graduate level, teachers are introduced to an
ethnographic theoretical (conceptual) framework
Allexsaht-Snider (1995) constructed in her
research with parents and teachers. Aspects of
teachers’ cultural knowledge, beliefs, and values,
and family’ scultural knowledge, beliefsand
values are outlined in the framework. Family-
teacher relationships are portrayed as dynamically
constructed, with teachers and parents drawing on
unique bodies of cultural knowledge about
family-school collaboration as they build
relationships with each other centered on the
individual concerns of the child. Theterm cultural
knowledge, as used here, refersto the knowledge
that teachersand parents socially construct in
both formal and informal settingsthrough
interactions with each other and with others..

At the graduate level, following the exploration of
teachers' cultural knowledge and beliefs, we
moveto inquiry about parents’ construction of
cultural knowledge about family-school
collaboration (Edwards, Pleasants, & Franklin;
1999). In addition to analyzing research
presenting diverse parents’ perspectiveson their
rolesin children’ sschooling (e.g., Boutte, 1992;
Chavkin & Williams, 1993; Cook & Fine, 1995;
Delgado-Gaitan, 1992; Finders & Lewis, 1994;

Y a0, 1993), teachers design and carry out inquiry

projects with familiesin their own communities.
Through both of these avenues, teachers develop
understanding of the waysin which different
parents draw on their own schooling experiences,
their prior collaborations with teachers, their life
experiencesin diverse community contexts, and
their participation in school-wide parent activities
to construct their cultural knowledge of family-
school collaboration. Asthey analyze parents
perspectives on their interactions with school
related to the different children inthe family,
teachers begin to recognize the roles that
individual children play in the construction of
family-teacher relationships. Thisleadsto the
understanding of family-child-teacher interactions
asbeing jointly constructed.

At the undergraduate level, teacher education
students are given opportunitiesto construct new
cultural knowledge for working with familiesand
communities. Preservice teachers conduct
community inquiry projectsinwhichthey
observe, collect data, ask questions, gather
resources, and analyze existing community
structures. Studentsinformally interview avariety
of community members (including children) to
understand the complexitiesandintricacies of life
in the community, understand themselves as
members of the community and also recognize
the waysin which other community members
influence the lives of the studentsand their
families (Bucci & Reitzammer, 1992). As part of
their inquiry project, preservice teachersvisit
local agencies, talk with service professionals,
and collect resource information asthey construct
aresource notebook enabling them to discover the
waysin which the community can support
teachers and families (Morris, Taylor, & Knight,
1998).

With both preservice and inservice teachers,
consideration of conceptual and theoretical
frameworks for understanding parent-teacher
relationships and the potentia for family-school-
community collaborationisfollowed by readings
about practical strategies for working with
families and communities (e.g., McCaleb, 1994;



A Bridge to the Future

218

Moll, Amanti, Neff, & Gonzalez, 1992; Orman,
1993; Vaentine, 1984; Vopat, 1994). At the
graduate level, teachersimplement strategiesin
classroom and school settings and then gather
datathrough observation, surveys and interviews
for analyzing families and students’ responsesto
theactivities. The opportunity to implement
practical strategies and then analyzethe
implementation from the perspectives of parents,
other caregivers, and studentsleadsto discussion
of the contextual aspects of work with families.
Curran’s (1989) assertions about re-examining
traditional assumptions, Moles' (1993) discussion
of the barriersand supportsto parent
involvement, and Swap’ s presentation of four
modelsof family involvement are all important
conceptual frameworksthat teachers draw upon
in making sense of family involvement efforts
that they have observed.

In order to analyze preservice and inservice
teachers' effortsto make sense of the theoretical
and conceptual frameworks outlined above, we
conducted a study with the following overall
research question: How do beginning and
experienced teachers apply the personal and
conceptua frameworksthey haveexploredin
making sense of their learning about family
involvement and applying their understandingsto
their work in schools? Document and narrative
analysiswere conducted with materials collected
over atwo-year period from two preservice
teacher education courses and two graduate
courses. Course syllabi, readings and assignment
guidelines, aswell as 85 students’ reflective
writings, action research reports, and family
involvement project evaluations were collected
and analyzed using ethnographic (Spradley, 1979)
and other qualitative analysis techniques.

Working with families

Onthefirst day of class, agroup of 25 undergra-
duate students were asked to define family and
share any ideas or questions that they had about
working with families. Many preservice students
expressed deficit views of familiesasthey

compared and contrasted other familiesto their
own family situations. They were concerned with
how they would ‘ connect with students who grow
up with unsupportive parents. Isthere enough
timein the school day to meet thesekids' needs?
This student aswell asothersimplied that
children would need to be saved or protected
from their familiesif they were to succeed in
school. Another of her classmateswondered, ‘If a
child does not get much family support or
encouragement, are there ways to compensate for
thisin the classroom? Not only waslack of
encouragement a concern for these students, they
a so wanted to know, ‘How will | deal with
familieswho haven't ingtilled valuessmoralsthat |
feel are necessary to attend school ? This student
continued, ‘for thisreason, and a so lack of
parental support, | am very worried about going
into the classroom.’

Other students shared their viewsthat parents
have something to offer as supports to the school
curriculum and agenda, with one student
suggesting, ‘| hopetoinvolve my student’s
familiesin any way possible. | hopel can have
familiesvolunteer to assist children with reading,
homework, projects, field trips, or to come and
eat lunch with children.” A small number of
studentsdid not suggest that families or students
needed ‘fixing;’ nor did they limit their
perspective to families as serving the needs of
schools. Instead, they considered how they might
build areciprocal relationship with families or
how they might integrate and meet the different
needs of their students’ families. One preservice
teacher expressed interest in incorporating
‘activitiesin the classroom that are of interest to
the children based on their family backgrounds
and experiences.’

Student reflections on completion of their first
assignment, the community portfolio, showed that
some students' views on family and community
were changing. Other studentswere beginning to
see broad connections between home and school,
and still others were beginning to understand the
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complex relationship between knowing students
and their communities and their own planning for
teaching. One student wrote: * Y ou can’t fully
understand your kidsin your classunlessyou find
out what their home lives & community livesare
like,” and another stated,: ‘I do think that | should
inquire and explore the community in which my
studentslive. | fedl that thiskind of activity will
help me better adjust my lessons to the needs of
my students.’

Students reported that the second family-
community oriented assignment, the community
resource file, hel ped them begin to understand
family and community experiences that were
different from their own. One student was
surprised to find many churches serving people
without homesin her own town. She shared, ‘I
awaysimagined that homel ess shelterswould be
in downtown Atlantaor New Y ork City. | never
realized that there were so many people
everywhere without basic needs [being met].’
Another student reported a similar eye-opening
experience: ‘Visiting DFACS (Department of
Family and Children Services) made me more
aware of the problemsthat my students could
face. | was shocked to seeasign that read,

‘ Attention Homeless Persons: If you usethis
office as your address, be sure to check your mail
at least onceaweek.” | was not shocked that
homeless people could use DFACS astheir
address, but rather that there are enough homeless
peoplethat use this servicethat such asign was
necessary! Visiting DFACS made meredlize
what a‘ sheltered’ environment inwhich | had
been living.’

If we reflect back to the students’ beginning ideas
about working with families and communities, it
isclear that as other teacher educators working
with family involvement have found (Bucci &
Reitzammer, 1992; Morris, Taylor, & Knight,
1998), preserviceteachers can and do change
their attitudes and beliefs. Analysis of their
writings and projects provided evidencethat these
teacher education students extended their

knowledge about working with familiesand
communities through participation in well-
planned inquiry activitiesgroundedin new
theoretical and conceptual frameworks for
making sense of family-school collaboration.
Andysisof aninserviceteacher’sworkina
graduate course providesinsight into the ways
that teachers might change their practicesasa
result of explicitly integrating those theoretical
and conceptual frameworksinto the design and
interpretation of inquiry projectswith families
and communities.

Barbara Bead ey was an experienced first grade
teacher when she took agraduate course on
family and community involvement in schooling.
She decided to conduct an inquiry study of her
work with achild named Juliein her classroom
who was being raised by her grandparents. In her
report, Barbarawrote that Julie’ s grandparents
weretrying to adopt Julie and her brother, and
that the grandmother worked in anursing home
from about 10 a.m. to 8:30 p.m. most days.
Barbaraexplained that Julie got very excited
about books, and, © A weak areafor her isher
struggle to learn the words for the week (sent
home daily) or spelling words since shehad no
one helping her do her homework and learn her
words for the week. | have learned through my
interviews with the student and her custodial
grandparent that there are no magazines,
newspapers, etc. in the house.” Barbara posed two
questionsto guide her inquiry project. Thefirst
was, ‘What can ateacher do to keep thelove of
booksalivein astudent who has so little? and
the second was, ‘ How can ateacher help afamily
encourage literacy when they do not seem to have
timeto parent? Fromthe start of her inquiry
project, it became clear to Barbarathat Julie’'s
grandmother was not able to come to school and
was not comfortablewith Barbaracoming to the
house, so they worked out a system of twice
weekly phone appointments. Barbara used these
phone conversations both to learn about the
grandmother’ s perspective on Julie' sliteracy at
home, and to share ideas about how her
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grandparents might support Julie' sliteracy
learning.

When they discussed writing opportunitiesfor
Julie at home, Barbaralearned that the
grandmother had taken away all of the children’s
art supplies because they had written al over the
walls of the house. Barbara offered to send some
materials home and remind Julie that she could
only write on the paper. The grandmother thought
that would befine, adding that maybe she had
earlier bought the art materiasfor the children
when they were too young for them. Barbara
worked with the grandmother to see ordinary
daily activities as opportunitiesto model literacy
skills, pointing out that when she paid the bills
she could talk to Julie about how important it was
to read the information carefully and know what
you are paying for. When the grandmother
seemed reluctant about listening to Julie read
‘OneFish, Two Fish,’ Barbara encouraged her to
have Julie read to her while she was preparing
dinner.

At theclose of her project, Barbarareported that
shefelt that she had learned to develop a
collaborative relationship with Juli€’ s
grandmother, engaging intwo-way
communication (as recommended by Swap and
discussed in our ethnographic theoretical
framework) that guided her suggestionsfor
Julie' sliteracy development. She stated that, ‘|
have learned that literacy can be seenin many
forms besides just magazines, newspapers and
books. | have learned to take into consideration
the social experiences and the background of my
student as a starting point. Asteachers, we have
torealizethat parentsdo not always have access
totheinformation that wedo.’

Conclusion

Theanalysis of preservice and inserviceteachers
perspectives discussed aboveillustratesteachers
incorporating what they have learned from
discussions of theoretical and conceptual
frameworksinto new ways of thinking about their
work with families and communities. Preservice
teacherswere ableto expand their understandings
of and respect for families different from their
own, aswell asto conceive of new ways of
collaborating with families and incorporating
knowledge of communitiesin their teaching. The
experienced teacher was ableto apply the
frameworks directly in her own effortsto develop
apartnership with her first grade student’s
guardiansto foster the child’ sliteracy
development.

Our analysis of these casesleads usto valueeven
more strongly than before the importance of
exploring powerful conceptual and theoretical
frameworks with both experienced and beginning
teachersasameansto expanding their
perspectives and practices of family-school
involvement. In future research, we need to
examine abroader range of theoretical and
conceptual frameworksto determinethewaysin
which they can assist teachersin extending their
work with families. In addition, we need to
consider the parameters of time and opportunity
for in-depth examination of the frameworksin the
context of applied projectsto determine optimal
approaches for teacher education for family
involvement and assess whether changesin
teachers' practices are being sustained and
maintained.
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Families, gender and education: issues of policy and

practice

Miriam David

Introduction

Inthis paper, | will explore the relations between
families, gender and education in the context of
global social transformations and changesin
policiesand practices. In particular | want to
highlight what has frequently been occludedin
the policy debates about families and education
and that is how gender isthreaded through the
issues, linked with social class and race/ethnicity.
| want to illustrate how changing policiesand
practices have different implications for men and
women, whether as students, teachers or
professional s within education, or as parentsin
relation to educational institutions. | will refer to
changing policy discourses about familiesand
education and the research evidence that has been
accumulated which illustrates especially the
complexity of changing relationswithin families
and between families and schools. | also want to
focus on aparticular policy discourse around
parents and education, which isthat of forms of
parent education for future generations within
schools. Here there has been agrowing emphasis
internationally on devel oping forms of sex or
sexuality education together with anew emphasis
on relationships but closely linked with the notion
of ‘family values . Although these debatesrelate
to evidence about changing family and women’s
livesthe educational and social solutionsare
restrictive and focus on anarrow concept of
‘risk’. More collaborative strategies, similar to
those that many women tend to pursue, would
enhance family, community and educational
involvement.

Global social transformationsand changing
policy discourses

Over thelast twenty years or so, there have been
major political and policy shiftsin the governance
of many western countries. These social
transformations have been closely linked with
economic and labor market changes and family
life changes. They have led to movesto transform
the governance of social welfare and education.
Thetraditional and post-war provision of social
welfare through public policy, and what had
become commonly known asthe welfare state,
has slowly been reconstructed towards more
private provision. A hallmark of these
developments has been movestowards
marketisation of public servicesand
developments of new forms of public
management. In that processthere have been
changesin the relations between familiesand
public services, education especially, and the
reconstruction of participantsin such servicesas
‘consumers’ . In the moves towardsthe
specification of standards of performancein such
public servicesfamilies have becomecritical
judges aswell as users. On the other hand, there
have been changing expectati ons about how
familiesareinvolved in the provision of
education services. It isthis complexity and the
implicationsfor gender relationsthat | wish to
explore.

These moves have taken place quite globally and
instances can be found in many Anglophone
countries (such as Australia, Canada, New
Zealand and USA) aswell asin many parts of
Europe. In Britain, as an example, educational
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policy hasbeen reconstructed through both
Conservative and New Labor administrations so
that notions of parental choice and involvement
have become far more critical to the provision of
education. However, what has become
particularly important under New Labor in the
last five years has been the interweaving of the
concept of parental involvement with that of
parental choice. Here parental involvement has
become a necessity to educational provisions,
from early childhood education coupled with
childcare, through compul sory schooling and into
higher education. The expectation of parental
involvement whether at home or at school has
become normative; virtually atruism. Thisisthe
case not only in Britain but also in other European
countries, and in Anglophone countries such as
Augtralia, Canada and the USA.

