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This study examines qualitative and quantitative data from students. their parents. and their 

teachers at the Grades 4 to 7 levels in order to undentand: (a) the expectations of each party 
for the other with respect to collaboration based on instmctionai concems, and (b) whether 

and how these expectations are met within the web of instructional relationships among the 

three parties. The study ultimately addresses a third research question: How can triad 
relationships be improved? 

Data for this mixed-method study were drawn from ''The CoProduction of Leaming 

Project" a recently completed multi-year, multi-site research effort examining 
curricular/instnictional relationships between farnilies and schools in which 1 took put as a 
team researcher. Five-point Likert-style surveys were designed to determine teacher. 

studen t and parent attitudes and practices regarding home-school collaboration. Semi- 
stmctured. open-ended interviews were prepared for each of the three respondent groups. 

The quantitative data set for this study consists of 20 teachen and 159 studentlparent 
sets from the second year of the Iarger project. and twenty-one teacher participants with 

174 accompanying studentlparent dyads from the fourth year. The qualitative data set 
consists of 44 teacher interviews. and 100 parent interviews and 100 student interviews 
over three years of the lvger project. 

As far as expectations are concemed, there is little sense among teachers of the 

interaction of parents and students in the home and little sense among students of 
instructional relationships between parents and teachers. Parents look to teachers to 

communicate openly and extensively with them, and to respect parent knowledge of their 

c hildren. Students expect a challenging academic environment. but also help and support. 
In triadic relationships in which expectations are met teachers create responsive, 

collaborative centres of academic learning for students in which respect and responsibility 

are features. Students are sppreciative of these efforts. Teachers also make strong and 

consistent efforts to reach out to and include parents whom they also consider to be 

partners in practice. Parents. for their part, respond to the teachers* intiatives for support 

and participation by helping at home and comrnunicating freely with the teacher. 
In triadic relationships in which expectations are not met there is little conviction 

demonstrated by teachers regardhg the importance of participation by students and parents. 

These teachers do not make efforts to reach out to parents and often feel that parents are 

chwsing not to help. Parents refer to work that they do with their children but do not 

mention receipt of information from the teacher about how they might help. Students speak 
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neither of teacher efforts to work closely with them. nor of teacher efforts to use practices 

to bring students, teacher and parents closer togeiher. 

Findings here suggest that collaborative instructional relationships between 

students, parents and teachers can be sustained and developed by the continued efforts of 

parents to initiate connections with teachers and to speak up for their children. and by the 

efforts of teachers to create participatory classrooms for students and to both seek and 

respect parent contributions. 



How many of us who are writcrs have mothers, grandmothers, of limited education; awkward, 
not at home, with the writtcn word, however eloquent they mciy be with the spokcn oneo? 
Born ri generaiion or iwo before, we might have k e n  they (Olsen, 1965, p. 184). 
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GENESIS 
In the beginning . . . (Gen. 1: I )  

THE SI'ORY OF ORIGIN 
As 1 began the new school year in September 1984 1 had been an elementary school 

teacher for almost two full years. Although much remains vivid in my rnind from those 

early years, two incidents from the 198411985 school year that are of interest here stand 

out. They concem two little boys from that composite Grade 3/Grade 4 class. one named 

Werner and the other named Jason. 

Jason was an exuberant and energetic young man in Grade 4. He was lively and 

engaging in the classroom. never hesitnting to make his thoughts and wishes known. 

Although Jason didn't often demand attention in negative ways, he usuaily commanded 

attention from me and other students as a result of his active participation in class and his 

assertive personality. The other students in the class were amused by Jason's funny or 

pithy remarks; they liked him. Jason usudly bubbled effervescently with high spirits and 

enthusiasm. but was also quick to argue or challenge. For me. as a teacher. his 

argumentiveness and impulsiveness were chdlenging and could sometirnes be frustrating. 

Jason was very athletic and in Physical Education classes displayed prowess. 

However, at the same time he showed a marked lack of sportsmanship. Because 1 took 

this into account when assessing students in Physical Education, Jason's letter grade did 

not strictly reflect his athletic ability, and was not as high as it would have been had he 

displayed better sportsmanship. The letter grade he received was not as high as either he 

or his parents expected or would have liked. For this reason, Jason's father telephoned me 

to arrange a meeting to discuss Jason's mark about which 1. as a fairly new teacher, was 

somewhat nervous. ln the meeting Jason's father explained to me that he didn't know 
why his son had received the letter grade that he had, that he knew his son to be 

athletically talented, and that he felt that the letter grade was not refleciive of this ability. 

Jason's father felt that P.E. grades should reflect only ability and not sportsmanship. 1 

agreed that Jason's mark did not reflect only his ability, and proceeded to explain how 1 



had assigned letter grades for Physical Education. 1 pointed out that Jason's sportsman- 

ship was typically quite poor (about which Jason's father did not disagree) and that that 

was the reason for the less than expected mark. We then proceeded to have a polite but 

sometimes intense discussion about assessment in Physical Education. and about 

schooling and evalurtion in general. Jason's father articulated for me a detailed 

philosophy of education, and r corresponding vision for elementary curriculum in the 

public schools. By the end of the discussion we discovered that his philosophy and mine, 

such as mine was at the time, did not match. After an hour and a half we agreed to Ieave 

the discussion whare it stood, as wrii as Jason's mu&. Although Jason's father hüd not 

been aggressive, he had been assertive and intense. 1 felt exhausted. as the meeting had 

been long. and wom out by my attempt to explain where 1 stood. 

As Jason's father left the room I was struck. powerfully, by two thoughts: (a) How 

little 1 know about Jason's parents, their beliefs about education in generd. and their 

beliefs about what they feel is important for their son in this, his Grade 4 year: and 

(b) How little parents really know about what 1 believe about education in genersl and 

what 1 believe to be important for students in this Grade 314 classroom. 

Although 1 had sent home a letter at the beginning of the year outlining general 

expectations for classroom procedures and behrviour, and had also provided a general 

overview of curriculum. my efforts to communicate with parents had not gone beyond 

those two practices, apart from the standard autumn parent/teacher conference and the 

occasional needs-based phone c d .  1 had not solicited information and views from parents 

in any formrl way, either at the parentlteacher conference or by letter, or set up 
procedures to facilitate this. 1 saw Jason's mother occasionally as she someiimes came to 

the classroom to pick up Jason after school. At these times we had occasional brief 

discussions about Jason's work and progress, but obviously never so much as to uncover 

their expectations and beliefs about curriculum and schooling or indeed whether they 

were satisfied with me in this respect. 

Wemer, the little boy in Grade Three, was a complete contrast to Jason. These were 

"chalk and cheese" students, as different from one another as any two students in that 

class were. Werner was a heavy boy, unathletic. and deliberate and conserving of 

movement. In the classrwm he was quiet and unassuming, rarely offering a comment or 
point of view without solicitation. Even then his contributions were brief. Wemer neither 

demanded nor commanded attention in class. He wasn't mean-spirited or aggravating but 



didn't entertain students with wit or humour either. He was not disliked by others in the 

class but would not have been widely considered a favourite. He was withdrawn. 

appearing shy and sometimes tense, although 1 very occasionally did see hirn 

"simmering" with high spirits, laughing and relaxed on his way into or out of the 

classroom. When 1 spoke to Werner about his work. he occasionally nodded his head. but 

often didn't respond at dl.  1 sometimes perceived this as resistance, and it occasionally 

frustrated me. as 1 didn't feel that 1 was "getting through to him." 

Although I believe that 1 always took care to treat al1 students fairly, and without 

Füvouriiism, I remember thinking ai the time that it was "less easy" to like Werner than 

Jason. 1 thought that liking Jason required little effort. He displayed, at least on the 

surface. personal characteristics-friendliness, wit, enthusiasrn- that are socially 

favoured. Werner didn't act in obvious ways that made hirn more instantly likable and 

engaging. 1 believe 1 responded to Wemer less warmly than to Jason, even though 1 had 

to speak to Jason about inappropriate behaviour much more often than Wemer. 

One day as I retumed some work to Wemer that required correction I spoke to him 

rather harshly, with very little understanding. I regret, about mistakes that he had made. 

He gazed up at me with large, expressive eyes. rather puzzled. At that moment 1 reidized 

that the weaknesses in his work did not merit the harshness in my voice, and instantly felt 

contrite. As 1 continued to look at him, with what 1 hope was apology in my eyes, 1 was 

struck epiphanously by a simple revelation: 1 have behaved uncaringly (perhaps because 1 

do not feel inily connected to Wemer), but sornebody at home loves him. 

As 1 continwd to think about the incident over the day and over time two thoughts 

occurred to me: (a) How little 1 really know about Wemer, about what mükes him the 

person that he is, about his home life and relations with his parents. about their desires for 

him, about their frustrations and satisfilctions in dealing with him; and (b) How little do 

Wemer's parents really know about my interactions with their son in the classroom, 

about my response to hirn as a student, about my perspective on his work and abilities? 

Although 1 had met Wemer's parents at the fall p;uent/teacher conference 1 do not 

remember either spending any time seeking information frorn them about hirn. asking 

them to tell me what they knew about hirn that might help me help hirn, discussing my 
perceptions of hirn in the classroom, or soliciting their perspective on his response to me. 

They did not or were not able to pick hirn up at the classroom after school and so 1 rarely 

saw them. 



As 1 mulled over these incidents in the months and years following 1 wondered how much 

more effective 1 might have been for both Jason and Wemer had 1 learned more from 

their parents about the boys and about academic interactions in the home. had 1 at the 

same tirne reached out further by communicating and informing them more proactively. 

and by attempting to create truly collaborative relationships. 1 wondered about how 1 

might have had a finer undentanding of both Jason and Werner. and had been a better 

teacher for them, had 1 taken the time to get to know them in the classroom and create 

stronger studentheacher connections. In short, 1 wondered about whüt improved learning 

conditions in the classroom and in the home we might have al1 been able to create 

together had 1 really made an effort to develop family-school partnerships. 

As a result of these and other experiences with students and parents as P teacher. 1 

reaiized that connections between myself and students and parents were not as they might 

be, that there was potentiid for strong(er) homelschool partnerships that could bene fit ail. 

and that my role as a teacher was instrumentai in developing these connections. From this 

emerged my academic interest in the issue of parent/student/teacher relations and 

collaboration. my involvernent in the Co-Production of Leaming Project. and. finally, the 

focus of this study. 

BACKGROUND TO THE STUDY 
This work is part of r recently completed multi-year, multi-site mixed method study 

entitled "The Co-Production of Lerrning Project." which has examined curriculsr/ 

instructional relationships between families and schools. The first purpose of the larger 

project was to identify the critical variables affecting collaboration between parents. 

teachers and students. The second was to develop a series of interventions intended to 

create a more collaborative relationship between parents, teachen. and students such that 

al1 would corne to see themselves as involved in the production of student learning. The 

third purpose of the project was to determine if student sense of identity with the school 

and parent rating of school as a place to leam could be heightened through improved 

interactions between home and school, 

The work reported here focusses on data collected from parents, teachers and 

students during three years of the larger Co-Production research project. Both qualitative 

and quantitative data from students. their parents, and their teachers at the Grades 4 to 7 



levels were examined in order to understand: (a) the expectations of each party for the 
other with respect to partnership based on instructional concerns. and (b) whether and 
how these expectations are met within the web of instructional relationships among the 
t hree parties. 