Thecentrality of thisnotion to education broadly
defined isto befound in aplethoraof British
policy documentsfrom theinitial 1997 white
paper on Educationa Standards through to the
Education Act, where the notion of home-school
agreementswas initiated. It hasalso emerged in
subsequent policy documents, such asthe
National Childcare Strategy, Sure Start,
Educational Action Zonesand Excellencein
Cities. It can also befound in policy expectations
and the evidence of involvement in areas
traditionally not seen aslinking family and
education, such as higher education (David, Ball
and Reay, 2001, forthcoming).

Changing family lives

However, thiscritical notion of parental
involvement in education has not been
interrogated with respect to different families, and
the extent to which families have been changing
alongside education and social changes. Y et these
changesin family life and women’slives
especially have been carefully documented and
researched by socia science academicsaswell as
more polemical and political commentators. A
key feature isthe changesin women’ s positions
within families, education and the labor market
(Arnot, David & Weiner, 1999). These have also

been occurring on aglobal andinternational
scale. Thereisalsointernational research
evidence about theimpact of educational
opportunities on the diversity of women’slives.
(Brown, 1998; Kenway, Willis, Blackmoreand
Rennie, 1998; Tsolidis, 2001; Walkerdine, 1997)
There are many complex developments about
changesin women'’s public and private lives and
their families such that the changes are about both
gender or sexua relations and relations between
the generations. In particular, the expansion of
educational opportunities has been accompanied
by the growth of women’sinvolvement in the
|abor market and yet not on an equal basiswith
men. Moreover, these changes have been closely
linked to socia classand race or ethnicity. There
isaso an array of evidence about mothers
differential involvement in education and the
|abor market (Griffith and Smith, 1996). Various
reasons have been proffered about mothers
involvement in education and on behalf of their
children. (Duncan and Edwards, 1999; Reay,
1998) Oneissue that has become the subject of
controversial political debate has been the growth
and preponderance of lone parent familiesand
households, amost exclusively single mothers
and often poor (Haskey, 1998).

Thepublic policy discour se of family values

In some countries, USA and Britain especially,
theissue of changing families and the growth of
lone parent familieswasinitially seenasa
problematic issue with respect to social welfare
but it has recently become important to
educational policy debate also on aglobal basis.
Inthe USA first but later borrowed by Britain, the
moral element of this debate has been
encompassed as about ‘family values'. Thus,
social welfare was reconstructed so that therewas
an increased expectation that single motherswith
dependent children would work rather than be
entitled to welfare. Moreover, such policy shifts
are now being linked with education, and
becoming new subjects or topics within the
school curriculum. The debatesin Anglophone
countries, however, are at odds with those of
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many countries of Europe, the Netherlandsand
Denmark especially, where sexual relationsand
family planning are normal topicsfor educational
debate (Kdlly, 2001). In theselatter countriesthe
contradictions between strategiesfor parental
involvement may not be so stark asin Britain and
the USA, nor recreate such levels of social and
educational inequalities.

The developments have been most dramatic, and
clearly spelled outinthe USA (Kelly, 2001) In
the USA socia welfare provisionsfor poor and
single mothers were redefined through the
Personal Responsibility and Economic
Opportunity Act of 1996. Thus the concept of
‘persond responsibility’ wasintroduced into
public policy, here with the meaning of mother’s
responsibility for her children through
employment rather than social welfare (Schram,
2000). Thisalso turned social welfareinto a
temporary rather than more permanent form of
socia welfare - from Aid to Familieswith
Dependent Children (AFDC) to Temporary Aid
to Needy Families (TANF). An educational
programme was a so linked in with this
development, to ensure that future generations of
children would learn about ‘family values'. The
aim wasto prevent the creation of moresingle
mother households, teenage pregnancy and
parenthood and generally ensure more ‘ personal
responsibility’. Stateswould be entitled to
substantial federal funding if their schools taught
about ‘ abstinence-only before marriage’ . (Haley,
2001 personal communication)

In Britain, asimilar approach has been followed
by New Labor’ sfirst administration. In this case,
teenage pregnancy and parenthood wasidentified
asamajor social problem and addressed as part of
the government’ sinnovative strategy on social
inclusion and exclusion. (SEU, 1999) Thus social
inclusion was defined asapublic policy to deal
with poverty and socially disadvantaged families,
through education and other social welfare
measures. The public policy solution to the social
problem of teenage pregnancy and parenthood
has been to devel op sex and relationship
education as part of anew programme of studies

within schools. Thusthe government devel oped
national guidance on Sex and Relationship
Education and provided additional fundingto
target local education authoritieswith high levels
of teenage pregnancies. In this case LEAs have
been expected to devel op educational strategies
and coursesfor young people, women especially,
in schools and this hasto be within the moral
framework of marriage. Again aparticular moral
stance in which diverse forms of sexuality and
relationships may be talked about has not been
proposed. However, thereis al so the devel opment
of dternative family, parent and community
centresfor young people and motherswho have
left school.

Par ental involvement and family, parent and
community centres

Public strategiesfor parental involvement in
education have taken many and diverseformsin
recent years. These have ranged from particular
and targeted approaches for adiversity of families
especialy thosein poverty such asthrough family
and parent centres, to the parental involvement
associated with compulsory schooling. Whilst the
expectation of parental involvement in education
has become compl etely normative and acredo, it
has not become sufficiently nuanced to take
account of the diversity and complexity of
different people’ slives. Moreover, the phrase
remains ungendered whilst thereis nevertheless
an unspoken assumption that parental
involvement isgendered. Thus much of the policy
rhetoric surrounding these debates takes as given
that it is mothersthat take the primary
responsibility for their children, especially young
children.

However, whilst thereis continuing educational
research which does not use gender asavariable
or concept, most of the research evidence that has
been accumulated in tandem with the public
policy developmentsover thelast two decades
indicates how parental involvement islargely
about mothers' involvement in education. Some
of thisresearch does not question the problems
that this might pose for women’slivesor
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changing women’slives, whilst other research
questions the power relations reinforced and re-
invoked in these processes. Edwards and Duncan
(1999) pointed powerfully towhat they called
‘gendered moral rationalities’, drawing on their
international research on lone parenthood. Here
thereisalso now aquestion about therelation
between women' slives as mothersand as
teacherswithin education. (Sikes, 1996) Much of
the research is about mothers of young and
dependent children and includes mothers’
involvement both at home and at school (David,
1994; West et a, 1999) Thereisalso work on the
differences between mothers and fathersand at
different stages of the educational processand in
different classlocations. In arecent study about
students choosing universities we have found that
there are very different strategies amongst women
from men, and that both daughters and mothers
tend to collaborate over the processes of
choosing. Thisisin contrast with most male
students and the fathers, who tend to pursue
traditional and individualistic strategies (David et
al, 2001).

However, questioning differences between men
and women as young people and their personal
responsihilities has not been in astrong themein
the literature on parents and education. Herea
stronger focus has been on the problematic lives
of mothers, and their maternal strategies
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Partnerships of families, schools and communitiesin

Italy

Laura De Clara

Computers and new technol ogies are entering our
families and schools with greater and greater
force.

Theworld is quickly changing its ways of
communicating and if the world changes, thenwe
can not think that our children’sworld remains
unchanged.

Today, children are sunk, at asensorial level, ina
multimediaworld, where television, computers,
mobile and videogames become more and more
their toolsto understand the everyday life. Their
universeis characterized by acommon element:
the presence of an all-embracing relationship with
the media. The child builds his own identity and
his everyday experienceintegrating various
languages. Helearnsto use new technologiesina
different way and he usesthem in another way
than adults do. Children use these new codesto
think and define themselves asindividuals. They
learn quickly and becomeimmediately more
skilful than their parents. Children are growing up
in ahistoric moment whichis permeated by
multimedia aspects. Their identitiesare built in
thisworld and areinfluenced by it.

But asthey are bound to thesetools, so parents
are disconcerted and disoriented. Adults admit
that computers can offer great opportunitiesfor
the outer world, but they have many doubtsand
problems about the relationship established
between their children and new technologies.
Parents are puzzled. On one hand school s offer
and often impose the use of PCs, onthe other
hand, young peopl e show an excessive attraction
towardsthisinstrument. The use of computersis
such awidespread phenomenon that it concerns

not only the family or the school but thewhole
community.

Risks

New technologies are very important resources
for society, but they bring variousrisks that must
be carefully assessed.

Major fears are dueto the dangers connected to
theuse of The Net, to possible negative effects
and to the distorted way (according to adults) of
communicatingonline.

Another risk isthe isolation and the consequent
loneliness of the child and the possibility that the
frequent use of the new technologies causesa
poor development of expressive and manual
abilities.

Anxieties arerelated to the ways of introducing
computersin the children’s education. It is
important to know when, how and how much let
them use computers.

Doubtsare originated by the question about
whether the chats, the use of videogamesand The
Internet are avalid way to communicate.

Can young people face the challenge of the new
communication instrument alone? Can they
question themselves about the validity of this
source of information? Arethey ableto use The
Net without having an exact destination or goal?
Besidethese psychological and psychopathol ogist
risks which are connected to an unsuitabl e use of
the Internet, there are risks of social outcasting
and maladj ustment to whom non-users are
exposed. They can not benefit from the
informative and communicative potential which
characterizesthetelecommunications.
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Furthermore, they lose important opportunities
for cultural socialization.

From the point of view of community
psychology, which brings prevention and
promotion of well being and quality of life, we
facethe need to work on community dynamicsas
thesearelikely to produce problems.

The change in technology can consequently be
interpreted as apossibility for the community to
push apromotion of theindividualsand of the
citizenship pro active. We must look at the
context where organizations and people work
together to strengthen the power of the
community to meet the needs and solvethe
problems of its members.

Thefamily hasaroleof ‘filter’ and actsasa
medium between their children and the
experiences of the world they face. Parentsare
supposed to exercise afunction of control over
their children. This control must not be an
indiscriminate an oppressive one. They haveto be
like aguideto offer achancefor dial ogue. For
parentsit isimportant ‘to be there’, to take part in
the experience of the telecommunication world of
their children, to talk with them and help them
understand the meaning of thisexperience. To
makeit possible, parents haveto receive and
adequate education in order to be ableto establish
agood relationship with their children. Such
education must come from the school. Thiswill
be considered as a source of information
necessary to handle the relationship children-new
technologiesin the best way.

The positive effectswill then bereflected on the
whole community. Thereistheideaof a‘only
one child’, supported both in afamiliar sphere,
both in ascholar and community one.

Educational aspects of the new technologies
With reference to the considerations above, our
project is called Med@teca and we are working
withthe major aim to push the whole community
to charge of the educational aspects of the new
technologies. Thisisachieved working on
different fronts:

- With children: it operates both in schools and
outsidethem in order to offer theinstruments
necessary to have accesstothe N.T.ina
Conscious way.

Thisisconsidered as a sort of *a phabetization’

tothe N.T. to understand the language of these

new instruments, to be active partnerswith
them.

One of the most important goalsisto providea

safety on the Net. The project is meant to give

basic information for aconscious use of The

Internet.

Thefinal target isto encourage acritical

attitude of children towardsN.T., that are

permeating their social and affective lives.

To achieve this programme, schools and the

familieswork together to emphasize the

importance of N.T. for the educational and
learning aspects.

- With schools: there are actions of education,
training and work with and for teachers, to
focus on the way teaching and learning is
changing, together with the new dynamicsin
communication and role.

- With families. some practical/operative
programmes are carried out to examine closely
some aspects about:

- Therelationship between N.T and childrenin

learning and growth processes,

- Educational aspects and risks connected to
the excessive use of videogames by children
during their sparetime;

- Internet and its dangerous effects: loneliness,
dependence, pornography, distorted way of
communicating and considering reality, etc.);

- Positive effects of Internet and N.T.

Practical work

Thispractical work isbased on parents
experiencesand it is carried out starting from the
ideathat the entrance of PCsinsidethefamily,
hugely modifies both the communication
dynamics both the relationship between
generations. This causes great difficultiesfor
parents, that arein trouble when they haveto
identify their role as guides.
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Medi @tecais based on this methodology: Putting the child into the centre of thewhole

- Practical learning for parents; community (school, family and other

- Practical learning for parents and teachers, organizations) is an important way to recognize
together; the enormousimpact of N.T. on children’slives.

- Practical learning for parentsand children, Thisisalso away to acknowledge adults
together; responsibilitiesto help children in their growth

- Guides, informative bookletsand teaching aids ~ with N.T. without being manipulated by them.
to all families.
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Parental involvement in mathematics educationin a

Canadian elementary school

Freda Rockliffe

This small-scale study, carried out in a Canadian
elementary school, explored some of the major
influences affecting parental participationin
mathemati cs education and examined the
changing nature of the role adopted by parentsas
their children moved up through the school
grades. While parentswerelessvisibly involved
in school mathematics astheir children got older,
infact agreat dea of invisible mathematical
activity wastaking place at homefor childrenin
al grades. The nature, style and strategies
adopted by the parentswereinfluenced by factors
relating directly to the parents’ own mathematical
experiences. In contrast to this range of parental
responses, teachers tended to view the parents as
ahomogeneous group, generally lacking
confidence and expertise in mathematics.
Findings from this study could inform more
inclusive school practices for encouraging active
participation by parentsin mathematics education
tothe overall benefit of the children.

Introduction

An established body of research examinesthe
relative roles adopted in home school partnerships
(Bastiani 1993, Epstein and Dauber 1991). Such
partnership initiatives usually arise from within
the school, with extensions moving into the home
(Merttens 1995). Some researchers have
documented the dominance of the school culture
and consequent exclusionary practices of this
kind of partnership initiative (Brown and
Dowling 1993, Macheth 1995, Merttens 1995).
Another body of research examines exclusionary
practicesrelating to gender, race and class

(Crozier 1999, Hargreaves 2000, Vincent 1996).
Working on the widely held assumption that
effective parental involvement not only increases
the self-esteem of the parents and children
involved (Sutherland 1991) but also improves
achievement of the children, it would seem
informative to explore the factors that affect this
level of parental involvement. The focus of this
research was to explore the approaches of parents
as educatorsin their home settings and to
discover factorsthat might influencetheir
practice and their engagement with mathematics
arising from a school setting. Consideration was
givento thelevelsof involvement and roles
adopted by parents, to factorsthat influence their
teaching approaches, to the teacher’sown
perspectives and their practices for developing
inclusivepartnerships.

The Research Context

This study took placein asingle grade entry
elementary school in aCanadian city. The school
population was largely white and middle class.
Thefirst language of most families was English
though afew familieswere bi-lingual French-
English. A small minority of familieswere from
other ethnic groups with Chinese, Indian,

L ebanese and Somali heritage. The ethos of the
school would be instantly recognizable asbeing
based on achild-centred pedagogy (LaPierre
1981).

Parental participation was encouraged and
recognition was given to the vital role played by
parentsasfirst educators. Thiswas achieved
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through various mechanisms. A significant
proportion of parents were active within the
school and occupied in avariety of tasks
including fundraising, social eventsand direct
support as classroom volunteers. Each classhad a
rote of parent volunteers and aconsiderable
proportion of the classes had at |east one parent
volunteer present on adaily basis. Parentsin this
setting could be observed helping generally with
classroom organization of equipment and
accompanying theteacher and children on outings
such asthose to sporting events. To different
degrees, parents were al so found working under
thedirection the teacher supporting specific
individuals or groups of children with the
classroom curriculum.

Datawas drawn from a questionnaire for parents
sent to the whole school population and semi-
structured interviews with parents, teachers and
the school principal. An attachment to the
questionnaire invited parentsto volunteer for the
interview phase of theresearch. Inal, atotal of
26 parents volunteered to participatein this part
of the study. Thiswas an encouraging response,
but beyond the resources of thissmall study. 11
of these parents were selected by applying
additional criteriarelating to the number and
spread of their children acrossthe school. By this
process, the maximum amount of datacould be
collected by asking individual parentsto reflect
ontheir involvement in both, or in some casesall
three, of their children’s'’ mathematics education.
This parent sampleincluded 3 fathersand 8
mothers. Between them, they had atotal of 23
childrenintheschool: 4inKindergarten, 11in
the primary phase (grades 1-3) and 8 in the junior
phase (grades 4-6). To protect identities, all adults
arereferred to asfemale and all children asmale.

The parents’ sample was, to some extent, self-
selecting. Thefirst group to volunteer all turned
out to be confident or fairly confident about
mathematics and they were aready active within
the school in other spheres. At alater date,
another small group of active parents approached

theresearcher explaining that they would like to
have supported the study but felt that they would
be of no use because they saw themselvesas
being ‘ hopeless with math’. With encouragement
and reassurance they went on to provide valuable
insights and contributions to the study.

Analysisof theinterviews

Theinterview scheduleswere developed inlight
of responsesto the original questionnaire. The
purpose of the interviews was to learn more about
parents’ and teachers' perceptions of parental
involvement in mathematics education. Interview
responses were analyzed under thematic headings
developed from the transcripts. For the parents,
these themes were:

Parental attitudestowards mathematics

Early influences and experiences of mathematics
Parental perception of their own ability to teach
and explain maths

Mathematical activitiesthat parentscarry out with
children

Variation of activity with age of child

Parental perception of how their children learn
Partnership with school

Degreeto which parents engage mathematicsin
adult life

Similar, but reciprocal themeswere developed for
analysisof teachers’ responses.

Threeclassroom teacherswereinterviewedinthis
study, one from each stage of the Elementary
school. They were suggested by the school
Principal and chosen because of their successin
involving parentsto support the curriculum as
classroom volunteers. As characterized by
(Hulsebosch 1991), they were *High Involvement
Teachers who weretypically ableto maximize
their interaction and involvement with parents.
Interviews were conducted with these three
teachers and the school principal in order to
gather datarelating to the teachers’ perception of
the factors affecting parental involvementin
mathematics education. The research additionally
examined how such teachers, already achieving
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high levelsof general parental involvement,
engaged parents in mathematics education.

Oneinteresting feature of this study wasthe
privileged position of the researcher as an insider
researcher - being recognized by parentsasa
fellow parent and acknowledged in aprofessional
capacity by fellow teachers. This offered the
opportunity for frank and open responses from
both perspectives.

Parents' responses

Analysisof parental responsesrevealed that
parents' perception of their own ability, aptitude
and confidence with mathematics had more effect
onthelevel of involvement than did simply a
question of age variance of their children or the
corresponding increased compl exity of the
curriculum.

Inturn, parents were able to suggest early
influencesin their own livesthat had had an
impact on the devel opment of their attitudes
towards mathematics. These included the form of
engagement with their own parentsin
mathematical activity that was viewed by some as
apositive experience.

‘I lovedit actually, because | wasvery involved
with my dad at that time; we had avery good
time.’

Memories of mathematics at school elicited
strong responses. Where successful, these early
experiences had formed the basisfor alifelong
engagement with mathematics.

‘I lovedit. | wasexcellent at it. | was one of the
top studentsin the school.’

For others, memories engendered only negative
feelings.

‘I wasintimidated by it at schoolso.| tend to
encourage the kids not to be intimidated.’

By their responses, parents could be groupedinto
three types according to their attitude towards
mathematics, their own perceived ability and their
efficacy as mathematical educators of their
children.

Some parents acknowledged that they had maths
anxiety and managed to avoid mathsin all but the
most necessary transactions. Generally, these
adultsrecalled negative early experiences of
mathematics. They lacked confidencein their

own ability to manipulate numbers and harbored a
deep dislike of the subject. Thisgroup lacked
confidenceintheir ability to support their
children’ slearning in mathematics. Thisgroup
were |abeled the Maths Evaders.

Some of these parents reported that they went to
great lengthsto avoid mathematicsin their adult
lives. One, asuccessful designer, described the
lengthsto which shewould go to avoid precise
measuring and calculation.

‘I don’t write down numbers. | just gauge with
my calipersto make surethesidesareequal .’
Commonly, people who have difficulty with the
subject claim that they are not naturally
mathematicians. One parent described her
friend’ sson asvery capableand quick at
mathematics.

alittletreat for himis matiout for mét’.smy
idea of torturéar meit would never be math.’

In sharp contrast to this attitude are those at the
opposite end of the spectrum who describe their
love of the subject, the confidence with which
they manipulate numbers and the pleasure and
enjoyment they get from solving aproblem. They
exhibited confidencein their ability to support
their children’s mathematical learning. Thisgroup
were |labeled the Maths Achievers.

‘I still loveit! I am completely confident with
numbers and calculation and still love agood
logical puzzle’

These parents said that early positive experiences
with mathematics probably informed their career
choices and reported that they still engaged with
mathematicsin their professional lives.

‘| write for a communications company. | read
technical papers. | don't useformulas, but the
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way these peopletalk and the framewor k we work
inismathematically based.’

The group between these two ends of the
spectrum exhibited mixed responses and attitudes.
These parents record mixed experiences and early
influences on the devel opment of their own
attitude to maths. Parentsin this group value
success in mathematics and consider it to be an
important subject. They were moderately
confident in using mathematicsin adult lifeand in
their ability to support their children’slearning in
mathematics. Thisgroup were labeled the Maths
Advocates.

Preferred Adopted Parental Teaching Approaches
The study revealed five adopted teaching
approachesthat developed from analysis of
parental responses. These codified the activities
that they carried out with their children. Many of
these activitieswere set in areal life context and
parentswere creativein exploiting mathematical

opportunity.

Basics - Basic numeracy practice of four
operations and standard written algorithms.
“When he waslittle hewould sit in restaurants
and count sugar packets and pizza dices- simple
addition and subtraction :..

Skills - Practice of skillsand drillse.g. times
tables, telling the time, money values. Sometimes
materialsto support learning being provided e.g.
number charts.

‘s0.] used to tell them, if they have 25c and want
to buy a candy for 5c then they should have 20c
change and | would show themthe coins - the
shapes and sizes - say thisisa dime, thisisa
nickel, aquarter. So we start that early on so they
knowwhat todo.’

Curriculum - re enforcing the school curriculum
a home by supporting homework using teaching
method as advocated by the teacher.

“We spent sometime and, to give himcredit, in
the summer between grade4 and grade5, he

spent an hour a day. He asked meto buy Grade 4
Review Math. Yes, heactually likesit more
formal. He' s happy with it more formal .’

Enrichment- Extension activities, exploiting the
learning potential in areal life context such as
DY/ home improvements, games, sports
statistics, shopping or activitiesin and around the
home: cooking, laundry etc.

‘I never thought of Monopoly asa math game -
adding the dice for the youngest - lots of math
and money and rents you have to pay for the
older one. For example, a good rent of $50 - well,
how many times do you haveto collect rent before
you get back what you paid for it? - And he'd sit
down and figureit out.’

Independent - Teaching new concepts
independently of the school curriculumin an
opportunistic way e.g. problem solving, engaging
in mathematical discussion or mathematical
pursuit for the pure enjoyment of it or following
the child’ sinterest and enthusiasm.
‘Hebringsquestionsto me. Like thismorning
wasno big deal - ‘ Iseverything in the world 3-
dimensional?’ - It'sjust buzzing around his head
- S0 we spent 5 minutes talking about that.’

Analysisof theinterview datarevealed an overall
trend of decreasing levelsof parental
involvement, both at home and in school as
classroom volunteers, as children moved up
through the grades of Elementary school. Thisis
not anew observation. Indeed, anecdotally, both
teachers and parents had predicted thisgeneral
pattern and similar patterns of involvement have
been recorded by (Epstein and Dauber 1991,
Merttens and V ass 1990). However, explanations
asto thefactors affecting thislevel of
involvement varied considerably between parents
and teachers.

Maths Achievers

Typically these parents adopted ateaching style
independent of the schoal curriculum, making the
most of the opportunitiesthat arisein family life
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to enhance and enrich their children’s
understanding and appreciation of mathematics.
These parentswere not reliant on receiving
instructions or directions from school in order to
carry out mathematical activitieswith their
children. They were not antagonistic towards

hel ping out with homework or explaining school
mathematics curriculum but they rarely taught the
basics.

‘“What | almost never do isask the childrento
chant their times-tablesor getinvolvedin
arithmetical calculations.’

They readily picked up on and responded to their
children’ sinterest and questionsand could expl oit
the mathematics offered in many situations.
Mathematical activity and discussion wasa
natural and integral part of their relationship with
their children. Very few parentstalked as
naturally asdid this group about the ease with
which mathematics was integrated into their
interactions with their children. They spoke about
it being anatural part of their family life, drawing
an ana ogy with literacy and access to books and
stories.

“We have a tendency to exploit the educational
valuein situations but thismay not bethe casein
every familyfar. example, not just math books but
nature, astronomy, playslitisimportant that
these enrichment opportunitiesfitintowhat is
already going on at homave don’ t necessarily sit
down and do half an hour or a page of a math
text bookout they should be extensions of normal
family situations.’

Their over-riding wish wasto protect this
relationship with their children. Some expressed
doubt about the formality of approaches adopted
in school. These parentswere wary that this
approach could engender negative attitudes
towards mathematicsin their children, something
they were anxiousto avoid.

Maths Advocates

These parents were much more focused on the
school curriculum. They demonstrated an
awareness of the nature of learning and the
development of their children’ s mathematical

understanding at different stagesin their
education. Thisunderstanding was closely linked
to their adherence to the school curriculum and
their wish to follow the teachers’ lead. These
parents emphasi zed the need for agood
foundation in the basics and worked consistently
with children of all agesto help them achieve
this. Parents often taught concepts and skills such
as, number recognition and counting to their
childreninthe Early Y ears of pre-school and
Kindergarten. Parents reported that they were
anxiousfor their children to make the connection
between mathematics learned at school and maths
inthereal world. They were aware of the benefits
of learning mathematics based on experience and
wereinventive and creative in exploiting the
mathematical potential in many real life
situations, particularly with their younger
children.

‘When he was very young, he used to ask meto
read license plates. Finally | asked himif he
could read themand, |0 and behold, he could! He
was2 or 3yearsoldthertHewasinterested, it's
always been driven by him. We used to spend a
wholelot of timét.used to take us half an hour to
get acrossa parking lot because we would have
toread every license plate on theway.’

Once children moved into the Primary Y ears, the
focus shifted to more complex operations and
agorithms. Their parents still emphasized the
importance of devel oping mathematical thinking
strategies and stressed the need for ameaningful
context whilst, recognizing thefutility of rote
learning. Although rather contradictorily, thisis
oneareain which they retained a degree of
independencein practising skills such astimes
tables. Thisbasic skills practice was viewed as an
essential tool rather than the root of mathematical
understanding.

Parents were anxious to adopt the correct method
by which they usually meant the approach
currently employed by the teacher. They were
more reluctant to teach conceptsindependently
and more likely to follow the teacher’ slead and
proceduresfor fear of causing confusion. They
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were likely to seek specific advice from the
teacher with regard to suitable activities, methods
and approaches to be adopted, especialy if their
child was experiencing difficulties. Aschildren
entered thejunior years, this pattern was
continued. Parentsin thisgroup remained fairly
confident about the mathematical content of the
curriculum and werewilling to reinforceit by
playing an active part in supporting homework.
However parents tended to |oose their autonomy
at this stage of their children’s education. They
became very reliant on following the teacher’s
lead and suggestions. In some cases, parentswho
actively sought advice attempted to adopt and
mimic the teacher’ s style. Some parents were so
concerned about causing confusion that they
became over reliant on teacher advice and tended
to avoid teaching new concepts or offering
explanationsto their children.

‘I think parents can also get it wronghere are
new and different waysto teach and there may
even be counterproductive waysto teach.’