THE RESEARCH QUESTIONS 
The study sought to answer the following specific research questions with respect to each 
of the three parties: 

THE TEACHER 

1. What expectations regarding instructional issues do teachers have for the behaviour 
and attitudes of the parents of the children they teach, and are these being met? 

2. What expectations regarding leaming do thcse teachers have for the students they 

teach, and are these k ing met? 

3. What is the teacher's orientation and ini tiating behaviour regarding collaboration 

with parents and students on instnictional issues, as perceived by teacher, parent 
and student? 

THE PARENT(S) 

1. What expectations regarding instructional issues do parent(s) have of their child's 
teacher, and are these king met? 

2. What expectations regarding leaming do these parents have of their children and are 

these king met? 

3. What is the parent's orientation and behaviour regarding collaboration with teachers 
and students on instructional issues as perceived by parent, teacher and student? 



THE STUDENT 

1. What expectations and preferences regarding instruction do students have of their 

teachers and are these k i n g  met? 

2. What expectations and preferences regarding leming do students have of their 

parents and are these k ing met? 

3. What is the student's orientation and behaviour regarding learning and cornmitment 

to school as perceived by student. parent and teacher? 

The study examines both the behaviours and attitudes of each individual which are seen 

as strands or links between the individuals, one of which originates with each individual. 

These "strands" or "behavioural links" are as follows: 

TEACHER ATTITUDESIPRACTICES 
Tacher practice involves not only what teachers do (behaviours and interaction) to help 

their students leam and to help parents help their children, but also the set of opinions and 

attitudes (orientation) which shopes or is shaped by this work. 

THE CURRICULUM OF THE HOME 
The curriculum of the home represents what parents do at home to help iheir children 

leam (behaviours, interaction. expectations for children), and the set of opinions and 

attitudes (orientation) which shape or is shaped by this work. 

STUDENT ATTI'MJDESIPRACTICES IN LEARNING 
Student attitudes toward learning and practices in leaming represent the student's 

orientation which shape both the learning efforts themselves and what the student does to 

help him or henelf. 

This study investigates the possibility that student leming is facilitated in collabor- 

ative triads (consisting of student. parent and teacher meinbers) in which there is mutual 

satisfaction among the three parties about their respective roles in creating and sustaining 

student efforts in learning and student commitment to learning. Satisfaction is assumed to 

exist when individuals' expectations for the behaviour and attitudes of the others are met. 
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Corner ( 199 1) explains that "meaningful parent participation is essential for 

effective schooling. We premise Our view on the notion that families and schools 

constitute important sources of influence on the psychoeducational development of 

children and that the best results are achieved only when these two institutions work 

together" (p. 276). In this study Corner's notion of working together is extended down to 

individuals at the classroom level. That the best results are achieved when parents. 

teachers and students work together is supported in the literature. "The consistent finding 

in many studies." notes Chnspeels (1996). "is that student achievement is enhanced when 

there is mutual collribontion and support among home. school. and community" (p. 299). 

BACKGROUND TO THE PROBLEM 
That parent involvement in education benefits children is indisputable. "One element that 

we know contributes to more successful children and more successful schools across all 

populations is parent involvement in children's education" says Swap (1993. p. 1). 

Henderson (1987) prefaces her extensive review of the connections between parent 

involvement and children's school achievement with the foilowing even more emphatic 

conclusion: "The evidence is now beyond dispute: parent involvement improves student 

achievement. When parents are involved. children do better in school. and they go to 

better schools" (p. 1 ). 

As conclusive as they are. these statements do not define parent involvement. Fullan 

(1982), however. specifies the kind of parent involvement necessary. Of al1 the possible 

types of parent involvement in schooling, he says. "direct parent involvement in 

instructional activities designed to contribute to child development . . . consistently 

influence(s) educational achievement of students" (p. 196). That parental involvement in 

instruction at home or at SC ho01 has positive consequences for student academic 

achievement towards school is indeed well-documented (Fehrman, Keith, & Reimers, 

1987; Hoover-Dempsey. Bassler & Brissie, 1987; Walberg, 1984; Witte & Walsh. 1990). 

Fonunately. almost d l  parents are involved in instructional activities with their children 

at home (Epstein, 1987) and socio-economic status and student ability are not predictors 

of parents' support for school instructional activities and involvement in home-based 

instruction (Hoover-Dempsey. Bûssler, & Brissie. 1987). Walberg (1984) notes that 

"what might be called 'the curriculum of the home' predicts academic learning twice as 

well as the socioeconomic status of families" (p. 4 0 ) .  What parents do is clearly more 

important than who they are (Kellaghan. Sloan. Alvarez, & Bloom, 1993). 



Studies of effective schools also show that parental involvement and support 

correlate with student academic success (Binkowski, Cordeiro, & Iwanicki, 1995; 

Mortimore, Sammons, Stoll, Lewis & Ecob. 1988; Purkey & Smith, 1983; Rosenholtz. 

1989; Rutter. Maugh, Mortimore, & Ouston. 1979; Witte & Walsh, 1990). Although 

school effectiveness cm be defïned in various ways, the above studies show parental 

involvement and support to be a key characteristic of schools which facilitate strong 

student achievement. In a recent report examining the influence of hundreds of 

educational, psychological. and social factors on leaming from many studies Wang, 

Haertel, and Walberg (1993) identifisd puent involvement in instruction as one of a very 

few proximal variables having an immediate effect on students. The instructional 

relationship between student. teacher and parent is immediate in its influence on student 

leaming. and critical to school effectiveness. Epstein notes (1990b) that "the evidence 

suggests that school policies and teacher practices are more important than race. parent 

education. family size, marital status, and even grade level in determining whether 

parents continue to be part of their children's education" (p. 109). Clearly, what schools 

do is also important. 

The attitudinal benefits to students, parents and teachers from parent involvement 

and integration have also been made clear (Fehman. Keith, & Reimers, 1987; Lyons. 

Robbin. & Smith, 1983; Walberg, 1984). Epstein (1982. 1986, 1987, 1990~; see also 

Becker & Epstein, 1982) has found that both teachers and parents rated each other more 

positively when the teacher used frequent parent involvement practices. In addition. not 

only do parents evaluate teachers more highly overall when they receive frequent and 

effective communications, but their sense of comfort with the school and their reponed 

level of involvement are also higher (Ames, de Stefano, Wûtkins, & Sheldon, 1995. 

p. 26). When parents and teachers use frequent involvement practices students also have 

more positive attitudes towvds school (Epstein, 1987; Becker & Epstein. 1982). When 

their parents receive frequent communications from the teacher, student motivation is 
more positive too (Ames et al., 1995). Since students who have a sense of belonging and 

value the institution are more likeiy to stay in school than those who do not (Finn. 1989; 

Raddysh, 1992) parental involvement cm have potentially Par-reaching implications and 

is one means of increasing students' participation and identification with the school 

(Coleman, 1993). 

Importantly, relationships between school and home cm be mediated by educators, 

and changed to benefit parents, students and teachers (Cochran & Dean. 199 1 ; Corner, 

1986; Epstein & Dauber, 1991). Unfortunately, however, levels of parent activity are low 



even though suppottive activities by parents in the home may be more generally 
productive of positive attitudes than parent activities in the school itself (Epstein. 1984). 

Parents and teachers are both supportive of working together (Moles. 1982; Davies, 

1987), yet rnost parents are never asked to help or are contacted in any way by teachers 
even though they are willing to help their child at home (Epstein. 1985a. 1987; Epstein & 

Dauber, 1991). Parent involvement is occurring with little support or encouragement 
from schools (Roeser, Patrick. Yoon. Anderman & Eccles. 1994) and as such represents a 
potentiai instructional resource for improving schools and learning which reinains 

vinudiy untapped and could be capitalized upon with basic efforts from schools (Becker 

& Epstein, 1982; Eccles & Harold. 1993). 

CONTINUING RESEARCH EFFORTS 
A 1992 article in the Research and Development Report from the Center of Families. 
Communities. Schools and Children's Leaming notes that parent involvement research of 

the previous decade in the U.S. sought to uncover beliefs and opinions about parent 

involvement. identify barriers to home-school relations and provide a few examples of 

practice (Center on Families. Communities, School and Children's Leaming, 1992, May). 

Reflecting on that research, Joyce Epstein comrnented that "real progress has ken  made" 
(p. 12). She added. further. that the decade had seen a change in focus, that instead of 

asking "Are families important?" or "How are families important?" studies began to 
address the issue of how to help more families becorne better partners in their children's 
education. To that end. the article suggests that an important research task is to "identify 

and evaluate those practices that are effective in reaching d l  families while establishing 
differentiated practices" (p. 14) in order to meet varying parental need. In the late 1990s 

this process is still ongoing. As Chrispeels stated in 1996, "More work is needed to 
identify the most effective types of home-school-community partnership practices" 

(p. 3 17). 

The research reported here continues the effort of the 1990s to identify effective 

involvement practice among teachers, parents, and students, although it does not examine 

the community partnership practices to which Chrispeels (1996) and others refer 
(Chavkin, 1993; Epstein, 1995; Finn-Stevenson & Stern, 1997; Kagan, 1997; 

McLaughlin & Shields. 1987). It does, however, focus on the assessrnent and 
development of effective partnership practices based specifically on the expectations and 

preferences of the three parties involved. 



This work might be seen as replicative. to some extent. of parent involvement 

research in the U.S, a portrait of which is presented in the previous section. However. 

topics appearing recently in the parent involvement literature in Canada (Gareau & 

Sawatzky , 1995; Pratt, Filipovich & Bountrogianni, 1995; and S kau, 1996) suggest that 

research efforts here are perhaps at an earlier stage. descnptively and prescriptively. than 

those in the U.S. Certainly. the need to establish a research baseline in Canada for 

schooVfamily partnerships is clear and this study forms a part of that greater effort in 

Canada generally and in British Columbia schools specifically. 

CONCEPTS DEFINED 
A variety of terms is widely used in the parent involvement literature. These include, for 

example. "participation." "involvement." bbcooperation." "collaboration," "integration," 

and "partnership." According to Webster's New Collegiute Dictionary ( 1979) participate 

means "to take part in" (p. 829), involve means 'Yo engage as a participant" (p. 604). and 

cooperate means "to act or work with another or others" (p. 247). Participation. involve- 

ment and cooperation are certainly al1 desirable, at the very least. in the relationship 

between parents. teachen. and students. but are important insofar as they can be initiüted 

by each party or are open to response by each party. However, these terms might as easily 

characterize interactions or relationships which are unidirectional as those which are 

mutual. They do not inherently connote mutudity. In contrasi. collaboration and pmner- 

ship are defined, respectively, in the following ways: (a) collaboration is work conducted 

"jointly with othen especially in an intellectual endeavor" (p. 2 17); (b) a partnership is "a 

relationship resembling a legal partnership and usually involving close cooperation 

between parties having specified and joint rights and responsibilities (as in a common 

en terprise)" (p. 829). Bot h partnership and collaboration do suggest mutuali ty. 

relationships that are two-way, in which both individuals can contribute and cooperate. 