Maths Evaders

Theinteresting characteristic of this group of
parents was that although they expressed adidlike
of the subject and in some cases made every
attempt to avoid contact with mathematicsin their
adult life, they were anxious not to transfer this
attitude onto their children. Parentsin this study
indicated that they thought the subject was
important and were keen for their children to have
more positive experiences than they had had as
learners of mathematics. They worked hard to
participatein their children’s mathematical
education. Surprisingly they showed as much
awareness of thevalue of real life activitiesasthe
more mathematically confident parents. They
often engaged in interesting and creative ‘red life
* mathematical activities, particularly with their
younger childrenin the pre school and
kindergarten years.

Basic numeracy skillsand drillsformed the major
part of their mathematical activity oncetheir
children reached the primary years. These parents
felt that it wasimportant that their children had a

good grounding in the basics, followed this aspect
of the school curriculum closely and felt able to
offer support in this element of the curriculumto
their primary children. These parents reported that
at this stage, they had personally found
mathematics uninteresting, but accepted the need
to offer support as part of their wider parental
responsibilities.

*Just the rudiments - like trying to sort out
division. That is something that | do do! And, you
know, the big plus and the big minus. I’m the sort
of person who would have to check on their work
because I’'m not big on keeping my attention. |
tend to mind-wander becauseit’sboring. I'm
good at making sure they check their work.’
Oncetheir children entered the junior grades,
these parents reported that they felt ill equipped to
support their children in the study of
mathematics. The curriculum content became too
complex for them to handle with confidence and
they were very concerned not to convey their
maths anxiety and dislike of the subjecttotheir
children.

‘They loose me around Grade 5 | .mean, they do
things so differently that | just confusethem ...
even their dad, you should see them confuse him,
and he’' sgood at math. When they’ re younger it's
OK, but asthey get older!’

They tended to steer clear of teaching situations
altogether, preferring to passthe baton to another
person (another family member or in some cases
atutor). These parentsdid not relinquish
responsibility for their children’slearning in
mathematics. They reported their concernto
ensure that their children were actively engaged
in mathematics and completing homework
assignments on time. At times parentsin this
group reported re-learning concepts alongside
their older children.

Although theoverall level of parental
involvement decreases as children move up
through the school grades, the pattern of adopted
approaches was acomplex one, closely reflecting
parental attitude, ability and confidence in maths
asillustratedin Figure 1
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i:igure 1 - Preferred Parental Teaching Approaches/Varying with age of children

Kindergarten Primary Junior
Junior/Senior Grades 1-3 Grades 4-6
Maths Achievers
Basics * * o
Drills o) * o
Curriculum o) * .
Enrichment *okk * ko * kK
Independent Kok Kk .
Maths Advocates
Basics *% Kok *
Drills *kk *okk .
Curriculum ** * ok *xk
Enrichment *kk *% *
Independent *xK *x *
Maths Evaders
Basics * *% 0
Drills * * %k 0
Curriculum * *% **
Enrichment *ok K *
Independent * *

Key: o Rarely, * Occasionaly, ** Often, *** Frequently

In summary, the maths achieverstended to
protect their interactionswith their children by
not engaging to any degree in the school
curriculum but continuing to adopt i ndependent
and enrichment approaches. The maths advocates
developed increasingly conservative approaches
to mathematics, conforming to their restricted
view of school mathematics and becoming over
reliant on direction from the teachers. The maths
evaders probably conform most closely to the
teachers’ perception of parentsin general lacking
in confidence as co-educators in mathematics.

Teachers Responses

Teachersin this samplereaffirmed thewidely
held view (Epstein 1986) that asthe mathematics
curriculum content becomes more demanding for
childreninthehigher grades, levelsof parental
involvement tail off. Thiswas attributed not to
unwillingness on the part of the parentsto offer
support to their children but to the demands of the

curriculum itself. Teachers perceived that many
parentsfound it difficult to engage with
mathematics at thislevel and to integrateitinto
family life.

Theteachersin thisstudy already had ahistory of
successfully involving parentsin the school
curriculum. Even for these teachers, parental
involvement in mathematics remained
problematic and, despite their efforts,
exclusionary practiceswere occurring. Teachers
were ableto offer suggestionsto explain these
practices. The Kindergarten teacher observed that,
inthe Early Y ears, many parentswere ableto
take advantage of the home setting to providea
|earning context.

‘At thislevel, if parents know what we are doing,
90% will beinvolved. They will usethese simple
things around the house to talk about all the
different areas of math. They do sorting. They do
seriation. They just don’t call it math.’
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Thiswas qualified by the Primary teacher, who
illustrated how parents might over-emphasize
basic skillsand numeracy at the expense of the
wider mathematics curriculum.

Teachersgenerally agreed that thedeclinein
parental involvement could be pinpointed to the
children’smove from Kindergarten to the
Primary grades. Teachersrecognized the
dominant rolethat they unwittingly adopted in
making increased use of professional terminology
around this phase. One teacher talked about
seeing parents, year by year, get less comfortable
with the curriculum, unaware of the direction it
was taking. Thisteacher acknowledged that the
language that teachers use compounded this
feeling of alienation from school mathematics.
‘Parents, you can seethemthinking : Hey, I'm
listening to this; should | betalking that way?' ...
and they are ready to relinquish some of that
right away.’

The same teacher recognized that the calm
confidence with which teacherstalk about the
learning process and aspects of pedagogy could
beintimidating, but explainsthat, froma
teacher’ s point of view, it was subconscious.
{they) just know something about class
management and some have lived with talking

about this stuff for solong and | already seethat ...

subtlelittleintimidation sa that leads into math.’

Teachersgenerally accepted that parental
involvement in the mathematics curriculum at
grades 5& 6 would be minimal. Reasons given
included lack of parental confidence and ahility to
handlethe curriculum as discussed el sewhere.

‘ Some parents, they stay right off it because they
are uncertain about it parents are not really sure
what to expectand they are afraid of messing it
up.’

Additionally, teachersrecognized that ol der
children might wish to assert their independence
and would not welcometheir parentsbeing
visible as classroom volunteers at this stage of
their education.

‘Specifically with alot of the older children, they
emphatically say’ I.don’t want my parentsto
comein or to help mewith this.” Asthey ge t
older, it's part of their devel oping independence.’

Teachers also spoke about parents who are
naturally focused on their individual child and
who look for specific guidance from the teacher.
‘They might want examples and, say - ‘ give me
exactideas’ or ‘specifically, what can | do with
my kid?"’

Teachersin thisstudy were acutely aware that
establishing contact with some parentswas not al
that easy. They cited as examplesthelow level of
interest and responses to proposed curriculum
workshops, or thelack of support for activity
based homework projectsin some older grades.
They offered explanations for this lack of
involvement that focused, not on any lack of
parenta willingness, but on lack of time dueto
theincreased complexity of peoples’ livesand the
pressures of balancing acareer and afamily.
Teacherswere aware that thiswas particularly
pertinent for single parents. Economic and social
deprivation was al so offered asreason for low
contact. Oneteacher, aware of the differential
responses to homework activities, expressed
concern for the children who did not receive
parental support with such assignments. Similar
issues were raised by (Brown 1990). One teacher
had, for along time, sent home suggestions of
practical activitiesthat could be carried out at
home - data collection, investigations etc. These
had been issued on aclass basisand, for some
children, had been positive and rewarding shared
experiences. Thisteacher was concerned for those
children who, for one reason or another, had not
participated.

‘Well, I’mmore cautious of doing that now
because | would find the varying levelswould
comein and the disadvantage would go to the
disadvantaged. So I’ ve stopped doing that kind of
thing because that was unfair - because kids
would come back and they hadn’t doneit and they
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wer e confused asto what was going on. They'd
never get thosethingsdone.’

Thisteacher had switched to sending home
assignments and suggestionson amoreindividual
basis, which must be less efficient and demanding
of teachers’ time.

Conclusions

Thefindingsin this small-scale study can only be
generalized to the self-sel ecting parental sample
and small representative group of teachers
involved. The distribution of the parental sample
raisesthe possibility that other ‘ hidden groups’
might exist. Assuming that in any population
there would be a continuum of responses
describing attitudes to mathematics and
willingnessto engagein partnership, then agroup
of parents would seem to be missing from this
sample. Thisgroup might fill agap between the
Maths Advocates and the Maths Evaders. One
could speculate that this group might be parents
who for one some reason felt unable to contribute
their voice and experience to the study. The
guestion remains, who are the missing parents
and how can they be reached? Thisdilemma
would provide afruitful source of researchina
school with atradition of active participation.

Theteachersin this sampl e acknowledged that
parents played amajor roleintheir children’s
education and were keen to devel op and extend
partnership. They had along history of successin
promoting partnership with parents. However,
even these teachers acknowledged particular
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Parents, racism and education: some issues relating to
parental involvement by Turkish and Moroccan
communitiesin the Netherlands

Metin Alkan

The complex influence of the home and parental
roles and attitudes on school achievement has
been extensively researched. Numerous studies
and reports have drawn attention to the
partnership between home and school and to the
need for schoolsto know more about the home
circumstances of children and for parentsto know
more of what goesonin schools. Y et, it can
safely be suggested that theimportance of home-
school partnership isnot very well understood by
aconsiderably large group of parents or indeed
schools. While individua teachers or schools
realizethat it isimportant to have parental
involvement, thereis seldom aviable plan for
their meaningful participation. Partnership
between ethnic minority parents and schools and
between ethnic minority communities and school
authorities present additional complexitiesin that
it requires schools to be confident in dealing with
issues of prejudice, discrimination, and unequal
representation. And to make matters more
complicated, minority parents often think that, as
far asthe school successis concerned, the
teacher’ sinvolvement with their children ismore
important than their own. Consequently, it ismost
important that schools and teachers enter into
power-sharing relationships with parents,
encouraging them to get involved in the education
of their children and enabling them to sharein
decision-making about school programs and
policies. For these school-parentsrelations and
partnershipsto be genuine and effective, they
must be based on mutual honesty, availability of

full and accurate facts about children’s
performance level s and genuine consultation.

Ethic minority parentsin the Netherlands, more
than Dutch parents of the same socio-economic
background, want their children to attain ahigh
level of education. They want their childrento
have better educational opportunitiesthat they
themselves had never had (Hermans, 1995;
Ledoux 1996). Y et, the efforts of the Dutch
schoolsto establish contacts with them have not
led to an active participation and involvement in
the education of their children. And thisis not
only related to language and cultural barriers. The
gap between Dutch schools and minority parents
appearsto be created by the attitudes and
expectations of both parties. Parental participation
as perceived by the schools does not encompass
the element of empowerment of parents, and the
lack of parental participationistakenasan
indication of parental disinterest in the education
of their children (Van Erp and Veen, 1990; Van
der Veen, 2001). Further, some parental desires
and normative demands are experienced by the
school management and white teaching staff as
disturbing, disruptive, and painful (Alkan, 1996).

For ameaningful analysis of these and other
issues and problemsinvolved in therelationship
between schools and ethnic minority parents, the
actual conditions under which ethnic minority
children receive their education within the
schools need to be considered. One needsto take
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into account inequalitiesinvolved in the
education of minority children, resulting in the
acute problem of underachievement among the
majority of them. A second point to be considered
in this respect is the schooling experiences of
minority students. The assumption hereis that
minority parental attitudestoward schoolsand
teachers are to an important degree shaped by
their observations and interpretations of the
experiencesof their children, relating to the
various dimensions of the school asasocial
system. Over the years, ethnic minority parents
have becomeincreasingly familiar with the way
in which schools operate. They have been settled
in this country long enough to become quite
concerned with the schooling experiences of their
children. These pointswill be dealt below. But
first, some attention will be given to the approach
of schoolsto the education of minority children
and to the ways in which minority
underachievement is constructed in research
studies.

Implicationsof ethnic diversity

Over more than adecade, there hasbeen, in the
Netherlands, a growing recognition of the
implications of ethnic diversity for the schools. In
the main, this recognition hasresulted in a shift
from a concern with curriculum change based on
an ethnic additive strategy of innovation (i.e.,
adding isolated unitsinto the curriculum, which
would presumably respond to special learning
needs of minority children) to aconcernfor the
responsibility of schoolsto foster improved
academic performance by minority pupils. For the
elimination of inequalitiesinvolved inthe
education of minority children, additional
facilities have been provided to those schools
with high percentage of ethnic minority and
Dutch working class children. Theaim wasto
increase the effectiveness and intensity of
teaching and learning within the framework of the
regular Dutch school curriculum. For the
realization of thisaim, language teaching
provisionswere expanded, while programswere
developed for the implementation of intercultural

education and the intensification of contacts
between minority parents and the schools. The
claim contained in this approach hasbeen simply
that the school could be made an effective
institution to counter the effects of ethnic or class
backgrounds in asustained way asto bring about
arate of learning for the disadvantagethat is
grester than the rate of learning for the
advantaged. The results of more than a decade of
implementation of thispolicy have been,
however, quite disappointing. Numerous research
studies conducted demonstrate that the level of
educational achievement of ethnic minority pupils
staysfar below the level of educational
achievement of Dutch pupils (Tesser et al. 1999).
A centra question that has occupied policy
makers, researchers, teachers and parents from
the viewpoint of their respective positions has
thus become: why linguistically and culturally
subordinated students do not, in general, succeed
academically. Thisquestion hasbeen approached
in research studiesfrom avariety of angles. In
essence, however, the large mgjority of research
has centered on questionsrelating to the
educability of minority studentswithin the
context of the demands and expectations of the
Dutch school programs. More specificaly,
attemptsto identify and explain factors
contributing to underachievement have often
focused on a set of real or supposed individual
characteristics, which would beindicative of
deficiencies and shortcomings of minority
children and their backgrounds. Among the most
popular models of explanation of minority
underachievement in education has been the
socio-economic deprivation, limited proficiency
in Dutch language, and ethnic-cultural
backgrounds and characteristics of various groups
under consideration. Generally speaking, various
factorsthat have been considered within the
context of these model s have tended to be viewed
within apathological perspectivein so far asthere
hasbeen atendency to search for what might be
wrong, problematic, deficient or deviant about
minority children and their backgrounds.
Classifiedintheliterature asthe ‘ social
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pathology’ model, this perspective assigns
disproportionate academic problems among |ow-
status minority students (e.g., cognitive and
linguistic deficiencies, low self-esteem, poor
motivation) to pathologies or deficitsin their
socio-cultural characteristics (see Hofman, 1993;
Ledoux, 1996; Pelsand VVeenman, 1996;
Teunissen and Matthijssen, 1996).