For this reason collaboration and partnership are the terms of choice in this study for 
reference to the interactions of parent(s), student and teacher. 

Definitions from both Davies (1987) and Chrispeels (1996) are useful in elaborating 

these terms in the context of relations between parents, teachers and students. Davies 

(1987) contends that "the education of children should be viewed as a partnership 

between the school and the home-that students and parents are coproducea of educa- 

tion, not simply passive recipients of educational services. Co-production refers to those 

activities, individual and collective, in school or at home, that contribute to school efforts 



to instruct pupils more effectively and raise pupil achievement" (p. 148). Chrispeels 

(1996) defines partnership as "the mutual collaboration, support, and participation of 

families, community members and agencies. and school staff. at home, in the community. 

or at school. in activities and efforts that directly and positively affect the success of 

children's learning and development" (p. 299). In this study student-teacher-parent 

relationships are conceived as collaborative instnictional partnerships, which encompass 

not only the participation of parent(s) (or other family members) and teachers. but also of 

students. Apart from the fact that the efforts of the larger community do not feature in this 

study, D a v i d  ( 1987. 1993) and Chrisprxls' ( 1  996) definitions both apply. conveying as 

ihey do the importance of parent(s), teachers and students working together and al1 

contributing to student learning. Davies and Chrispeels also point out, importantly. that 

the activities and efforts of the individuals within collaborative partnerships can originate 

from and take place at either the home or school and can be initiated by either parents, 

students or teachers. 

The use of the term "parent involvement" is problematic according to Watkins and 

Ames (1994) because it is frequently used to describe teachers' attempts to involve 

parents in clrssroom activities or other participation (e.g., Haynes. Corner & Hamilton- 

Lee, 1989) and also parents' involvement in learning activities at home (see Epstein. 

1986). In practical settings mong educators the terni is also widely and genericdly used 

to refer to any and al1 issues of parent participation. In the context of this study in which 

parents, students and teachers are conceived as collaborators the term is too restrictive. 

Neither of its constituent words adequately reflect the potential breadth and depth of 

family-school partnership. Here the term will be used not to refer to collaborative school- 

family partnerships as defined above. but when necessary to accurately reflect its use in 

the literature. and in a non-generic sense to refer to the specific involvement activities of 

parents only. 

The term "parent" is used here as a inclusive generic term referring to children's 

caregivers, be they parents or others (friends or relatives) appointed as guvdians or acting 

in loco parentis. Most often in this study references are made to parents, teachers, and 

students as groups and so the term "parents" is usually employed. In generd references to 

parents as individuals the term "parent(s)" is used to encompass both dual and single- 

parent families. 
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INSTRUCTIONAL ACTIVITY AS 
THE FOCUS OF COLLABORATIVE PARTNERSHIP 

In examining the issue of effective partnership practices the present study focusses on 

involvement related to instruction. As far as school efforts to reach out to parents are 
concemed, Davies, Burch and Johnson have found that "partnership strategies, although 

plentiful, are not usually closely linked to changes in cumculum or teaching-the arens 

in which change is most likely to directly influence student leaming and achievement" 

(Center on Families. Communities. Schools & Children's Leaming, 1992, February, 
p. 3). Yet Walberg (1984) points out that "school/parent partnership programs airned at 

improving academic conditions in the home have an outstanding record of success in 
promoting achievement" (pp. 399-400). Parents are typically involved in govemance 

activities and while these activities might benefit schools in generûl their effect on student 

leming is far less direct (Fullan, 1991). This study consequently examines partnership 

strategies linked to instruction at school or in the home, rather than the broader, 

schoolwide kinds of "decision-making" activities defined by Epstein ( 1995). 

ATTITUDES AND RELATIONSHIPS 
AS MEASURES OF SUCCESS 

In its focus on the importance of the development of school-family partnerships to 

student learning this study is situated within the broader research context of school 

effectiveness. However, the study does not use student test score data as a measure of 

school effectiveness, and improved school effectiveness is not seen simply as student 

gains on standvdized tests. Although early school effects and school effectiveness studies 

employed only student achievernent variables as outcome measures, Iater school 

effectiveness studies broadened outcome measures to include other variables such as 

pupil behaviour, attendance and attitudes toward education (Louis & Miles. 199 1 ; 

Mortimore, Sammons, Stoll, Lewis. & Ecob. 1988; Rutter, Maughan, Mortimore, & 

Ouston, 1979; Teddlie & Stringfield, 1993). This study follows the lead of Iater school 

effectiveness researchers in assuming the importance of parent, teacher and student 

attitudes to school effectiveness. Classrooms and schools are effective, in part. to the 

extent that parents and students are satisfied with them. In addition, the study adopts 

Coleman and Collinge's (1991) approach by assuming the centrality of student-teacher- 

parent relationships to school effectiveness. Thus. classrooms and schools are successful 

to the extent that instructional relationships between parent, teacher and student are 



productive and supportive of student leaming, and to the extent that parents, students. and 
teachers are satisfied with relations between and amongst one another. 

STUDENT VOICE 
This study gives voice to student perceptions and attitudes regarding family/school 
partnerships. Although some research has profiled student perceptions about schooling 

and teachers in generd (Hayes, Ryan, & Zseller, 1994; McCabe, 1995; Phelan, Davidson, 
& Cao, 1992) research in parent involvement has not often included the student voice. 

(See Epstein, 1982, for one exception). The cal1 and the need to include that voice. in 

educational research in general and particularly in dialogue about educütional change. are 

clear (Corbett & Wilson, 1995; Fullan, 199 1; Hargreaves, 1996). Nieto (1994) points out 
the importance of this kind of participation for students and characterizes the current state 
of affairs: 

One wriy to begin the proccss of changing school policics and pmctices is to listcn to studcnts' 
views about them; however, resewch that focuscs on student voices is relaiively recent and 
scarcc. For cxmple, student perspectives rire for the most part missing in discussions 
conceming stratcgies for confroniing cducrrtional problcms. In addition, the voices of studenis 
are r m l y  hcrrrd in the dcbatcs about school failurc and success, and the pcrspcctivcs of  
students from disempowcred and Jominatcd communities are even more invisible. (p. 396) 

According to Epstein, "a new direction for research is the recognition of the 'central 
role of the child' as a participant" (Center on Families, Communities. Schools and 
Children's Learning, 1992, May, p. 14). This recognition should apply not only to the 
role of the child as a participant in partnership because students ire members of the 

educational enterprise, but also as an participant in research since students' views too 

should form part of my new conception of education. 

GRADES 4 TO 7 
This study involves students at the Grades 4 io 7 levels for several reasons. Parent 

participation and teacher efforts to involve parents are typically strong in the pnmary 
years (K-3)' but both teacher efforts to involve parents and parent involvement drop off 

as children proceed through elementary school (Becker & Epstein. 1982; Chrispeels, 

1996: Lareau, 1989). Epstein and Connors (Center of Families, Comrnunities, Schools 
and Children's Learning, 1994. June, p. 1) point out, however, that even though parent 

involvement in their children's schooling declines dramatically as students move from the 



elementary grades into high school "students continue to want and need the support of the 

parents and other adults" (see also Eccles & Harold, 1993). Since the benefits of 

involvement remain high, and support from parents is not unneeded or unwanted by 

students, the perceptions and expectations of students in the middle years. and of their 

parents and teachen. merit exploration. 

Students at the Grades 4 to 7 levels are also of special interest because of the 

posited link between high school drop-out decisions and elementary school experiences. 

Finn (1989) suggests that dropping out is a developmental process that begins in the 

primuy grades. While experiences in elementary schooi may iead eventually to drop-out 

decisions, parent involvement increases the chances that children will bond with school 

(Coleman, 1993; Epstein. 1987; Raddysh. 1992). Understanding how this bond can be 

sustained or developed during the middle school years. potentially through parent 

involvement or family-school partnerships, is thus of critical importance. 

ECOLOGICAL PERSPECTIVEJSY STEMS THEORY 
Conceptually the work reported here assumes an ecological perspective in which al1 three 

parties-parent, student and teacher-are seen as interdependent and interactive. In 
discussing school-community interface in the context of an ecological perspective 

Andrews (1987) notes that "the ecological view assumes an interdependency between . . . 
sectors" (p. 161) and that "the ecosystem view stresses complexity and variability of the 

individual component parts" (p. 155). Although the focus of the triadic relationship here 

is student learning, the behavioun and attitudes of one member of the triad are considered 

to be no less important and no less intrinsically valuable than those of the others. 

Participation is three-way. Students are as likely to respond (or not) to the behaviours and 

attitudes of teachers and parents, as are teachen and parents to students. The same cari be 

said of initiating interaction. The triad represents a complex web of interactions in which 

students are key participants not in the least because student leaming is the ultimate goal. 

The partnerships and connections between schools and families are not simply 

"'overlapping spheres of influence' on student development [emphasis added]" (Center 

on Families. Communities, Schools and Children's Learning. 1992, May, p. 12). 

Connections between parents. students and teachers are "overlapping spheres of 

influence" on one another, on student development, and on student development through 

one another, at the s m  time. 



Andrews (1987) also comments that. "rather than viewing the environment as 

hostile, which requires school people to create shells around the schools to protect them, 

the ecological viewpoint embraces an open. interdependent view in w hic h SC ho01 

boundaries are positive bonds between schools and the comrnunities they serve" (p. 155). 
Translating this "opn. interdependent" view to the classroom context here. and to 

partnerships between s tudents, teachers and parents. sugges ts that classroorn 

"boundaries" are positive rather than negative bonds between themselves and the 

communities of students and parents which they serve. and that individual boundaries 

between inernbzrs of the triad cm dso be seen as positive rüther thün negative bonds. 

Within this study the triad is viewed as the conceptual unit. Thus, attention is 

focussed on individual relationships between parents, students, and teachers, and the 

potential to draw inferences about broder conceptual units is lirnited. Discussion here 

focusses, accordingly, on individual relationships in triads (and to some extent the 

classrwm), but does not go beyond that to the school level. 

FOCUS ON IMPROVEMENT AND 
CHANGE IN PRACTICE 

One of the purposes of the larger Co-Production of Leaming Project was to develop a 

series of interventions intended to create a more collaborative relationship between 

parents, teachers, and students. In seeking to better understand parent/teacher/student 

interactions related to instnictional involvement and the extent to which practices and 

attitudes are viewed as positive. productive and preferred by the various parties. this 

study also focusses on change and improvement. ldentifying practices and attitudes that 

will promote and facilitate better farnily/classroom paxtnerships is important. To this end 

the ecological perspective is key. Sarason (1990) links school improvement to a systems 

approach noting that "trying to change any part of the system requires knowledge and 

understanding of how parts are interrelated. At the very least, taking the concept of 

system seriously is a control against overly simple cause-and-effect explrnations and 

interventions that are based on tunnel vision" (p. 15). The intent here is also to avoid 

casting blame simplistically, in this case at either parents, students or teachers, and to 

avoid simplistic cause-and-effect scenarios. The emphasis, rather. is on exploring 

interactions in order to corne to a deeper understanding of how these might be improved 

to benefit ail. 



This study examines data collected over three separate years and a number of the 

teachers involved in the study participated during more than one year. As such. the study 

is longitudinal for these teachers and also focussed on change in this sense. 

RESEARCH STRATEGY AND 
DATA COLLECTION TECHNIQUES 

Multi-site case study is the gened research strategy adopted here with interviewing and 

survry questionnaire ÿs data collection techniques. The study is thus a mixed methods 

design in that it employs both qualitative and quantitative methods. 

Case studies focus on a bounded system which may be "a single actor. a single 

classroom. a single institution, or a single enterprise-usually under natural conditions- 

so as to understand it in its own habitat" (Stake. 1988. p. 256). Here the bounded system 

is the triad-three member groups consisting of student, the student's teacher, and the 

student's parent(s). Typically, parent involvement research has involved dyads consisting 

of parent and teacher. or very occasionally. teacher and student. In this study the triad is 

both the conceptual and methodologicai unit of analysis. Of interest here are the patterns 

of meaning that occur across many cases or sites (the triads). the ultimate aim king to 

"build a general explanation that fits each of the individual cases. even though the cases 

will Vary in their details" (Yin. 1994, p. 1 12). 

According to Miles and Huberman (1984. 1994) multiple cases provide the 

opportunity for both deeper and greater understanding, and generalizrbility . Here 

quantitative methods are also applied to meet these needs. The use of both qualitative and 

quantitative methods helps to ensure that both the "persona1 and social complexity" 

(Stake, 1988. p. 254) of the problem is portrayed-the specificity of individual iriads- 

and the "unity and wholeness of that system" (Stake, 1988. p. 258)-triad relationships 

writ large. 

IMPLICATIONS OF THE STUDY 
In a recent article Chrispeels (1996) refers to the increasing interest in parent involvement 

as a strategy for school reform. Swap (1993) also wonders about schoolwide work 

towards parent involvement and is puzzled by the absence of these efforts: 

Given the widespread recognition that parent involvement in schools is important, that it is 
unequivocally related to improvements in children's achievernent, and that improvement in 



children's achievement is urgently needed, it  is pwadoxical ihai most schools do not have 
comprehensive puent involvement prograrns. (p. 1 2) 

Cdls to improve student achievement are certainly heard frequently among parents. from 

the public, and within the media. Working to support and improve student achievement 

by involving parents and students is both logical (given research findings). sensible, and 
morally and politically defensible. Creating partnerships has potentid for great benefit for 

students, and also for parents and teachers. However, in many schools (and. too. in many 

homes) much more could be done to facilitate or create partnerships beiween teachers. 

parcnts and studcnts. This study was undenaken with an awüreness of the lack of 

partnerships between families and schools. and a belief in that need. 

For Lezotte (1986) the issue is not that parent involvement efforts be p u t  of school 

reform or restructuring. or that they are more easily facilitated in particular kinds of 

schools. He maintüins that "effective practices for enhancing parent involvement in 

schools . . . can be replicated in virtually any school setting" (p. vi). This study is bnsed 

on the belief that family/school partnerships are hoth worthwhile and possible whether 

they are part of school reform or school restmcturing efforts. or pan of schoolwide or 

single-classroom efforts, and that they can take place within different school contexts. 

The study was undertaken in the hope that results might contribute to ü knowledge base 

of family/school partnerships (about what is. and about what is betier) that will be 

applicable and useful. albeit perhaps differentidly, in a variety of school or classroom 

improvement settings and in ü variety of school and classroom contexts. 

According to Baskwill (1989) true home-school partnerships require "a shift in 

thinking . . . ü new mode1 of reciprocal responsibility" (p. 9). In thinking about and 

working with parents in new and different ways as a teacher Baskwill (1989) notes that 

she learned "not to make assumptions about what parents will or won? want, what they 

will or won? like" (p. 4). Ultimately, the creation of partnerships begins with individuüls. 

However. only with an understanding of the expectations and perspectives of others can 

parents. students, and teachers go beyond assumptions about what each of them "will or 

won? want, what they will or won? like." This study was undertaken as an attempt to 

facilitate movement beyond assumptions. upon which new models of "reciprocal 

responsibility" might be built. 



INTRODUCTION 
The literature review here is not organized strictly according to the two major resexch 
questions posed by this study: (a) What are the expectations of each of the individuals of 
the triad for thc oihcr in instructional relationshipç? and (b) Are these expectations niet? 
Expectations and satisfaction are addressed but this takes place within a wider. more 

general approach which developed organically in response to both the broad issues and 
specific questions of the study, and was shaped at the sarne time by the focus and nature 
of the current literature and the origin of the study as part of a larger research effort. 

The literature review begins by placing family-school partnerships in the context of 
school effects and school effectiveness research and then links the issue of partnership. as 
an aspect of effectiveness, to school improvement. My interest in parent involvement 
arose initially os a result of my elementary school teaching experience. but developed 

academically from a specific knowledge of the school effects and school effectiveness 
literature which was situated within the wider context of my graduate study in school 
leadership. The research here thus emerges from an educational administration 
perspective on school-family partnerships in which parent involvement is seen as an 
aspect of school effectiveness. rather than. for example. from a school counselling 

perspective on family-school relations. 
To situate the study and the concept of parent involvement several typologies of 

parent involvement are presented. The "parent involvement" literaiure typically 

conceptualizes that involvement as teacher-parent dyads. These typologies provide a base 
for understanding thût conception of parent involvement. as well as the potentinl for a 
broader, more inclusive kind of involvement between parents, students, and teûchers 

which is proposed here and redefined as collaborative partnership. Whether parent 

involvemeni is narrowly or more broadly conceived, the benefits to al1 of this 

involvement in instruction are clear. These benefits are explored. 
~ o l l o w i n ~  the focus on definitions of parent involvement, current efforts and 

perceptions-the "reality" of parent involvement in schools-are outlined. Constraints 

upon home/school collaboration are then identified. The parent involvement literature 
does not typically speak directly to parents*, teachers' , and students' expectations of one 



another in collaborative instructional relationships. That is, expectations are not often 

used as a framework for investigation and analysis. In addition, since the literature does 

not conceive of the relations between these individu& as one entity-the triad involving 

parent, student and teacher-the perceptions of al1 three parties are not often addressed 

simultaneously. There is, however. within the literature a comprehensive knowledge base 

about parents' and teachers' perceptions regarding the difficulties of parent involvement 

and collaborative relationships. These difficulties reveal expectations. at least by 

inference, by illustrating the relational dynamics of partnerships and the degree to which 

parents and reac hers are satisfied w i thin thrm. The " barriers" ii terüture thus provides a 

source for exploring both expectations and the reality of interactions. Typically, these 

focus on parent and teacher, and so the role of students requires particular focus and 

special discussion. 

Because this study has "historical context" as part of the Iuger Co-Production of 

Leming Project its findings are dso situated within that broder research effort. For this 

reason and also because findings from the Co-Production project form at the sarne time 

part of the larger literature on parent involvement these are cited or discussed in the 

following review when and where qpropriate. Previous analyses of various subsets of 

data from the Co-Production of Leming Project have given a basic understanding of the 

dynamics of instructional relationships between teachers. students, and parents in B.C. 

and provide an important context for understanding the findings of this study. 



AND SCHOOL EFFECTIVENESS 
SCHOOL EFFECTS, SCHOOL EFFECTIVENESS 
AND PARENT INVOLVEMENT 
James Coleman's study of school effects (Coleman, Campbell. Hobson. McPutland, 

Mood, Wein feld. & York, 1966) concluded that "di fferences be tween schools account for 
only a smdl fraction of diffcrcnccs in pupil achievement*' (p. 22). Altliough Coleman 
specified that schools differed in their relations to various racial and ethnic groups. that 
"the achievement of minority pupils depends more on the schools they attend than does 
the achievement of majority pupils" (p. 22). his study was interpreted to mean that 

schools make very little difference to student achievement and that student success is 
determined prirnarily by family socio-economic background. Other school effects studies 
which followed the Coleman report (Averch. Carroll. Donaldson. Kielsing, & Pincus. 
1974; Jencks, 1972) also found that differences among schools accounted for only a smdl 
proportion of the variation in student' s achievements. especially w hen family bac kground 
was controlled. 

The effective schools research of the 1970s was to some extent a response to the 
findings of these input-output school effects studies. especially the Coleman report. 
Observers noted that. despite the findings of the school effects studies, some schools 

seemed to be more effective than others and undertook studies (Weber, 1971, for 
example) ro investigate t hese di fferences. Brookover, Beady . Flood. Schweitzer. and 

Wisenbaker (1979) and Rutter. Maughan. Mortimore, and Ouston ( 1979) both ex plored 

school processes (in elementary and secondary schools respectively) and found schools to 
hrve an important influence on the behaviour and attainment of their students. that 
variations in learning outcomes were associ~ted with the charactenstics of the schools as 
social sy stems w hich mediated "input" resources. Brookover and colleagues ( 1 979) 

concluded tha, indeed, "schools can make a difference in what students l em"  (p. 146) 

and, importantly. that the school attributes that make a difference are alterable. 
What these and other studies reveded specifically was that schools that "make a 

difference in what students leam" are characterized by a number of factors, among them 

not only attention to academic matters and high expectations for student academic 
achievement, but also pmnt involvement and support (Edmonds, 1979; Mackenzie, 

1983; Purkey & Smith, 1983). More recent school effectiveness work (Chnspeels, 1992; 



Coleman & LaRocque, 1990; Mortimore, Sammons. Stoll, Lewis, & Ecob. 1988; 
Rosenholtz, 1989; Teddlie & Stringfield, 1993; Witte & Walsh, 1990) has continued to 

demonstrate the importance to student achievement of both an explicit school and 
classroom focus on academic matters, and high parent involvement. Mortimore and 
collengues (1988) concluded succinctly that parent involvement in the schools in their 

study was "a positive influence upon pupils' progress and clevelopment" (p. 255). It is 
clear that parental involvement and support are a key characteristic of schools which 

facilitate strong student achicvement. 
Thai both strong parent involvement and support and a focus on academics are 

characteristic of effective schools is important in the context of this study which 
examines instructiond relationships between students. teachers, and parents. What is 

most important. however, is not the role of each of these components independently, but 

that through collaborative relationships in and regarding instruction these two can be 
linked together. Drawing parents and students explicitly into the instructional mission of 
schools-through partnership activity either at home or in the school setting-provides 

expanded opponunity for student success. 