The focus on the characteristics of learnersfrom
minority groupsis connected to a particular
application of the concept of ethnicity inthe
formulation of research questionsand

methodol ogical approaches. Similar to such
factors asthe parents educational background or
thelength of stay in the Netherlands, the so-called
‘ethnic-factor’ is often treated in research studies
asisolableand as functioning independently,
rather thanin aninteractiveway. Or, itisviewed
asaset of subjective, ascriptive descriptions,
shaping the specific personal characteristics of
pupils from ethnic minority communities (Isena,
1999). In the literature concerning ethnic relation
in education, such limited conceptualization of
ethnicity, which shares commonsenseand
practitioner-based views and assumptions, has
been seriously challenged. The deficit view of
subordinated students has been classified as being
ethnocentric andinvalid. Many writershave
emphasi zed the importance of the process of
schooling itself and the practicesthat place
minority students at adisadvantage. Alternative
models have been offered that shift the
explanation of school failure away from the
characteristics of individual children, their
families and cultures, and toward the schooling
process (for areview of these models, see
Hofman, 1993). Some scholars have argued, for
example, that the reason for the minority
underachievement in education may be that
school s reproduce the existing asymmetrical
power relations among cultural groups, and thus
educationally disable minority students
(Cummins, 1988; Gibson and Ogbu, 1991;
Giroux, 1992, 1995). If they are correct, then
educators and researchers must move beyond the

question of learner characteristics, differentiation,
effectiveness, and erroneous assumptions about
the apoalitical nature of education, to acritical
assessment of learning environmentsin their
political contexts (Fullan, 1991; Gilborn, 1995;
McCarthy, 1990; Sarason, 1990). Such an
assessment would require the recognition of
structural factors such as the distribution and
selection mechanisms, and other organizational
and conceptud strategies within the school
system. Thefocuswould be on the actual patterns
of interaction within the context of the school and
classroom, with a particul ar attention givento the
waysin which ethnicity informs the educational
experiences and outcomes of minority students
(Alkan and Kabdan, 1995; Crul, 2000, Leeman,
1994; Saharso, 1992). It would further require the
consideration of such issuesof political
importance as cultural orientationsin curriculum
content areas, the ethnic composition of the
teaching profession, segregation in schools, and
participation in and control over educational
policy and decision-making in education (Leeman
and Phalet, 1998). Among the areas that would
gain anincreasing significancein the explanation
of minority underachievement in education would
be: attitudes of teachers; expectations of ethnic
minorities among teachers; the relevance of the
curriculumto ethnic minorities; assessment and
testing procedures; communication between
school and parents; racism in the educational
system, and racia prejudice and discriminationin
society at large. In other words, theresearch
problem would be conceptualized in terms of
describing and analyzing the waysin which
racism and inequality are produced and
reproduced by/in schools and how students and
parents experience these processes. Inthe
Netherlands, research into these and other
relevant aspects of the structural characteristics
and functioning of the school system hasbeen
conspicuously absent.

To conceptualize the situation of ethnic minority
pupils as one of educational inequality isnot to
ruleout individual characteristicsand background
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asunimportant. Rather, itisto placetheseina
wider context. In other words, research, whichis
located within the framework of this model,
rejectsasingle cause approach (e.g., learner
characteristics) in explaining group differences
and patterns of achievement. According to this
contextual interaction explanation, minority
failureto achievein education is understood to be
resulting from an unfortunate i nteraction of many
factors. The need to examinerelationships
between socio-cultura factors (e.g., language,
soci 0-economic status, prejudice, cultura
conflict) and societal and school contextsin
which they appear isthus becoming increasingly
evident. Issuesand problemsinvolved in the
relationship between schools and ethnic minority
parents need to be perceived in this context.

In the Netherlands, qualitative research into the
experiences of minority studentsin educationis
scarce. And, there are only acouple of studies
that look into or give anindication of the nature
of interplay between student experiences and
parental attitudestowards schools. In other words,
research has not paid sufficient attention to the
question of how ethnic minority parents observe
and interpret the experiences of their childrenin
schools and how thisrelatesto their attitudes
towards schools and teachers.

By making use of datareported in four selected
qualitative research studies, which arein one way
or another related to the above question, an
attempt will be made bel ow to examine some
aspects of the schooling experiences of Turkish
and Moroccan students and the context of
minority parental involvement in Turkish and
Moroccan communities. The interview data
reported and analyzed in these studiesrelatein
the main to factorsinfluencing the school success
of the students. Among theitemsconsidered are
student experiences during the primary school
period, school advice received at the end of the
primary schoal, racism and discriminationin
schools and society, school-based friendship
patterns, relations with teachers, counseling,

parental support, and mativational factors. The
four selected studies are: (a) Nelissen and Bilgin
(1995). Inthis study, the degree and the ways of
parental support in the education of children at
secondary level among Turkish and Moroccan
families are examined. Twenty Turkish (ten
parents and ten students) and fourteen Moroccans
(five parents and nine students) were interviewed;
(b) Alkan and Kabdan (1995). This study looks
into the schooling experiences and perspectives of
Turkish students at the secondary school level. In-
depth interviews were conducted with 47 Turkish
students from four different types of schools. (c)
Crul (2000). Thisstudy presents an analysis of
factorsinfluencing the school success of Turkish
and Moroccan students. It is based on in-depth
interviews with 86 students aged between 16 and
24 invariouslevelsof secondary and tertiary
education. Crul alsointerviewed thirty parents.
(d) Van der Veen (2001). In this study, attention
isgiven to the factors underlying the success of
Turkish and Moroccan students at the secondary
school level. Part of her datawas collected
through interviews with 106 students.

What is reported below is a selection of
problematic aspects of the interaction between
minority students and the various dimensions of
the school asasocia system. Inall four studies
that will be considered here, not all students (and
parents) share these experiencesin the same
degree. The emphasis on the problematic
experiencesis chosen for the purpose of this
paper to give anindication of the discriminatory
elementsin school processes and their influence
on student and parental attitudes towards schools
and teachers.

Schooling experiencesof Turkish and

M or occan students

The process of minority underachievement starts
intheinitial yearsof primary education, an
experience which many studentsfind it difficult
to recover from and as aresult they either
continueto lag behind or their performance
deteriorates even further. In the selected studies,
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some attention is given to the experiences of
studentsduring their primary school years. The
students appear quite positive about their
experiences. They indicate that they liked their
teachers, got along well with their classmates, and
had little or no difficulty with their lessons.
Except someinitial difficulties mentioned by
some students, involved primarily in learning of
or functioning with the Dutch language, therewas
no indication of any important problem relating to
their education at that level (see aso, Hermans,
1995). Their parents and they themselveswere
not confronted or informed by their teacherswith
alearning problem that they would be
experiencing. What surprised many of these
students (and their parents) was the fact that they
cameto realizeonly inthelast year of the
primary school that they had not learned enough
to succeed intests at alevel that they had
expected of themselves. The school advicethat
they received was not in line with their
expectations.

The school advice given at the end of the primary
school playsacritical role with respect to the
position and the level of success of the students at
the secondary school level. Many students appear
to have been disadvantaged by thelow school
advice which they received from their primary
school teachers. For example, the majority of
successful Turkish and Moroccan students have
attained their level of education viaand indirect
route (up to 80 %) (see also Ledoux, 1996). Also,
less successful students frequently reported that
they were advised by their primary school
teachersto attend alower level of secondary
schools. Some students chose to attend a higher
school level than that advised; others discovered
during secondary school that they had greater
ability and worked hard to attain ahigher level.
Crul and Van der Veen concluded that the
secondary school advicereceived at the end of the
primary school was the main reason for the
indirect route.

The school advice appears especially problematic
from the viewpoint of those students who were
placedin alow level secondary school. These
students experienced this as an injustice and they
were of opinion that they were discriminated
against by their primary school teachers. They
compared their situation with that of Dutch
students, and believed that teachers tended to give
alower adviceto students of ethnic minority
origin. They perceived thisasan act of
discrimination, and in some cases, as a source of
motivation to succeed and prove their capabilities.
In the student accounts, it is possible to see
elements of low teacher expectation, comparison
with Dutch students, the role of prejudice against
the ethnic group, and the problematization of
student's language proficiency. Crul and Nelissen
& Bilginreport further that parents perceived the
low school adviceinthe sameway asthese
students.

Despitethe research evidenceindicating problems
of underachievement at the primary school level,
there seemsto beinstitutional factors at work
influencing these processesin anegativeway.
Taking the student experiences asabasis, the
biased assessment and testing procedures and the
stereotyped attitudes and low expectations of
ethnic minoritiesamong the teachers should be
considered among these factors. Asthe data
suggest in al four studies under consideration,
there exists adiscrepancy between thegiven
school advice and the actual position and
achievement level of the mgjority of the students
interviewed. Similarly, adiscrepancy exists
between student and parental expectations and the
given school advice. Crul reports anumber of
casesinwhich minority parents believed that
teachers' judgment of the capacities of Moroccan
and Turkish children were systematically
underestimated. The older brothers and sisters of
the students, who took the role of the parentsin
contacting schools, shared the same belief, based
on their mistrust in teachers, emanating from their
own earlier educational experiencesin the
schools. They wanted to prevent injusticeto be
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doneto their younger brothersor sisters. Inthe
study of Alkan & Kabdan, the students also
expressed their mistrust in teachers' objectivity in
deciding upon the school career of minority
students. Again based on the disappointments
they had from their own experience, they urged
that younger generation of Turkish students
should always doubt teachers' estimation of their
capacity to study further, and that they should
alwaystry to get into ahigher level of school type
at the secondary education than the one teachers
would advice.

A particular problem of ethnic relationsin
education isthe ways in which ethno-cultural
differences are perceived and acted upon by
teachersin their interactionswith students.
Several studies substantiate the influence of
teacher bias and expectancy on student
performance. These biases or preconceived
judgments may |ead to specific teacher behaviors,
which createinterpersonal barriersfor the
involvement of these studentsin learning.
Exclusion, stereotyping, fragmentation,
imbalance and linguistic bias are processes,
indicative of biased teacher behavior that
adversely affectsthe potential success of students.

With respect to their interaction with teachers, the
studies of Alkan & Kabdan and Nelissen & Bilgin
report that the students spoke of the importance of
having apositive and close relation with their
teachers. They expected that teachers show
respect, understanding, support en
encouragement, and equal treatment. In general,
the students appeared highly sensitive and
extremely perceptive of teacher behavior and
attitudes. Besides afriendly and close personal
relationship, acertain amount of stressin theform
of high expectations servestoimprove
performance. The students mentioned positive
experiences with teacherswho related their high
expectationsto them directly and in an
encouraging way.

Crul treats such teacher attitudes, together with
thelevel of student successin aschool and the
level of appreciation of the school by the parents,
as aspects of school climate. The climatein the so
called ‘black schools” with large numbers of
minority children israther negative, leading to
serious conflicts between students and teachers,
and parents and teachers. These conflicts resulted
mainly from alack of mutual trust andin a
number of casesthey had adirect influenceonthe
school performance of children. As sources of
conflict, he mentionsinsensitivity among some
teacherstowards parental expectationsand
values, and disagreements over the school advice.
Conflictstake place between parents and schools
much more often in the so called ‘ black schools’
with high percentage of minority children.
Positive relations between parents and schools
were observed mainly in those schoolswhere
teachers provided special support to the children
intheir learning problems, parentsreceived
regularly information from teachers about the
progress of their children, and that parentswere
involved by the teachersin decisions concerning
their children. Similarly, Hofman (1993) found
positive effects on the school careers of ethnic
minority students where the school had an active
policy for contacting parents when contacts with
them failed to occur.

Problemsinvolved in ethnic relationsin the larger
society affect the schools system in avariety of
ways. In thelarge cities where minority
populations are concentrated, school segregation
has become a serious problem not only at the
primary but also at the secondary level. Asa
result of the combination of discriminatory
housing policies and White-flight, the majority of
children from ethnic groups receive their
education in the *black schools . In the studies of
Crul and Alkan & Kabdan, the studentsindicated
the negative consequences of this devel opment
with respect to the quality of education, school
climate, the quality of physical environment of
the schools, the disciplinein the classroom and
contacts with Dutch students. Especially, the lack
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of disciplinewas problematized by the studentsin
schoolswith alarge minority student
representation. They spoke of their preferencefor
aschool in which the composition of student
population is multi-ethnic, the administration and
teachershave authority over the students,
classroom activitiestake placein an harmonious
and orderly manner, the teacherstake their jobs
serioudly, control homework, and follow student
progress.

Inthestudy of Alkan & Kabdan, itispossibleto
detect teacher attitudes in the experiences of some
student, which take theform of an explicitly
prejudiced interaction. The students talked about
their experienceswith prejudiced and
discriminatory teachers. Asthey did so, they
referred essentially, asreported asoin Crul’s
study, to a particular teacher and in some cases
they used theterm ‘ someteachers'. They also
made statements referring to teachersin general .
The remarks of the students about the problematic
aspectsof their interactions with teacherswere
concerned with open discriminatory acts,
prejudice over ethnic groups, differential
treatment of minority and magjority students, and
discriminatory assessment of learning outcomes.
Among the negative responses to the students
expressed by teachers, within or outsidethe
classroom context, were also an open disapproval
of the customs and traditions. Such teacher
behavior added to the negative experiences of
school of some of these students. In some cases,
the students mentioned experiencesin which
some teacherswere even involved in the use of
direct forms of racist and ethnicist verbal abuse.
These attacksincluded making negative remarks
over religious beliefs and cultura practices, and
degrading remarks over the ethnic identity of the
students.