PARENTS, STUDENTS AND SUCCESSFUL SCHOOLS 
While the promotion of student achievement in schools is unarguably a good thing, 
school effectiveness studies have been roundly criticized for both conceptual and 

methodological weaknesses (Purkey & Smith, 1983; Ralph & Fennessey. 1983: Rowan, 
Bossert & Dwyer, 1983). especially for using achievement test scores (usually in reading 
and mathematics) as the sole or primûry criterion variable. Neither parents nor teachers 
would likely deny that achieving basic literacy and numeracy are essential goals of 

schools, but reading and mathematics represent only a narrow focus of the typical 
curriculum coverage of schools and a limited range of the entire scope of knowledge and 

skills taught in schools. Schools have other knowledge and ski11 (and non-instructional) 
outcornes which may be equally important to teachers, parents, and administrators 

(Bossert, 1988; Cuban, 1983; Rowan, Bossert & Dwyer, 1983; Townsend, 1994; Wu & 

Quinn. 1991) such as, for example, higher-order thinking and problem-solving skills, 
cooperative learning, aesthetic sense, etc. Indeed, parents and students might well 

consider attributes other than test scores to be dso constituent of "effective" schools. 

Whatever the "objective" criteria of effective schools might be and whether they be 

outcome or process variables (on school. classroom or instructional environments, for 

example), these data do not inherently reflect the perspectives of those involved in 
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schools. They are attribute and not attitudinal data and do not suggest which. if any, of 

the outcome or process variables are important to those concemed or whether individuds 

are satisfied with the status of these variables. As Rowan. Bossert and Dwyer (1983) 

point out, and as Goodlad (1984) has shown. achievement tests as indicaton of school 

effectiveness do not necessarily correspond to practitioners' own subjective assessments 

of what makes a school effective (see also Wu & Quinn. 199 1. and Townsend, 1994). 

School effectiveness and school improvement researchers are often interested in the 

attitudes of teachers and principals (Blase. 1987; Chrispeels & Preston. 1993; Shephard 

& Bliern, 1995). Huberman and Miies (1984) and Louis and Miies (1991) discuss at 

length the participation of schwl stakeholders (principals and teachers) in change efforts. 

However, students and their parents are also a part of and subjects of the diiily efforts and 

work of schools and must also be considered stakeholders. Their perceptions and 

attitudes. their expectations and their satisfaction. often vary quite significantly from 

those of principals and teachers within schools and can be illuminating and instructive 

(Coleman & Tabin. 1992; Epstein, 1985a; Hayes. Ryan & Zseller. 1994; McCabe. 1995; 

Peterson, 1987; Phelan, Davidson. & Cao. 1992; Taylor. Kirby, Teddlie. Pounders. & 

Freeman, 1995). 

Sarason (1995) suggests that in a democratic society the participation of al1 those 
affected by and involved in its organizations is a political principle that must not be 
ignored. This premise applies to the broad participation of students and parents in schools 

and also to the role of parents and students in defining effective schools. Certainly the 

perspectives of parents and students are critical to definitions of school effectiveness. 

Sarason's premise applies specificall y here to the participation of studen ts and parents in 

collaborative instructional relationships and to their role in defining effectiveness within 

that context. 
Sergiovanni (1987) uses the term "successful" to describe schools whose "effective- 

ness standards are more expansive and comprehensive than basic skills" (p. 126) That 

term is also appropriate in this study where the effectiveness of schools is also more 

broadly conceived to encompass the expectations and satisfaction of parents, students and 

teachers for one another within instructional relationships. Here. successful schools are 

not simply those which are characterized by a focus on student achievement and parent 

involvement. and. optimally. a linking of these two through parent involvement explicitly 

focussed on instruction. Success is aiso reflected in the satisfaction of parents. students, 

and teachers within collaborative instructional partnerships. 



SCHOOLS, CLASSROOMS AND SCHOOL IMPROVEMENT 
School systems, Barr and Dreeben (cited in Bossert, 1988) point out, are divided into 

distinct levels of organization-district. school, class, group, and individual. Each one of 

these has a particular and unique productive agenda. This "multilevel perspective," 

highlights the decisions and allocations that are made within schools by administrators 

and teachea as well as the interdependencies among various levels within the system 

(Bossert, 1983, p. 349). 
Districts, schools and classrooms are distinct organizations, but they are also linked 

and affcct one anoiher. Mackenzie (1983) explains that "the classroom as a learning 

environment is nested in the larger environment of the school, which is embedded in tum 

in a political-administrative structure through which it relates to the surrounding 

community" (p. 9). This serves as a reminder that it is difficult to organize good schools 

within a chaotic political and managerial framework (of the district, for example) or CO 

provide effective classroom teaching in a disorganized school environment. As far as 

pannerships between home and school are concemed, this is equally true. Chrispeels 

(1996) notes that "schools have been called loosely coupled systems, but they are also 

embedded systems. The individual classroom teacher can undertake a number of 

partnenhip building activities; however, the teûcher's actions are strengthened if they are 

supponed by schoolwide policies and practices" (p. 3 16). 

Thit schools are unique organizations is puticuliuly important within the context of 

school improvement efforts. When these initiatives focus on a single school or group of 

schools within a district. school context variables such as urbûnicity and school level are 

of prime importance and need to be highlighted (Hallinger & Murphy, 1986). Context 

difference is particularly notable in the contrast between elementary and secondary 

schools which are stnicturally and instmctionally quite different (McLaughlin, 1993; 

Metz, 1993). Successful high schools may not look like successful elementary schools, 

and prescriptions for change for elementary schools may not be appropriate for high 

schools (Firestone & Herriott. 1982; see dso Lightfoot, 1983, and Sammons. Thomas & 

Mortimore, 1997. for cornprehensive descriptions of high schools). 

For Witte and Walsh (1991) a focus on individual classrooms as unique 

organizations is dso key where school improvement efforts are concemed. They note thût 

effective schools research typically focusses on the school and processes within the 

school rather than looking more specifically within the classroom at teaching, for 

example, or classroom instruction techniques. This, they explain. has "a theoretical 

appeal because individual and classroom education occun within the context of, and is 



affected by, the larger school organization" (p. 189). It is a problem, however, where 

change is concemed. "Aggregation at the school level masks considerable variation 

within schools," they explain, "and makes it impossible to determine if recommended 

approaches would have a uniform effect on different student subgroups" (Witte & Walsh, 

1991, p. 190; see dso h r k e y  & Smith, 1983). For Sergiovanni (1987). variation within 

schools and the structural lwseness of schools are key organizational level issues. apart 

from any specific concems about change or improvement. For him, nestedness is quite 

simple. "For al1 intents and purposes," he States, "a school of thirty classes is more like 

thiny schools than one school" (p. L 19). 

According to Bossert ( 1988; see also Teddlie, Kirby & Stringfield, 1989) the 

classroom is where the work of schools is done. ''The productive technology of schools. 

where materials are put to use." he observes, "occurs in the classroom" (p. 349). As such. 

"schools are not really the units of instruction" (p. 349). Where collaborative instructional 

partnerships are concerned the classroom is also the place where the "productive 

technology" occurs. But the classroom is not the final "nest." Embedded within it are the 

individual student-teacher, teacher-parent, and parent-student relationships w hich form 

the core of classroom interactions and the collaborative triad. Interactions between 

individual teachers, students, and parents. which are situated at the classroom level. are 
the point of origin for collaborative instructional relütionships and, indeed, for school 

effectiveness properly understood. 

Recently school effectiveness researchers (Chrispeels. 1993: Sammons. Thomas & 

Monimore, 1997; Teddle & Stringfield, 1993) have begun to look more closely ai school 

contexts, and at classrooms and departments, investigating the effect of context on school 

effects, and the relationship between school and teacher effects. Teddlie and Stringfield 

(1993) have found consistent (mean and variance) differences between differentially 

effective schools across grade levels. Teachers in more effective schools scored 

consistently higher on al1 identified indices of effective teaching thrn those in typical or 

less effective schools. (See also Virgilio, Teddlie & Oescher, 199 1, and Teddlie, Kirby, & 

Stringfield, 1989). Rosenholtz (1989) has found that the most effective and active 

teachers in her study believed that "teachers cm make positive things happen, by eliciting 

parent involvement" (p. 127). These studies are important not only because they point out 

that classroorns and the teachers in them Vary, but also because they suggest that 

effectiveness and parent involvement intersect at the classroom level. 

Consistent with its focus on the classroom and collaborative triadic relationships 

within it, this study adopts Coleman and Collinge's (1991) "inside-out" approach to 



school effectiveness and school improvement. That is, relationships between teacher, 

students and parents form the basis for improvement and success. Schools can be 

improved by changing the relationships between families and schools which cm be 

altered. As such. school effectiveness begins. and can be strengthened. in the classroom. 

Much has recently been made in the literature of the methodological and conceptual 

distinctions between school effectiveness and school improvement (Reynolds. Hopkins. 

& Stoll. 1993; see also Creemers & Reezigt. 1997). Although Clark, Lotto and Astuto 

(1984) contend that the two research approaches differ in their focus. these different foci 

are in fact often linked. The school sifectivrness liieraturc: is frequently used as a source 

of prescription for change or action and has been quite openly the basis for much school 

irnprovement effort (Louis & Miles. 1991; Stoll & Fink. 1992, 1996). (See also Reynolds, 

1989, and Maughan et al., 1990, for efforts in the United Kingdom, and Cross. 1990. and 

Reynolds et al., 1993. for efforts in North America.) At the same time. school 

improvement is also about improving performance. It is, as Hopkins (1995) points out. a 

strategy for educational change that strengthens the school's capûcity for managing 

change. and also "enhances student outcornes" (p. 3). 

While methodological and conceptual differences between school effectiveness and 

school improvement research are acknowledged. an uncompromising distinction is not 

upheld here. That school effectiveness research, specifically, and other resevch findings 

generally. can be linked to school improvement by the change process "bridge" is 

assumed. And, while school improvement work and efforts are not necessatily limited to 

school effectiveness findings. school improvement is about change for students. Here 

school effectiveness and school improvement are linked through an emphasis on the 

importance and development of collaborative instructional relationships between parents, 

students and teachers (in which al1 individuals are satisfied). "Parent involvement" or, 

rather, collaboration between parents, students. and teachers. is critical for schools 

because of its positive effect on student leaming and attitudes and crn be the bûsis for 

school improvement efforts. As such. schools improve to the extent that more 

collaborative instructional partnerships are established. This study, with its focus on 

collaborative instructiond partnerships between students. teachers and parents. is about 

both what constitutes successful schools and what can maice them M e r .  



PARENT INVOLVEMENT IN INSTRUCTION 
Coleman and Collinge (1991) point out that parents can influence the school system in 

one of two typical ways, through involvement in governance issues, or through 

involvement in instruction and leming. While parent involvement in govemance issues 

rnay be beneficial to schools and provide advantages to students that contribute overall to 

a more positive school environment, parental support in instructional matters is generally 

more critical to student academic success (Fullan, 1982. 199 1). Typically, parents prefer 

involvement that is related directly to the academic achievement and growth of their 

children, as opposed to involvement in greater schoolwidr concems such as governance 

and decision-making (Pugh. 1989). 

This focus for parental involvement is encompassed in Epstein's (1995) framework 

of six types of involvement for comprehensive programs of partnership. This widely cited 

parent involvement typology includes six types of involvement which are described by 

Epstein, and here below. from the perspective of the school and its responsibility in 
developing each of these types of involvement. 

Type One-Parenting: refers to help provided by the school to enable families to 

establish home environments that support children as students. Activities 

undertaken by the school may include suggestions for home conditions that support 

leaming at the various grade levels, workshops on parenting and child-rearing. and 

support programs to üssist families with health, nutrition and other services. 

Type Two-Communicating: represents the design of effective foms of school-to- 

home and home-to-school communications with al1 families each year about school 

programs and their c hildren' s progress. Practices include con ferences, report cards, 

student work folders, translation services for parents, and memos and newsletters. 

Type Three-Volunteering: refers to the recniitment and organization of parent help 

and support. Strategies include school and classroom volunteer programs, parent 

centres, class parents, and parent safety patrols. 

Type Four-Leming at Home: refers to the provision of information and ideas by 

schools to families about how to help students at home with homework and other 

cumcular activities. Practices include information on homework policies and how 



to assist students with school work at home, homework schedules, home activity 

calendars, sumrner learning packets, and goal-setting. 

Type Five-Decision-Making: means the inclusion of parents in school decisions as 

leaders and representatives. Options include parent advisory council participation. 

advocacy groups, district level councils, involvement on SC ho01 reform and 
improvement cornmittees. 

Type Six-Collaborating with Community: refers to the integration of resources and 
services from the community that can strengthen school programs, farni l y praciices 

and student Iearning and development. Strategies include the provision of 
information on community programs, support services. and activities to families. 
partnerships between schools and businesses and other agencies or organizations. as 
well as service provided to the cornmunity provided by students. school and 

families. 

Wiihin Epstein's framework the Type Two, Three and Four involvement activities 
either naturally focus on instructional concems or could have this focus. While the 
support and care provided by parents at home is not directly related to instruction. it is 
crucial to instruction as it provides the necessary foundation upon which that activity can 

most successfully take place at school or at home, by teachers or parents, or parents and 
teachers working together. 

Epstein's typology, in detailing the range of parent involvement activities, is û 

thorough model of parent involvement pnrticularly for schools. It is a comprehensive 
catdoguing of the potential spheres for involvement of parents and associated school 
practices and, as Epstein (1995, p. 705) points out. can be used as a guide by educators to 

help develop more comprehensives programs of partnership. While the model includes 
suggestions regarding roles for teachers and parents, these are presented from the 
involvement perspective of schools and teachers as initiators. That schools and teachers 

have an active, initiating role to play is clear, but the dual or reciprocal nature of 
collaborative partnerships is not made explicit. 

In this study the ideal involvement of teachers and families is characterized as 

collaborative. Coleman and Collinge (199 1) describe the collaborative approach as one 
which "envisions teachers actively recruiting parental support with the intention of 

developing a partnership based on mutual respect. reciprocity of responsibility, and an 
exchange of knowledge and skills for the purpose of promoting academic growth" 

(p. 275). Baskwill (1989), as noted earlier, envisions a model of "reciprocal 



responsibility" in which teachers communicate to parents regularly "sharing everything 

they noticed about their children's growth in leming" (p. 9) but also and even more 

importantly, that parents do the same thing with teachen. "feeling it was their place-and 

their right-to do so" (p. 9). 

Recently Chrispeels (1996) has proposed a conceptual model which outlines the 

mutual and overlapping roles and responsibilities of home, school, and community in 

building collaborative partnerships. Chrispeels' typology is pyramidal in shape. Each role 

builds on the other. providing a scaffold of partnership programs. The typology. outlined 

below kginning with the bue  levei of the pyramid. reflects the participation of home. 

school and community in each of the five roles. 

Co-Communicators-the involvement of al1 families and school personnel in two-way 

and multi-dimensiond communication. 

Co-Supporters-the involvement of home and school in three critical suppon activities: 

(1)  fulfillment of basic obligations (food, clothing, shelter, nurture. and love) of 

child-rearing by parent or other family members; (2) support of school by family 

members through fund-raising. volunteering. participation in school activities and 

school events; and (3) provision of support for fmilies by schools and cornmunities 

such as before and after school care. 

Co-Leamers and Co-Teachers-opportuniiies for formal and informa1 leming by both 

parents and staff through home-school communications and school-sponsored 

workshops and opportunities also for parents to act as teachers in workshops and at 

home through involvement in homework and home learning activities. 

Co-Advisors, Advocates, Decision-Makers-opportunities for parents to become 

meanirgfully involved in decision-making activities that are focussed on important 

school goals and are not simply endorsements of administrative decisions made 

prior to actual consultation with parents. 

In Chrispeel's typology, al1 but the top activities of the pyramid (Co-Advisors, 

Advocates, Decision-Makers) either naturally focus on instructional concems or could 

have this focus. Like Epstein's typology, Chrispeel's mode1 is dso useful in prewnting a 

picture of the full potential for familylschool partnerships. However, insofar as 

collaboration requires the involvement and participation of both parents and ieachers (ai 

Icast) Chrispeels' "CO-" model effectively represents the two-way nature of this 

interaction. To create a classroom/home situation in which collaboration occurs teachers 



must be responsive to homes and families and proactive in their outreach, seeking and 

pemitting involvement; at the same time, parents must be responsive to schools and 

teachers and aiso active and proactive too in their participation and "reaching in." 

Wolfendde (1983, cited in Wolfendale, 1992, p. 14) defines partnership as chwxterized 

by parents who are: 

active and central in decision-making and its implementation; 
perceived as having equal strengths and equivdent expertise; 
able to contribute to as well as receive services (reciprocity); 
able to share responsibility so that they and professionals are mutually 
accountable. 

In partnerships both teachers and parents have full roles to play. 

When the term "schoollfamily partnership" is used to define collaborative 

instructional relationships, as it is here, students, as rnembers of the family. logically and 

necessarily form part of that partnership. Typically, however, parent involvement 

typologies refer to the participation of parents and teachen and do not always mdce 

explicit the role of students. Without specification of an active role for students, the 

reader is left to infer what that role might be apart from that of a passive recipient of the 

knowledge and efforts of teachers and parents. Eccles and Harold ( 1993), however, have 

outlined a model of parent involvement in which that involvement is treated both as an 

outcome of parent, teacher and child influences and as a predictor of child outcomes. In 
this model teacher and parent beliefs (which influence one another) and parent and 

teachrr practices (which influence one another) are posited to directly influence student 

outcomes. Teacher and parent beliefs also affect child outcomes indirectly as mediated 

through the practices of each group respectively. Eccles* and Harold's model also 

includes what they term "exogenous variables" which include characteristics of families 

and parents, neighborhoods and communities, teachers and schools, and childwn. These. 

they note, are assumed to influence al1 of the first variables mentioned: teacher beliefs 

and practices, parent beliefs and practices, and student outcomes. They describe their 

model as king intentionally overlapping in order to capture the cyclical nature of the 

relationships between parents, teachers and students. Their model not only enurnerates 

various practices (of parents, teachers, and students), but also captures the relationships 

between these individuals. In highlighting relationships and the practices of and between 

dl three parties, it does, importantly, acknowledge and make explicit the participation of 

students in teacherlparentlstudent col laht ion.  As Metz (1993) points out, teachers are 

dependent on their students for the success of their work, requiring their cooperation in 
the classroom. In the instructional relationships of schooVfamily partnerships both 



parents and teachers are dependent on students. And. the development of relationships 

that are fully collaborative requires the participation and cooperation of not just parents 

and teachers, but also students. 

THE BENEFITS OF "PARENT INVOLVEMENT' 
Whether one defines parent involvement narrowly as teachers making communicative 

overtures to parents and parents simply assisting with student homework. or more widely 

as a collaborative relationship marked by reciprocal responsibility between teachers, 

parents, and students, there are benefits for d l  involved. Typically. literature highlighting 

the benefits of involvement refers to the benefits of "parent involvement." For ihat 

reason. this term will also be employed below to be consistent with its use in the 

literature. Al though the terms "family-school psrtnerships" and "collaborat ive 

partnerships" are used in this study to denote a wider participation of parents and 

students, the benefits of "parent involvement" as outlined below are assumed to apply 

nonet heless. 

Benefits for Students 
Thrt "parent involvement in instructionally related activities at home and/or at school 

benefits children," notes Fullan (1991. p. 231) is clear. The positive consequences of 

parental involvement in instruction for student academic achievement are well- 

documented (Dauber & Epstein, 1993: Dornbusch. Ritter. Leiderman. Roberts, & 

Fraleigh. 1987; Eccles & Harold, 1993; Epstein. 1989, 1990a. l99 1 a; Griffith. 1996; 

Hoover-Dempsey. Bassler & Brissie, 1987; Stevenson & Baker, 1987; Waiberg, 1984; 

Witte & Wdsh, 1990) even in the secondary grades (Fehrman. Keith. & Reimers, 1987). 

As noted earlier. studies of effective schools also show that parental involvement and 

support correlate with student acûdemic success (Binkowski. Cordeiro, & Iwanicki. 1995; 

Mortimore, Sammons. Stoll, Lewis & Ecob, 1988; Purkey & Smith, 1983; Rosenholtz, 

1989; Rutter, Maughan, Mortimore. & Ouston, 1979; Witte & Walsh. 1990). Importantly, 

these benefits accrue to students across ability range and socioeconomic level. "Parental 

encouragement, activities, and interest at home and participiiting in schools and 

classrooms," states Epstein (1987) "affect children's achievement. attitudes and 

aspirations. even after student ability and family socioeconomic status are taken into 

account" (p. 120). 



As Epstein suggests, students benefit not only academically but also attitudinally 

from collaborative relationships between t heir parents and their teachers (Becker & 

Epstein. 1982; Fehrman, Keith, & Reimers. 1987; Lyons, Robbin. & Smith, 1983; 

Walberg, 1984). "Students whose teachers and parents used frequent parent involvement 

practices," notes Epstein (1987) "reported more positive attitudes toward school, more 

regular homework habits. more similarity between the school and their family. more 

farniliarity between the teacher and their parents" (p. 128; see also Coleman, Collinge & 

Seifert, 1992). The degree of responsibility students demonstrate toward school-relüted 

tasb has aiso k e n  shown to be relaied to parent involveineni (Baskwill, 1989: Coieman. 

Tabin & Collinge, 1994). These positive attitudinal benefits for students occur as a result 

of even very simple involvement strategies. such as school to home communication. 

Ames. de Stefano. Watkins, & Sheldon (1995). for example, found that children's 

motivation, attitudes toward parental involvement and perceptions of their parents' level 

of involvement were al1 more positive when their parents received frequent 

communications from the teacher (p. 26). 

Students also benefit indirectly from the changed attitudes and practices of their 

teachers. Epstein ( 1982) has found that teachers who reported high emphasis on parent 

involvement hüd more positive estimates of more of their children and more families on 

home leaming and school behaviors than other teachers who placed average or low 

emphasis on parent involvement (even after student ability was statistically controlled). 

More students in the classrooms of teachers who report high emphasis on parent 

involvement are recognized by their teachers for positive homework behavior and for 

parents' helpfulness (Epstein, 1982. p. 12). 