Many students who attended schoolswith ahigh
concentration of ethnic minority students pointed
out that they did not experience racism within the
school. Those students who mentioned some
specific incidents of racism, however, expressed

their disappointment in thelack of attentionfrom
their teachers and school administrationin
confronting such acts. In other words, teachers,
although aware of the racial harassment
experienced by the students, seemed reluctant to
formally addressto thisissue.

Inrelation to teacher prejudice and
discrimination, the students mentioned also that
they could see adifferencein theway inwhich
teachers behave towards Dutch students and
students of ethnic minority origin. According to
some students, teachers’ differential treatment of
minority and majority studentsresultsin
discriminatory assessment practices. Asked about
how they react to teacher prejudice and
discrimination, some students said that they
confronted the teacher with it. Those students
who said that they had not had adirect experience
with discrimination by teachersindicated that, in
caseit would happen, they would relate the matter
to the school director. The studentsthought in
general that there waslittle that could be done
about the subtle and indirect forms of teacher
discrimination. In taking a stance against teacher
discrimination, some students seemed to calculate
the formal power that teachers have over
themselves.

Independent of the fact whether they have had a
direct experience with racist discrimination, the
students appeared highly concerned with racism
in schoolsand in the society. They emphasized
that schools should take an activerolein dealing
with these processes. Among the pointsthat they
mentioned were aclear school policy on anti-
racism, disciplinary measures against racist acts,
teaching about racism and discrimination, and
clearly stated guidelines for the selection and
appointment of teachers.

Reasoning

Theinterview material reported above illuminates
the point that characteristics of ethnic minority
student populations are not sufficient to explain or
predict academic achievement. School variables
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must be taken into account. Animportant factor
that contributes potentially to underachievement
and unequal representation of the Turkish
students appears to be stereotyped attitudes of
teachersthat take the form of an explicitly
prejudiced interaction with students and low
expectations of students' abilitiesand
achievement. Students are extremely perceptive
and are capable of understanding the meaning of
these attitudes. The students' ethnicity influences
their interaction with teachers and their
experience of teacher expectations. Stereotyping
of minority students appearsto play animportant
part in misassessment and misplacement, aswell
as other aspects of school experiences of these
students. A systematic monitoring and evaluation
of school advice given at the end of the primary
school period seemsto be anecessity.

Taken together, ethnic segregation in schools,
underachievement of minority students, and
discriminatory school processes provide ethnic
minority parents and communitieswith aground
to evaluate the system negatively and to conclude
that schools are not operating to serve their
interests. Therelevance of all thisisthat thereisa
point beyond which minority parents can become
alienated and may no longer view efforts on their
behalf, however-well intentioned, aslegitimate.
For asignificant part, minority parents distrustin
schools and teachers must be seenin thislight.

Dealing with differential achievement patterns
requiresthe elimination of racist discriminations,
exclusion and prejudice and agreater appreciation
of cultural diversity, both in society and in the
schools. Improvement in educational outcomes
for ethnic minority students depends significantly
on changesin teacher attitudestoward minority
students.. Changing the basic attitudinal
orientation and knowledge base of teachersis

necessary. Teachers should be provided with
opportunities to examine their expectations and
perceptions of ethnic minority students. School
can be more open to the community and to
parental influence. For thisthere are three basic
requisites: firstly, awillingness on the part of
teachersto recognize the crucial importance of
parentsto the community in developing
multicultural education. Secondly, the
development by teachers of the

intercommuni cative competence and skillsto be
able to make communication equal and actual;
and, thirdly, theidentification of an overal
program for immediately boosting the level of
trust between parents and teachersand ultimately
for achieving the goal of equal discourseasa
basisfor children’s education (Lynch, 1986).

The educational policies of the last two decades
were based on the assumption that the only
|egitimate party of interest in the education of
ethnic minority students was the educational
policy maker. It was his responsibility to decide
how the money was to be spent and which
programs needed to be implemented to improve
the educational opportunities of ethnic minority
children. However, there are other parties closest
to the teaching front — teachers, students, and
parents. Thereisaneed for an increased voice of
these major parties of interest in educational
decision-making. The assumption for the future
must emphasi ze the consumers of schools—
parents and students as well asteachers and
administrators. An integral part of this
assumption isthat the processisasimportant as
the product. The parties of interest must be
connected in asearch for quality education. Ideas,
however sound, cannot be superimposed on
others. Doing something for or to othersmust be
replaced by doing something with others.
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Relationships between parents of ethnic minority
children, schools and supporting institutions in the
local community - some ideas for the future

Frederik Smit, Geert Driessen & Peter Sleegers

Inspired by the ecological model of
Bronfenbrenner (1986) researchers emphasize the
cooperation and complementarity of schools and
families, and encourage communication and
collaboration between these two institutions
(Deslandes, 2001). In the Netherlands, schools
become convinced that good partnerships between
parents and communities are necessary in behalf
of the optimization of the students’ developmental
opportunities, the enhancement of the students’
educational careers and the improvement of the
teachers’ task performance (Smit 1991; Smit,
Doesborgh &Van Kessel, 2001). The last few
years have shown an increasing tendency for
middle class parents to wish to get more involved
in their children’s experiences during classes and
their children’s learning at home. Parents from
lower classes and from ethnic minorities tend to
be less involved in their children’s education
(Chavkin, 1993; Driessen & Valkenberg, 2000).
On the other hand: many parents form higher
classes consider schooling to be too important to
leave it to professionals only (Klaassen & Smit,
2001) The Dutch authorities have opted for
exercising less control and granting greater
responsibilities to those directly involved by way
of introducing new ways of administrating
education systems such as deregulation,
decentralization, marketization and parental
choice (Van Langen & Dekkers, 2001; Smit, Van
Esch & Sleegers, 1998).

In the big city of Rotterdam, more than a half of
the pupils are ethnic minorities. Rotterdam seeks
to set up a high quality education system for all
ethnic minorities, mainly Turks, Surinamese,
Moroccans, Antilleans and KapeVerdians. Most
of the Turkish and Moroccan parents have little or
no education and they have little or no mastery of
the Dutch language. Both facts signify a
considerable problem if they want to help their
children with their homework (Driessen &
Jungbluth, 1994). The partnership between these
parents and school could be at risk because they
hardly get involved in matters concerning school
(Pels, 2000). The lack of parental participation is
taken as an indication of parental disinterest in the
education of their children (Van der Veen, 2001).
To this end the city of Rotterdam has developed a
policy of community-empowered schools in
which the schools’ pedagogical task is supported
by other activities in the community. The goal of
this policy is to improve the collaboration
between parents of ethnic minority children and
schools and supporting institutions in the local
community. This will have implications for the
thinking about education and the way schools,
families and communities shape the school
environment (Goldring & Sullivan, 1996).
Townsend, Clarke & Ainscow (1999) suggest the
following changes might characterize the move
from ‘second millennium schools’ to ‘third
millennium schools’
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Second Millennium Schools

Third Millennium Schools

Schools provide formal education programs
which students must attend for a certain
minimum amount of time.

People have access to learning 24 hours a day, 365 days a
year through a variety of sources, some of which will be
schools.

Schools offer a broad range of curricula to
prepare students for many varied life
situations.

School offer a narrow curriculum focusing on literacy,
numeracy, and generic technological and vocational skills.

Teachers are employed to ‘know’. The
learner fits in with the teacher.

Teachers are employed to match teaching to the needs of the
learner.

Schools are communities of learners, where
individuals are helped to reach their
potential.

Schools as learning communities where everyone (students,
teachers, parents, administrators) is both a learner and a
teacher, depending on the circumstances.

The information to be learned is graded in a
specific way and is learned in a particular
order. Everyone gets a similar content, with
only limited differentiation based on
interest.

Information is accessed according to the learner’s capability
and interest. The information will vary greatly after basis
skills are learned.

Schools are still much the same in form and
function as they were when thy were first
developed.

Schools as we know them have been dramatically altered in
form and function or have been replaced.

Schools have limited or no interactions with
those who will employ their students or the
people from the community in which the
school resides.

Communities will be responsible for the education of both
students and adults. Business and industry will be actively
involved in school developments.

Schools are successful if they fit their
students into a range of possible futures
from immediate employment as factory
hands and unskilled workers to tertiary
education for training a professionals.

Schools will only successful if all students have the skills
required to work within, and adapt to, a rapidly, changing
employment, social and economic climate.

Formal education institutions are protected

from the ‘market’.

Formal education institutions are subject to ‘market’ forces.

(From: Townsend, Clarke & Ainscow, 1999: 361-362)

If schools want to make a positive effort to

recognize and validate the culture of the home in
order to build better collaborative relationships
with parents they have also to pay attention to
ethnic and social issues like discrimination and

racism, alcohol and drugs, criminality and

violence in the (local) community (Braster, 2001).

Paramount is, of course, that schools have

knowledge of and react adequately to cultural,
linguistic and religious differences between the
school and home situation.

Incorporating the community at large in matters
concerning school in fact offers a horizontal
perspective. In addition, a vertical perspective can
be discerned, namely lifelong learning. Important
principles for the promotion of lifelong learning
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through active cooperation between schools,

parents of ethnic minority children and supporting

institutions in the local community are:

- the recognition that the family has equal
importance with the school as a place, where
(lifelong) learning can be instituted and
protected (Woods, 1993; Macbeth, 1993);

- the acceptance of help, advice and resources
from cultural, ethnic and religious
organizations in the community that themselves
have a strong part to play in promoting life
long learning (McGilp, 2001).

According to Goldring & Rallis (1993) and
Smylie & Hart (1999), principals and teachers
must collaborate with parents and communities to
develop and support the mission of the school
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The relationship between motives for choice and
denomination in primary education in a system of

choice'

Anne Bert Dijkstra & Lex Herweijer

The Dutch system of choice

In the year 2000, around 1.4 million of the 2.4
million children attending school in the
Netherlands went to private schools. Of the 7,224
primary schools, 4,148 were private, as were 323
of the secondary 635 schools. These statistics
show that the major part of basic education in the
Netherlands is private education. Public schools
accommodate 32 percent of all pupils in primary
education and 26 percent of all pupils in
secondary education, which means that 68
percent (primary education) and 74 percent
(secondary education) of children attend private
schools. More than half these private schools
have a religious identity.” Publicly funded schools
governed by private boards, organized around a
religion or other identity therefore constitute by
far the largest segment of the schools attended by
children of school age (for a description of the
Dutch educational system, Dijkstra & Dronkers
2000).

When we look at the parents’ choice of a primary
school for their child in the Dutch educational
system, three important characteristics can be
noted. The first concerns the already-mentioned
financing of all schools from state funds. This
means that a choice for such a school is not
hampered by financial barriers, as in many other
countries. Another characteristic is that the school
choice is usually not limited by geographical or
administrative factors, for example the existence
of school districts or catchment areas. Although

availability obviously depends on the
characteristics of the local schools market, the
vast majority of parents are able to choose from
several schools. Thus, a third important
characteristic of the Dutch school system is that
most parents have the opportunity to truly
exercise their freedom of choice. For example,
around three quarters of all parents live within
range of primary schools of at least three
denominations (Projectgroep Schaalvergroting
Basisonderwijs 1990).

Denominational choice in the Netherlands

At the end of the 19" century denominational
variety was regarded as an important principle for
the organization of the school system. To reflect
the religious diversity in society, the Dutch
educational system was organized in separate
semi-autonomous segments (known as ‘pillars’)
under the auspices of the major denominations.
Educational content and school governance were
based on the major religious dividing lines in
Dutch society - Catholicism, Protestantism, and
the non-religious segment - and led to the
pillarized educational system that exists until the
present day. Schools were seen as instruments for
passing on the religious and cultural traditions of
the religious group to the next generation. This
was clear from the curriculum (¢f. Gadourek
1956), the motives for school choice, and pupil
flows (cf. Van Kemenade 1968; Flaman et al.
1973).



260

A Bridge to the Future

Since the nineteen-fifties, this traditional religious
embedding of the pillarized system has lost much
of its relevance due to the process of
secularization. In many cases, therefore, religious
considerations do not play an important role
when parents choose a school for their children
(cf. Boef-Van der Meulen & Herweijer 1992). In
many cases, the religious identity of schools has
become highly diluted too, particularly in the
Catholic sector (cf. Consultatiecommissie
Katholiek Onderwijs 1999), but also in Protestant
schools.

As secularization and de-pillarization progressed
and the pillars lost much of their grip on society,
the religious function of the pillarized school
system also diminished. However, the pillarized
organization of education remained intact, and
the distribution of pupils among the various
denominations did not change much. Various
arguments have been put forward to explain the
unchanged appeal of religious schools and the
apparent vitality of the pillarized system
(Dijkstra, Dronkers & Hofman 1997). These
arguments follow various lines of thought. One of
these focuses on the effectiveness of the private
production of education: private institutions are
efficient with respect to both the output of
education and the balance of the supply and
demand of education (e.g. Dronkers 1995). Other
authors have pointed to institutional factors that
make the pillarized system somewhat impervious
to changes on the demand side (e.g. Boef-Van der
Meulen & Herweijer 1992).

Another argument emphasizes the original
primary function of pillarized education and
regards the content of education as the central
issue. The essence of such explanations is that the
denominational variety has not disappeared so
much as changed in nature (Dronkers, Hofman &
Dijkstra 1997). In many cases religious education
has transformed into more general forms of
religious-philosophical instruction or coaching.
Thus, schools have conformed to the altered

nature of religion in society: they cannot be much
more religious than the groups they serve, or else
they lose market share. Moreover, there are still
meaningful differences between the religious
profiles of the various denominations. The small
orthodox sectors and Protestant schools in
particular and - although to a lesser extent -
schools in the Catholic sector, too, still have
distinctive identities (Vreeburg 1993). The
student distribution corresponds to this pattern:
the religious traditions that families adhere to
correspond to a high degree with the
denominations of the schools their children
attend, even in recent statistics (Dijkstra, Driessen
& Veenstra 2001). According to this explanation,
the sensitiveness to fundamental and existential
questions in private schools contributes to the
more or less stable market share of religious
schools in an otherwise secularized society.
Despite the disappearance of previous ‘suppliers’
of meaning and a sense of purpose in life,
people’s need for an examination of existential
themes and an embedding of their moral values
has not disappeared. It seems that religious
schools are better equipped to deal with this need
than public schools (Dronkers, Hofman &
Dijkstra 1997). Pluralism and religious neutrality
sometimes pose complex problems for public
schools in this respect, while their rich religious
tradition, the availability of rituals and symbols as
part of that religion, and their long experience in
dealing with existential questions has given
religious schools a definite advantage. In a
nutshell, this explanation states that the
traditional religious variety along ecclesiastical
lines that characterized the pillarized system has
now been replaced by a system that is primarily
an expression of a more diffuse variation in belief
systems in which existential issues and the
transfer of moral values are still based on various
notions of ‘the good’. Other explanations,
however, assert that the role of denomination in
parental choice should not so much be regarded
as the expression of a well-founded motivation
but rather as a factor that only seems to be
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significant. Although religion has become
irrelevant in most sectors of society, schools are
so much alike in other respects that denomination
may become a factor in the selection process.
According to this explanation, denomination can
remain a factor precisely because neither parents
nor the school attribute much significance to it
(Herweijer 1992).