Benetïts for Teachers 
Teachers also benefit from parent involvement. When teachers make efforts to involve 

parents and when parents become involved both parent and teacher develop a better 

understanding of one another and each other's respective roles in the life of the child 

(Hoover-Dempsey, Bassler & Brissie. 1987; Lightfoot, 1978). Teachers who involve 

parents are seen by thern to be more competent and to have better interpersonal skills 

(Epstein, 1983). Parents also believe these teachers to be working hard to interest parents 

in the instructional programs of their classrooms (Epstein, 1987). In addition. teachers 

who involve parents in instructional activities experience an increased sense of 

professionai efficacy (Dye, 1989; Hoover-Dempsey, Bassler, & Brissie, 1987; see also 

McLaughlin, 1987). They develop new skills and knowledge in the domain of parent 
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involvement (Dye, 1989) which they do not often gain in pre-service or in-service 

training. Their "teaching" repertoire expands as they teach parents. In allowing parents to 

become teachers they also leam more. There is evidence to suggest that in working with 

parents, teachers become more proficient generally. that they devote more time to 

teaching, experiment more and develop a more student-oriented approach (Becher. 1984, 

cited in Henderson, 1987). Ultimately, both teachers and parents rate each other more 

positively when the teacher uses frequent parent involvement practices (Epstein 1985b. 

1986, 1987) 

Benefits for Parents 

Parents who are involved by teachers develop a better understanding of what is tûught in 

the cl;issroorn, and l e m  how to help their children at home (Epstein. 1987). They also 

develop more positive attitudes toward the school and teachers (Becher. 1984, cited in 

Henderson, 1987; Becker & Epstein. 1982; Epstein. 1986; Coleman, Collinge & Seifert, 

1993). In a recent study Ames and colleagues (1995) found that "parents' overall 

evaluations of the teacher. their sense of comfort with the school. and their reported level 

of involvement was higher when they received frequent and effective communications" 

from the teacher (p. 26). Parents are certainly more involved with leming activities when 

their child's teacher communicates more with them (Watkins & Ames. 1994) and 

encourages them to participate (Ames, Tanaka, Khoju. & Watkins. 1993; Delgado- 

Gaitan, 1992; Epstein, 1986; Hoover-Dempsey, Bassler & Burow, 1995). 

Parents' sense of efficacy in helping their children has also been related to their 

home involvement. They are likely to feel more capable of helping their children when 

they are invited to do so, and are given guidelines and instruction about how to help 

(Ames, Tanaka, Khoju, & Watkins, 1993; Delgado-Gaitan, 1991, 1992; Epstein, l99Ob; 

Lareau, 1987). In addition, teachers who involve parents see dl parents. including single 

parents (Epstein, 1990F) more positively thm those who do not, which is a benefit to both 

parents and teachers. Teachers who involve parents tend to involve dl parents despite 

their levels of education (Becker & Epstein, 1982; Epstein, 1986). These teachers 

perceive parents to be more cooperative and believe that they will respond more readily at 

home to teacher requests for participation. 



THE REALITY OF PARENT INVOLVEMENT 
Although there are schools and school districts in both Canada and the U.S. in which 

strong family-school partnership ptograms exist. such as those described by Comer 

(1980) and Davies (1993; see dso Cochran & Dean. 1991; Comer & Haynes, 1991; and 

Ric h. 1993). typically in North American SC hools and classrooms family-SC ho01 

connections are weak and parent activity levels low. As Fullan (1991; see also Epstein & 

Dauber. 199 1) explains. not much parent involvement activity occurs in schools apan 

from the production and receipt of report cards and bad news messages sent from terhers 
to parents. 

In a longitudinal study of patterns of parent involvement across the elementary 

yeürs Roeser. Patrick. Yoon, Anderman. and Eccles (1994. p. 2) found that teachers 

themselves reported infrequent use of (classroom-wide) parent involvement stntegies, 

with the exception of basic information on classroom procedures and the negative 
feedbac k on student behaviours to w hich Fullan refers. In addition, teachers reported that 

they infrequently requested ai-home involvement of parents in rcademic tasks or other 
educational activities (Roeser et al.. 1994. p. 23). 

In the same study Roeser and colleagues (1994) found that parents confirmed this 

lack of school and teacher activity. Mothers. they note. "reported that they were asked 

infrequently by their child's teachers to get directly involved with schoolwork, and said 

they were almost never asked to engage with their child in extra educational activities" 

(p. 23). However, despite the lack of school-initiated efforts to involve parents, mothers 
reported quite frequent engagement with their children in academic activities across the 

elementary yews (p. 2). These findings are also consistent with other research which 

indicütes that almost al1 parents are involved in instructional activities with their children 

at home (Chavkins & Williams, 1993; Delgado-Gaitan. 1990, 1992; Epstein. 1987; 

Hoover-Dempsey, Bassler & Burow, 1995; Moles, 1993), that socio-economic status is 

not a predictor of parents' support for school instructional activities and involvement in 
home-based instruction (Chavkins & Williams, 1993; Clark, 1983; Davies. 1993; 

Delgado-Gaitan, 1992; Eccles & Harold, 1993; Henderson. Marburger. & Ooms, 1986; 

Hoover-Dempsey, Bassler, & Brîssie, 1987; Hoover-Dempsey & Sandler, 1997; Lareau. 

1989; Lightfoot, 1978. 1991; Moles, 1993; Rich. 1988; Weisner & Gamier, 1992). but 

that most parents are never asked to help or are contacted in any way by teachers even 

though they arc willing to help their child at home (Epstein 1985a. 1987). 

Teacher efforts to communicrte and involve parents occur in sorne elementary 

school claumoms. These efforts, however, are typically greater in the lower than upper 



grades (Arnes, de Stefano, Watkins. & Sheldon. 1995; Becker & Epstein. 1982; Epstein 

& Dauber. 1991; Roeser et al.. 1994) and usudly decline as children progress through 
school (Ames et al.. 1995; Baker & Stevenson. 1986; Becker & Epstein. 1982; Dauber & 

Epstein. 1993; Eccles & Harold. 1993; Epstein. 1986; Epstein & Dauber, 1991; Roeser et 

al., 1994). Ames and colleagues ( 1995) suggest that the shift in teachers* practices mûy in 

fact contribute to the decrease in parent involvement as grade increases. 

It is clem that parent involvement benefits teachers. parents, and students and that 

both parents and teachers are supportive of "CO-productive" famil y-SC ho01 partnershi ps 

(Moles, 1982). However, even though teachers endorse parent involvement at home and 

understand the importance of parent involvement to children's educational success 

(Becker & Epstein. 1982; Moles. 1993; Roeser et al., 1994), the use of parent 

involvement strategies by teachers is not widespread (Becker, 198 1 cited in Fullan. 1991; 

Coleman. Tabin & Collinge. 1993; Coleman & Tabin. 1992; Epstein & Dauber. 199 1; 

Roeser et al., 1994). This apparent paradox is puzzling. It is summed up effectively by 

Fullan ( 199 1 ): 

On the one hûnd, most tcachers say that they wsint more contact with pucnts, but scern to fccl 
that many parents are unsvailablc or uninterested. On the other hand, most parents say that 
ihey want to find out more about what thcir children are supposed to lcarn and what ihcy can 
do at home to help, although thcy need specific dircction and support to carry out this role. 
(pp. 236-237) 

That parents are unavailable or uninterested, that involving parents is difficult if not 

impossible. are refrains commonly heard in elementary school staff rwms. Teachers and 

administrators often believe that low-income. minority parents in piuticulv are not able 

to help in their child's education and thus discourage parent involvement (Becker & 

Epstein, 1982; Corner. 1980; Dauber & Epstein. 1989; Eccles & Harold. 1993; Epstein & 

Dauber. 199 1 ; Roeser et al.. 1994). However. notions about parent unwillingness and 

inability to participate are belied by the fact that parents are involved in academic 

activities with their children even when schools and teachers provide little or no 

encouragement or support (Delgado-Gaitan, 1992; Hoover-Dempsey. Bassler & Burow, 

1995; Moles. 1993; Roeser et al.. 1994). Certainly. some parents consciously rbrogate 

child-rearing duties or are delinqwnt for reasons outside their control. However, most 

parents sincerely care about their children, and are committed to their social. emotional 

and intellectual growth. According to Epstein (Brandt, 1989) research suggests that in 

fact only about two to five percent of parents may have severe problems that interfere 

with developing partnerships. Claims about parent unwillingness are also discredited by 

the fact that some teachea and schools actively involve parents in the education of their 



children in a variety of ways while others. "facing identicai parents and communities" 

(Fullan. 1991. p. 237) do not. 
Administrative and organizational influences may also have some effect on the 

establishment of family-school partnerships. "To the extent that principals do not view 

parent involvement as a centrally important activity. and encourage and support this 
outreach activity in tangible ways," explain Maehr. Midgley and Urdan (1992). "teachers 
may be less inclined to encourage it." There is greater likelihood that more teachers 
within a single school will initiate school-farnily partnerships if this is an explicit school 
goal, or part of a schoolwide ernphasis generally. Certainly. individud teücliers can 

establish effective parent involvement practices without strong school support (Becker & 

Epstein. 1982; Chrispeels. 1996; Fullan. 199 1 ). although. as Fullan ( 199 1 ) points out. 
"the impact is greater if teachers and principals are working together" (p. 237). 

Apart from the larger organizational and administrative influences re ferred to 
above. there are other constraints related to teachers. parents and students that inhibit the 
development of more constructive and productive instructional relationships between 
parents. students. and teachers. In fact. discussion about family-school partnerships is 

almost always situated within the context of barriers to that involvement. As such. these 

barriers, which form a substantial focus of the parent involvement literature, merit further 
exploration. 

CONSTRAINTS UPON FAlMILY-SCHOOL PARTNERSHIPS 
Because the constraints to be discussed below do not represent discrete or mutuûlly 
exclusive categories it is difficult to discuss them in isolation. They. like the roles of 
parents, students. and teachers in collaborative relationships. are often linked and 
interdependent. For organizational purposes. however. the vrrious constraints are 

organized into three major categories which represent teacher. student and parent groups 
and then divided into sub-groups within each of the referent group categories. Often 
constraints are not extemal barriers per se, but rather individual perceptions of one 

referent group about the work or participation of the other(s) which have implications for 

the role of that puty or the relationship between the individuais. 





Sykes (1990) speaks of the special knowledge md practice held by professionals 

and of the circular relation that builds professional status. In professional fields, such as 

medicine or law. social distance and special knowledge "enhance the daim to expertise" 

(p. 8 1). At the sarne time, possession of the knowledge contributes to social distance. 

Sykes asserts, however, that teachers "do not possess the moral authonty to erect a high- 

walled kingdom of special knowledge. They must share responsibility with parents. and 

this means reducing social distance and demystify ing SC ho01 knowledge" (p. 8 1 ). 

According to Sykes, the circular relation that builds professional status in other fields is 

impmnissiblz in teaching. Lightfoot (1978), too, insists that teachers must share the 

domain of children's learning and development with parents. For Baskwill (1989) this is 

as simple as "giving parents the Ianguage of the classroom" (p. 20). In this way. she 

explains, "you empower them to talk about what goes on within the classroom** (p. 20). 