Research question and data

This contribution will continue along the lines of
the third and latter explanation and answer the
question to what extent religious or non-religious
belief systems are a relevant factor in the
segmentation that is still characteristic of the
Dutch educational system. To do so, we will
compare the preferences of users of primary
schools of various denominations, since it is
plausible that these preferences will reflect
ideational diversity if this is still a relevant factor.
After all, if ideational or religious considerations
were negligible or even non-existent, a main
element of the justification for a system based on
ideational variety would disappear.

This contribution will present recent statistics
available for the Netherlands concerning the role
of belief systems in the educational preferences
of parents with children in primary education.
One set of data we used originates from a
national school choice motives survey held in the
autumn of 2000 by the Social and Cultural
Planning Office (‘SCP data’). Because this
survey concerned a cross-section of Dutch
primary education, its respondents had children
on both private (religious) and public schools.
Not long afterwards, in the spring of 2001, the
University of Groningen and the Pierson Chair at
the Free University of Amsterdam conducted a

survey in the religious school sector (‘HPL data’).

Because this survey concentrated on schools with
a religious identity, it also yielded data from a
disproportionate number of schools of the small
religious school sectors. By combining the two

data sets, information can be obtained that is
representative of the entire primary education
system in the Netherlands while also providing
detailed insights into the ideas about education of
users of religious education, including the minor
denominations of which other studies usually
only include small samples. This gives us a useful
and robust starting point for investigating the
need of users of education for denominational
variety in Dutch education in the early twenty-
first century. We will approach this issue by
addressing the motives that are relevant to parents
when selecting a school for their children and the
differences between the various denominations in
this respect.

The SCP data is based on a national survey
among a representative sample of parents with
children between ages 4 and 12. The data set
contains information about 1220 parents. The
HPL data was collected by means of a
representative sample of schools stratified on the
basis of denomination (Catholic, Protestant,
Orthodox Protestant ( ‘reformatorisch’), and
Reformed Protestant ( ‘gereformeerd’)). For each
school, questionnaires were sent to five randomly
selected parents by way of the school. This data
set contains information about 475 parents.
Unless stated otherwise, our analyses are based
on a combination of the two data sets, which
represents the national situation because the data
has been weighed to reflect the national
distribution of schools in terms of denomination.
Because parents from ethnic minorities are
underrepresented in the SCP data, the data set
primarily gives an impression of the traditional
variation in belief systems, and for the most part
excludes parents of ‘new’ faiths such as Islam
and Hinduism.

Parental considerations

School choice is a complex process that often
takes a considerable time. The outcome of this
process - the final choice of a particular school -
is the result of the interaction between the ideas
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and preferences of the parents, the way in which
they go about their selection, the information
available about schools in the region, the
limitations of these schools and the possibilities
they offer. Consequently, in many cases there is
no one-to-one relationship between the ideas and
preferences the parents had before the school
selection process, the considerations that
ultimately proved decisive, and the characteristics
of the school chosen. If the number of schools
from which parents can choose is limited, they
have a smaller chance of finding a school that
suits their ideas and preferences. If these schools
do not differ much on important aspects, it is
highly likely that less important considerations
will ultimately be decisive. A lack of information
about the various schools from which they can
choose will also make it more difficult to find a
school that suits their preferences. Not all parents
will be willing to make an effort to collect the
necessary information, for example by visiting
schools, comparing prospectuses, and so on.

Research conducted by the SCP (Boef-Van der
Meulen & Herweijer 1992) on the basis of data
collected in 1991 showed that the considerations
that ultimately weigh heavily in parental choice
are quite often not the same as their initial ideas
about schools. Most often, this concerned the
denomination of the school. Only a minority of
the parents felt it is important for the school to
base its work on the same religion or belief
system as the family’s. Other characteristics
involving the quality of the school were regarded
as more relevant. In addition, the number of
parents that assign much importance to
denomination decreased, as surveys of the
nineteen-eighties and nineties showed.

Nevertheless, when the school choice was finally
made, denomination often appeared to be the
decisive factor after all. This probably indicates
that the concept of denomination has a wider
meaning for many parents than just religious
identity. A study conducted by Van Kessel and

Kral (1992) indeed showed differences in the
parents’ ideas about public, Catholic, and
Protestant schools. Public schools were
associated with ‘freedom for the pupils’ and an
emphasis on the development of creative skills
and a critical attitude. Religious schools had an
image of paying much attention to moral values
and classroom discipline.

To come to terms with the variety of factors
involved in parental choice, the literature often
groups them in three broad categories: quality of
the instruction, accessibility of the school, and
denominational characteristics. Research into the
role of these considerations often concludes that
quality is the main criterion, followed by
accessibility and denomination in this or the
reverse order (e.g. Pelkmans et al. 1993, Versloot
1990). Although it is a useful summing-up of the
factors that play a role in parental choice, this
‘three-motives model’ is nevertheless deficient
(for a comment on this model, Van der Wouw
1994). The ‘quality’ motive, for example, is too
broad a concept to obtain an insight into parental
considerations. Parents appear to subsume varied
characteristics under the heading of ‘quality’,
such as, for example, the pedagogical climate, the
available facilities, or the educational output of
the school. More generally speaking, the three-
motives model does not have sufficient
conceptual depth for unraveling the process of
school choice conclusively. Its main
shortcomings are that it does not take into
account the social context of parental choice, the
conditions under which the choice is made (the
availability of alternatives, the characteristics of
the schools, the characteristics of the child, etc.),
and the broader set of orientations and
predilections that determine the parents’
preferences (cf. Dijkstra & Witziers 2001).
Moreover, many factors are involved in parental
choice, which this model clusters into three crude
categories that do not provide sufficient insight
into the motives governing the selection of a
school.
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To do justice to the wide variety of motives that
may play a role in parental choice, we have used
an instrument that includes a large number of
motives for school choice. This questionnaire
contains 21 items and was developed by the SCP
on the basis of insights gained from past research.
Some examples of selection criteria are
accessibility of the school on foot, a clean and
properly maintained school building, much
attention being paid to arts subjects, and a
location in a safe neighborhood. Parents were
asked to indicate how important each of these
motives had been when they selected the school
their child would eventually attend.

Figure 1 shows the extent to which these items
reflect parental preference (only for the parents in
the SCP sample). The data indicates that the most
of the primary considerations were related to
quality. By far the most parents mention the
somewhat diffuse concept of ‘a good atmosphere’
as their main consideration. Other important
criteria included good training for secondary
school and attention paid to social skills.

The item that refers most directly to
denomination (‘the school should suit our belief
system’) is not very important to the majority of
parents from this sample. Only two criteria were
mentioned even less frequently than this one.
Items that - at least empirically speaking - are
related to this criterion (‘the school should be
attended by children from families with a similar
background to ours’ and ‘the school should suit
the way in which we raise our children’) were not
chosen very often either. The percentage of
parents who believe that the school should
accommodate the belief system of the family is
almost the same as the one measured in the early
nineteen-nineties (37%). This may indicate that
the relevance of the denominational criterion has
not declined even more in the nineties.

A somewhat different picture emerged when the
parents were asked which three considerations
were decisive in their choice for the school that is
now attended by their children. To answer this
question, parents could choose from the list on
which Figure 1 is based. For the top five motives
in Figure 1, Table 1 shows the percentage of
parents who regarded these motives as ‘decisive’.
These percentages are based on the combined
data (made representative through weighing) of
both surveys. Again, ‘good atmosphere’ is
mentioned most frequently. In addition,
‘accessible on foot” also appears important,
followed by ‘religion or belief system’ and a
‘pedagogical approach appropriate to the child’,
which were decisive for almost equally large
groups.

The decisive motives are present among the
parents in various patterns. A factor analysis
shows that combinations of the following motives
were most often decisive for the choice of a
particular school:

- Attributing importance to a similar belief
system, a pedagogical approach in keeping with
the parents’ child rearing style, and the
presence of children from families with the
same background;

- Not attributing importance to accessibility,

children from the same neighborhood, and

going to school with friends;

Attributing importance to after-school care and

proper facilities for staying over;

Attributing importance to social skills and arts

subjects;

Attributing importance to academic

achievement and attention paid to learning and

behavioral problems, but not to a good
atmosphere;

- Not attributing importance to training for
secondary education and the availability of up-
to-date learning materials.



264

A Bridge to the Future

Figure 1 Motives for schoolchoice
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Table 1 - Top five decisive motives for school choice, for total group (N=1701) and by sector of the

school (table shows five most important motives for each sector)

total group public Catholic Protest Orthodox Reformed other
Prot Prot priv

listed by top five motives in total group:
School has good atmosphere 27,0 25,1 279 30,2 12,8 24,1 24,1
School is accessible on foot 24,2 26,9 28,1 20,7 5,1 0 20,5
School suits our religion or belief system 18,8 54 9,6 36,4 89,7 86,2 10,8
Pedagogical approach appropriate to child 18,5 17,4 17,6 20,9 10,3 10,3 24,1
School with good reputation 16,3 13,0 20,0 19,6 5.1 34 8.4
listing of remaining top five motives in sectors:
School prepares for secondary education 14,1 12,7 15,0 15,2 12,8 13,8 12,0
School attributes importance to social skills 13,4 14,4 12,0 12,1 7,7 10,3 26,5
School suits way in which we raise children 1 1,6 5,1 7.2 14,8 71,8 62,1 18,1
Emphasis on academic achievement 11,1 13,5 10,2 11,2 5,1 0 14,3
Children from same background 3,6 1,1 1,0 4,7 41,0 34,5 2.4




A Bridge to the Future

265

Interesting differences appear when we look at
the decisive motives in relation to the
denomination of the school the parents selected.
One conclusion is that parents with children
attending public schools and Catholic schools are
very similar. Both groups attribute much
importance to accessibility on foot, good
atmosphere in the school, and a pedagogical
approach that caters to the needs of the child.
Catholic parents do not attribute much
importance to considerations associated with
denomination. This is different for the Protestant
sector: both within the large Protestant group as
within the small orthodox Protestant groups,
similarity in religious beliefs between the school
and the home is most often mentioned as the
decisive criterion. The two orthodox Protestant
parent groups also attribute much importance to
similarities between their child rearing style and
the school’s pedagogical approach and to a
school population that reflects their own beliefs.
This pattern is consistent with the picture
presented by Dijkstra and Veenstra (2000) of the
Orthodox Protestant and Reformed Protestant
schools as functional and value communities (to a
much greater extent than other schools in the
Netherlands). Parents from both groups also
frequently mention a good atmosphere and the

Notes

training for secondary education as important
criteria. Parents within the large Protestant group
attach more importance to the atmosphere at
school, pedagogical considerations, and
accessibility. Thus, in a sense the motives of
parents in the Protestant sector take up the middle
ground between the public and Catholic group -
where denomination does not play a substantial
role - and the orthodox groups where ideational
motives are almost completely dominant. The
Protestant group selects a school for its
denomination, but also pays attention to ‘quality’
aspects such as atmosphere, pedagogical
considerations, and accessibility.

Conclusion

The answer given here to our research question
seem to point in the following direction.
Although ideational diversity seems to play an
important role in the organization of the Dutch
school system, and while two-thirds of all schools
in primary education have a religious identity,
considerations related to religion or other belief
systems only play a limited role in the school
choice process. Ideational motives are considered
important especially in the Protestant sectors. In
this respect, the other major religious group
(Catholics) does not differ from the group of
parents that opt for a public school.

1 This contribution is based on data collected as part of the study Motivations for faith-based school carried out by
the Department of Sociology of the University of Groningen and the Hendrik Pierson Leerstoel at the Free
University of Amsterdam, and the project Quality of primary education of the Social and Cultural Planning

Office.

2 These figures (source: CBS Statline) concern schools and students in full-time education on 20 October 2000.
Besides religious private schools (57%), the private sector also includes non-denominational primary schools
(9%) that do not have a religious identity. Secondary private education in particular includes a relatively high
percentage (23%) of non-religious schools besides the schools with a religious identity (51%).
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Strong linkages among involved parents to improve
the educational systems and societies of emerging

democracies

Iskra Maksimovic & Alvard Harutynyan

Catholic Relief Services (CRS) isthe overseas
relief and devel opment arm of the United States
Catholic Conference. Operating in over 80
countriesworldwide, CRS missionisto alleviate
poverty and suffering caused by natural and man-
made disasters and to support the full realization
of human potential. The programs of the CRS
Europe Region Education Network (EdNet) help
ensure that CRS' effortsin the Europe region are
viable and self- sustaining in thelong term. The
EdNet has been active through the Balkans and
the Caucasus (Albania, Armenia, Bosniaand
Herzegovina, Bulgaria, Kosovo, Republic of
Macedonia, Federal Republic of Yugoslavia-
Serbia, Montenegro) since 1994, helping parents,
teachers, students and other community members
work together to improve local schoolsand
education systems. The EdNet is building an
international network of education groups, school
technical experts, foundations, research
institutions and governmentsto support these
improvement activities and the community-based
organizations that manage them.

The educational systems of most of the countries

where EdNet operates are experiencing aprocess

of educational reformsthat includes the following
key points:

- centralization of decision-making and transfer
of authority from federal to regional, local and
school levels;

- development of intermediate or * buffer’
organizations,

- expanding accessto education;

- Denationalizing’ systemsand creation of non-
state private, and/or church school sectors;

- Restructuring of curriculato meet the new
demands of the labor market;

- Vertical and horizontal institutional innovation

- Changesin financing (incentive funding and
the growing stakeholder participation).

Decentralization

Decentralization isone of the key points of
educational reformsin these countries. Most of
the counties are experimenting with or

contempl ating some form of educational
decentralization. In some countries process of
decentralization started between 1990-1992. In
the middle of the 90", this processwas intensified
within the new reform changesin some of them,
namely Albania, Bulgaria, Armeniaand
Macedonia. The processhasjust started in FR

Y ugodavia (Montenegro and Serbia). The
forming of new democraticinstitutions,
establishment and increase of parliament and
local councils, caused, naturally, radical changes
of the decision-making mechanismsin education.
Inthe so far process of decentralization, alongside
with the differencesin the process and achieved
results among the countries of Balkan and
Caucasus, thereisacommon characteristic of
empowered and developed role of parentsbothin
theformal and private sector. Parents are included
indifferent forms of boards on class, schools,
local community and state levels (established
parent councils, class councils, school boards,
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municipal education bodies, national parent
associations). Parent Councilson classand/or
school level arethe bodiesthat serveto strengthen
thelinks and cooperation between schools and
families. They have consultativeor advisory roles
and varying degrees of involvement depending on
the teacher, school and community. School
Boardsare consulting bodies or supreme
management organs. They are comprised of
teachers, professional workers, the founder of the
school, and parents. In some countries principals
are not the members of School Boards.

In the context of these processes, the EdNet’s
Parent-School -Partnerships (PSP) program
empowers parents, supporting their right to
participatein their children’ seducation and
reinforcestheideathat by working together they
can make adifferencein the quality of education
their children receive.

Goals

The EdNet’ s PSP Programs strive to achieve their

goasasfollows:

- Support establishment of new Parent Councils.

- Providetraining for parents, teachers and
administrators.- M obilize community members
on common priorities.

- Provide parent association with resources to
address priorities.

- Include parentsin educational process.

- Develop better parenting initiatives.

Parentsincluded in PSP Programs recogni zed

their futurerolein process of decentralization as:

- Accountability to and by local government.

- Parent Councilsarethevoice of parents.

- Sharing responsibility in education.

- Administration and fundraising.

- Ensuring that education meets the needs of
children.

- Advocacy to ensure diversity in responseto
issues.

- Support for the basic needs of the school.

- Increased responsibilities as part the school
boards.

- Participationin policy making.

- Understanding educational lawsand systems.

- Development of astrong voicein educational
reform in an organized way.

Linkages

Inthelight of decentralization processesinthe
educational sector of these countries, the EdNet’s
PSP Programs haveidentified linkagesasa
powerful tool for supporting and reinforcing the
role of the parentsin thelocal schoolsand
educational systems, aswell asakey factor for
the success and long-term viability of the EdNet’s
PSP programming. Linkages can providethe
EdNet, parentsand other local education

stakehol dersinformation, technical support,
critical contacts, models for programming and
advocacy, and leverage for influencing policy and
funding.

The EdNet’ s PSP Programs have defined linkages
asaprocess of connecting or being connected
with individuas and intitutionsfor exchange
purposes based on the needs of the partners
involved. They belong to the family of
relationships, contacts, friendships and networks
that are part of the normal life experiences of all
individuals. Linkages can vary from very formal
and strategic to informal and casual. Formal
linkages can beimpersonal, unemotional and
underpinned by a contact or memorandum of
understanding. Informal linkagestend to be
emotional, based on respect, trust and loyalty, and
underpinned by moral obligation. The EdNet
believesthat itisindividuals, not organizations,
who make contacts and establish relationships
that can result in strategic linkages to meet
specific programming needs. However, they
entail understanding and commitment between
the partners, mutual |earning, strategic planning
and interactions between partners, strategic
management and sustaining relationships.

Typesof linkages

Thetypesof linkagesthat the EdNet seeks

include:

- Anchor partners - Organizations speciaizingin
parental involvement in education, peace-
building and civic education, community
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mobilization and devel opment, advocacy, and
other areas of Net importance. These should e
community-based, constituency-driven
organizations that can commit to long-term
engagement.

Key contacts - Individualswho bring relevant
skillsand knowledge are particularly
committed to community involvement in
education, quality education for children, and
CRS dtrategy.

School systems - Relationships with school
systems that have the capacity, interest and will
to engage their studentsin on-going
communication and learning with students of
the PSP region.

Universities, Research ingtitutesand consulting
firms- Specialized institutions that can provide
information, research support, and technical
assistance, aswell as be a source of long-term
support.

List of the EdNet Participants
Alvard Harutynyan, PSP Program Manager, CRS/Armenia, alvard@crs.am
VelidaDzino Silgjdzic, Civil Society/PSP Project Manager , CRS/Bosnaand Herzegovina,

1
2.

3.

VELIDAD@crsbh.ba

- Donors and foundations - Traditional and non-

traditional donorsthat are committed to
education and other aspects of the strategy such
as peace building, child policy, etc.
Governmentsand publicinstitutions -
European and US government bodies
(ministries, departments of education,
pedagogical institutes, others) that are willing
to influence positive change in country
enabling environments.

The private sector - Socialy responsible
corporations, especially those that operatein
the PSP region and within Diaspora
communities, that are contributing to stability
intheregion and improving opportunitiesto
children.

Vahidin Dzindo,Civil Society Deputy Project Manager, CRS/ Bosnaand Herzegovina,

VAHIDIND @crsbh.ba

vkondik@catholicrelief.org.mk

. VeraKondik-Mitkovska, Civic Education Project Citizen Manager, CRS/Macedonia,

. Loreta Georgieva, TRR Team Leader, CRS/Macedonia, |georgieva@cathalicrelief.org.mk

. Madeline Smith, Program Manager Education and Civil Society, CRS/Montenegro, crsmcs@cg.yu
. IvanaVujovic, Education Program Coordinator, CRS/M ontenegro, psp-mn@cg.yu

. IskraMaksimovic, Educational Technical Advisor, CRS/Y ugodavia, iskra@crsbgd.org.yu

©O© 00 ~NO O

. Milica Petrusevska Jovanovik, Program Manager, CRS/RESO, mpjovanovik@catholicrelief.org.mk

List of APS Participants

1. Boudewijnvan Velzen, b.vanvelzen@aps.nl

2. Robert Hof, National Centre for School Improvement (APS), robhof.associates@worldonline.nl

3. Johannes Hamstra, National Centre for School Improvement (APS), Netherlanads, j.hamstra@aps.nl
4, Dolf Hautvast, National Centre for School Improvement (APS), Netherlanads, d.hautvast@aps.nl

" In the summer 2000, National Centre for School Improvement and CRS' Europe Region Education Network
(EdNet) entered into a partnership to develop and implement Europe linkages program.
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Geert Driessen, Dr., isresearcher at the ITS of the University Nijmegen, G.Driessen@its.kun.nl.

AnneBert Dijkstrais senior researcher at the Department of Sociology, University of Groningen,
ab.dykstra@ppsw.rug.nl.

Kategina Emmerova, is Assistant Professor, Department of Educationa Sciences, Faculty of Arts, Masaryk
University, Czech Republic, Emmerova@phil.muni.cz.

Wander van Es, is senior researcher at Sardes, Utrecht, the Netherlands, W.van.Es@sardes.nl.

Alvard Harutynyan, PSP Program Manager, CRS/Armenia, avard@crs.am.

Lex Herweljer is senior researcher at the Socia and Cultural Planning Office of the Netherlands,
|.herweijer@scp.nl.

Diana B. Hiatt-Michadl, is Professor of Education, Pepperdine University, USA,

Diana.Michael @pepperdine.edu.

Paul Jungbluth, Dr., is senior-researcher at the ITS of the University Nijmegen, the Netherlands,
P.Jungbluth@its.kun.nl.

Raili Kérkkéainen, Assistant in Didactics of Art Education, University of Helsinki, Finland
Raili.karkkainen@helsinki.fi.



272 A Bridge to the Future

Cees A. Klaassen, is Associate Professor of the Department of the Educationa Sciences, at the University
Nijmegen, the Netherlands, C.Klaassen@ped.kun.nl.

AndraLaczik, University of Oxford, United Kingdom, Andrea.L acziek@educational-studies.oxford.ac.uk.
Miek Laemers, Dr., isresearcher at the ITS of the University Nijmegen, the Netherlands,
M.Laemers@its.kun.nl.

Willy Lahaye, is senior-researcher at the University of Mons, Belgium, Willy.Lahaye@umh.ac.be.

Iskra Maksimovic, Educationa Technical Advisor, CRSY ugoslavia, iskra@crsbgd.org.yu.
Raquel-Amaya Martinez Gonzalez, is Professor of Education at the Universidad de Oviedo, Spain,
Raguel @pinon.ccu.uniovi.es.

Jacqueline M cGilp, is senior-academic, Australian Catholic University, Ballarat, Australia,
J.McGilp@acuinas.acu.edu.aul.

Maria Mendéd, Ph. D., Assistant Professor at the University of Gdansk, Poland, Pedmm@univ.gda.pl.
Sean Nelll, isa Senior Lecturer at the Institute of Education, University of Warwick, United Kingdom,
S.Neill@warwick.ac.uk.

Patricia Nimal, works at the University of Mons, Belgium.

Pirjo Nuutinen, is professor at the University of Joesuu, Savonlinna, Finland, Pirjo.Nuutinen@Joensuu.fi.
Helen Phtiaka, is Assistant Professor at the Univeristy of Cyprus, Cyprus, Helen@ucy.ac.cy.

Milada RabuScové is Assistant Professor, Department of Educational Sciences, Faculty of Arts, Masaryk
University, Czech Republic.

Birte Ravn, Ph. D., President of ERNAPE, is researcher at the Danish University of Education, Copenhagen,
Birte@dpu.dk.

Freda Rockliffe, Senior Lecturer, Goldsmiths College, University of London, United Kingdom.

Sharifah Md. Nor, is Associate Professor, Faculty of Educational Studies, Univerity Putra, Malaysia,
Sharifah@educ.upm.edu.my.

Stacy Schwartz, Early Childhood Education Program, University of Georgia, USA.

Peter Sleegers, is Professor at the University Nijmegen, the Netherlands, P.Sleegers@ped.kun.nl.
Frederik Smit, Dr., isresearcher at the ITS of the University Nijmegen, the Netherlands, F.Smit@its.kun.nl.
L oizos Symeou, Ph. D. Student, University of Cambridge, United Kingdom, |s244@cam.gac.uk.
Loesvan Tilborg, is senior researcher at Sardes, Utrecht, the Netherlands, L.v.Tilborg@sardes.nl.

Luca Vanin is Ph.D. Student, State University of Milano-Bicocca, Italy, Lucavanini@unimib.it.

Jennifer Wee Beng Neo, is Professor, Faculty of Educational Studies, Univerity Putra, Malaysia,
Sharifah@educ.upm.edu.my.

Juliette Vermaas, is researcher at IVA, Tilburg, the Netherlands, J.C.Vermaas@kub.nl.

Sally Wade, is Director, Florida Partnership for Family Involvement in Education, USA,
Swade@tempet.coedu.usf.edu.

Keesvan der Walf, isaprofessor at the University of Amsterdam, the Netherlands, Kees@educ.uvanl.



	Introduction: A Bridge to the Future
	Section 1 Parents’ perspectives on the collaboration between home and school
	Can schools help to build a bridge to a new democratic future?
	A vision of home-school partnership: three complementary conceptual frameworks
	Family education and implications for partnership with schools in Spain
	Family-school liaisons in Cyprus: an investigation of families’ perspectives and needs
	Government, school and parents in the Netherlands: every man to his trade
	Relationships between parents and school in the Czech Republic
	Culture differences in education: implications for parental involvement and educational policies
	The parental need for pluralistic primary education in the Netherlands
	Have minority parents a say in Dutch educational opportunity policies?
	To see together. Visualization of meaning structures in interaction processes between children and adults in Finland
	Developments in the position of parents in primary and secondary education in the Netherlands
	Evaluation of the legal functions of the complaints regulation in primary and secondary education in the Netherlands
	Section 2 Schools’ perspectives on collaboration with families and community
	Changing responsibilities between home and school. Consequences for the pedagogical professionality of teachers
	Home-school relationships in one Russian school. A case study
	Lifelong learning: schools and the parental contribution in Australia
	Increasing social capital: teachers about school-family-community partnerships
	Parents as a problem?
	Working with challenging parents within the framework of inclusive education
	Teachers, power relativism and partnership
	Involving parents in children’s education: what teachers say in Malaysia
	Section 3 Specific aspects of school-family-community relations
	Teacher training on parents in education
	Preparing teachers to work with parents 1
	‘The school I’d like my child to attend, the world I’d like my child to live in… ’ : parental perspectives on ‘special education’ in Cyprus
	Minimalization of failure at school in Poland: Children and youth from socially deprived families
	Young people’s representations of school and family relationships in Belgium
	School-parents relationships as seen by the academy. A survey of the views of Italian researches
	Focus group survey of parents of children with disabilities who are members of school improvement teams in Florida, U.S.A.
	Family, school, and community intersections in teacher education and professional development: integrating theoretical and conceptual frameworks
	Families, gender and education: issues of policy and practice
	Partnerships of families, schools and communities in Italy
	Parental involvement in mathematics education in a Canadian elementary school
	Parents, racism and education: some issues relating to parental involvement by Turkish and Moroccan communities in the Netherlands
	Relationships between parents of ethnic minority children, schools and supporting institutions in the local community - some ideas for the future
	The relationship between motives for choice and denomination in primary education in a system of choice 1
	Strong linkages among involved parents to improve the educational systems and societies of emerging democracies
	Notes on contributors