However. assumptions about professional knowledge and authority are not often 

challenged (Welker, 1991) and the Ianguage of special knowledge is not often shared. 

Lightfoot (1979) describes the relationship between mothers and teachers as subtly 

and silently cornpetitive. "Clarity of boundaries and issues of territoriality are ût the 

center of relationships between mothers and teachers," she States. "Mothers and teachers 

experience a profound and subtle rivalry that arises out of the ambiguous and gray areas 

of responsibility and authority that stretch between family and school" (Lightfoot. 1979, 

p.47). Power (1985) cornes to similar conclusions about the competitiveness of the 

mother-teacher relationship based on his study which found that parents and teachers 

viewed their own cornpetence higher than it was viewed by the other group. Because 

rnothers perceived parents as significantly more comptent than teachers (while fathers 

did not) Power also proposes that perhaps mothers and teachers view iheir relationship as 

hierarchical, each of them seeing themselves in a superior position to the other. Even 

though parents and teachers are engaged in a complementary task, home-school 

relationships have traditionally been characterized by conflict. because parents are 

focussed on the needs and interests of their own child and teachers must focus on the 

needs of a group of children (Lightfoot, 1978; Lortie. 1975). 

Low Teacher 1SSspectatiions fur Parental lnvolvernent and Assbnce 

As noted earlier, teachers often have low expectations regarding the willingness of 
parents to help or their ability to do so (Moles, 1987). They often assume that parents are 

not interested in helping their children. especially among working-class low-SES 

(minority) parents, or that they are not able to do so (Becker & Epstein. 1982; Corner. 
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1980; Davies. 1993; Eccles Br Harold, 1993; Epstein & Dauber. 199 1 ; Moles, 1987).. 
Teachers rnay also believe generally that parents (of potentially any socio-economic 

background) are simply not interested in following up on teacher suggestions (Dauber & 

Epstein. 1989; Epstein 19%; Moles. 1982) or have negative attitudes about teachers and 

schools (Davies, 1993). Believing that parents are unwilling or unable to participate. they 
are thus less likely to ask parents to help their children at home, or invite them to take 

part in classroom activities (Davies, 1993; Hoover-Dempse y & Sander. 1995, 1997; 
Moles, 1993). 

Teachers rnay be biased against certain kinds of families. such as low-SES farnilies 
or single parent farnilies (Epstein, 1983. 1990~). Some teachers see low-income and 
minonty children as "other" (Delpit. 1995). They rnay perceive that parents do not value 

education and that they do not attempt to instill this value in their children (Moles. 1982). 
They may have had previous negative experiences with parents. In each of these cases 
they rnay again be less likely to invite parents to participate. 

Teachers Luck of Ski11 and Knowledge in Involving Parents 

Whether teacher attitudes towards parent involvement are positive are not. teachers are 

often constrained by boih a lack of training for deüiing with parents and a lack of 

knowledge about how to involve parents. (Epstein, 1995; Epstein & Becker, 1982: Moles. 
1993). Typically. teachers receive little pre-service or in-service training on parent 

involvement (Fullan, 1982; McAfee, 1987). In particular, teachers lûck training in skills 
necessary to fonn constructive collaborative relationships with parents (Chavkin & 

Williams. 1988; Moles, 1993; Sheridan & Kratochwill. 1992; Swick & McKnight. 1989; 

Veenman, 1984). They may not be awue of what parents need to know in order to help 
their children at home or do not know how they might effectively employ parental 

assistance in the classroom. They might simply lack ideas for parents. These problems 
can pose even greater difficulty for teachers when parents have different linguistic and 

cultural backgrounds (Moles, 1982). for which, once again. teachers rnay Iack appropriate 
training and experience. McLaughlin and Shields (1987) contend that teachers of low- 

SES children. who are more likely to hold low expectations for both parents and students. 

especially need to be educated about the benefïts of involving parents, about parentai 

willingness to become involved and about successful models of parent involvement. 

Ultimately, as a result of these problems, schools and teachers may not actively involve 

parents or provide many opportunities for parents to become involved (Davies. 1987). 



Education in general and confidence in one's ability as a teacher are important. 
Teachers with more education involve parents more; teachers with less education involve 

parents less (Hoover-Dempsey, Bassler. & Brissie. 1987). And, teachers with a greater 
sense of professional cornpetence are more willing to involve parents (Hoover-Dempsey 

et al., 1987). 

Teacher T h e  
Teachers often suggest that lack of time and money prevent them from responding to 
parents more effectively (Moles. 1993). Swap (1993) points out that time is not often 

allocated within schools for developing outreach to parents. and money is not often set 
aside for these kinds of programmatic efforts within schools. In general. the time 

commitment needed to establish parent involvement programs (Epstein & Becker, 1982; 

Moles. 1993) prevents many teachers from establishing these programs. In addition. 

teachers are not rewarded for doing any extra work with parents (Epstein & Becker. 
1982). They may feel overwhelmed. too. by the problems facing children and parents. 
and by the demands on their personal as well as professional tirne. 

While efforts to reach out may become an individual teacher priority and working 
towards this goal may become part of teûchen* non-direct teaching time if they so 
choose. these are areas for improvement that can be addressed systematically at the 
school level. As far as time demands on teachers and administrators are concerned. 

Roeser, Patrick. Yoon, Anderman and Eccles (1994) note that "the use (or lack thereof) 
of parent involvement strategies needs to be viewed in the context of the total repertoire 

of strategies that teachers and principals can potentially use to increase the educntional 

success of their students" (p. 25). Parent involvement strategies may remain untapped, 
they explain. in the face of other demands such as large class sizes, mandates for content 

coverage and difficult students. The daily pressures of teaching life impinge on teacher 

commitment to parent involvement (Fullan, 1982). However, despite cornpetitive 

demands on time from various sources, the use of parent involvement strategies is one of 

individual teacher choice. Collinge's (1994) study. for example, showed that 

collaborative teachers who consistently use parent involvement strategies recognize the 

benefit to students and parents and "make time" for these activities. 



Parents 
Cultural und Linguistic Dive- Betwccn Home and School 
Linguistic and cultural differences between homes and schools create communication and 
interactional barriers for parents and teachers (Delgado-Gaitan. 199 1 ; Eccles & Harold, 
1993; Moles, 1993). Parents who do not speak English well sometimes feel inadequate 
when they enter schools and cultural misunderstandings often occur (Finders & Lewis, 

1994; Swap. 1993; see also Clark. 1983, for the problems experienced by minority 

students). These parents are not less likely to want to help. but linguistic bamers mry 
prevant theni from helping iheir child ai home ÿnd from understanding both written or 
spoken school and teacher communications which rnay in fact have been designed to 
facilitate or seek parental assistance. Teachers who do not speak the language of the 

home are unlikely to cal1 often to communicate about a child's progress or rsk for 
assistance when they are aware thrt communicative efforts will be difficult, 
uncornfortable perhaps for both parties, or completely impossible. 

Because of cultural differences minority parents may have expectations of schools 
and teachers that are different from non-minority parents (Delgado-Gaitan, 1991. 1997; 
Moles. 1993). and they may not know what schools and teachers expect of them or how 

to help in ways desired by their children's teachers. Teachers may interpret differing 
parental expectations in unintended ways. as either too high or too low, for example. and 
these (rnis)understandings may inhibit the development of family-school pûnnerships. 

Ecoriomic and Time Constraints in the Home 

Time constraints are a problem for parents whose employment prevents them from 
attending functions at the school during the day or assisting their child or attending 

meetings in the evenings (Becker B Epstein. 1982; Dauber & Epstein. 1989. 1993; 

Hoover-Dempsey. Bassler & Burow. 1995; Lightfoot. 1978; Lonie, 1975; Moles 1987. 
1993). Although some parents have flexible schedules which enable them to participate in 

daytime conferences or performances many others do not have this freedom. In addition. 

fatigue from the physical demuids of employment and lack of time due to the demands of 

other responsibilities in the home (other children in school, or preschool children) 

(Moles, 1982) often prevent parents from responding to their children in ways that 

teachen expect or taking up duties that schools might ask of them. Time constraints are 

particularly pressing for single parents (Moles, 1987). 



Social and Culnttal Capital Disparity 
In a qualitative study of family-school relationships in working-class and middle-class 

communities Lareau (1987, 1989) found that the level of parental involvement in schools 
was linked to the social class position of the parents and the corresponding social and 

cultural resources that were available to them. Lareau found, consistect with other 
subsequent reseûrch (Collinge & Coleman, 1992; Davies, 1993). that the educational 
values of the two groups of parents did not differ. that both groups valued educational 

success, wanted their children to do well in school and saw themselves as supporting and 

helping thcir children üchieve success ai school. However, parents in the middle-clüss 

community generally saw education as a shared responsibility between home and school 
while working-class parents saw responsibility for education as the school's. The social. 
cultural. and economic resources available to middle-class parents enabled them to 

participate with the school and to "build a family-school relationships congruent with the 
schools' definition of appropriate behaviour" (Lueau. 1987. p. 82). such as, for exmple, 
making books available to their children. and providing active support of reading 
achicvement through reinforcemrnt and practice at home. A Iack of this cultural capital 
inhibits the development of home-teacher collaboration which is especially important for 

children in families without these resources (Clark. 1983). 

Parent Discornfort in a Sehool Setting 

Parents are often very uncomfortable in schools (Swap. 1993). sometimes as a result of 
their own poor experiences there when they were children (Lareau. 1989; Stoll & Fink. 
1996). Parents who have dropped out of school. in pmicular, often do not feel confident 

in school settings (Finders & Lewis, 1994). Schools can be daunting places even for those 
who rnay not have had negative experiences there as youngsters. Minority parents who 
have neither the culture nor the language of the school, rnay feel especially 

uncomfortable. Even professional parents who were successful students are sometimes 

cowed by the atmosphere of schools and the professionalism that they encounter when 
visiting as parents (Coleman, Collinge. & Tabin, 1995b; Collinge & Coleman. 1992). 

Teachers, and the technical jargon used by them, can be intimidating (Davies, 1993; 

Fullan. 1982). Often parents do not feel confident about approaching or interacting with 
the school (Lareau, 1989). They feel inferior to the teacher (Hoover-Dempsey et al., 

1987; Lightfm, 1981) and powerless (Baskwill, 1989). They may feel that teachers are 
indifferent to their concems (Becker & Epstein, 1982; Lightfoot, 1978; Lonie. 1975) and 
do not tmst the school (Lightfoot. 1978). Often parents believe teachers are not interested 
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in their perspective (Lindle, 1989) or that the teacher does not care about their child 

(Lightfoot, 1978) and feu that offering opinions and cornplaints will cause difficulty for 

their child in school (Coleman & Tabin, 1992). 

Patent Abiliîy and Efficacy 
Many parents do not feel able to help their children with schoolwork (Hoover-Dempsey 

et al., 1987; Hoover-Dempsey. Bassler. & Brissie, 1992). Often those who Iack formal 

schooling. who dropped out of school. or who never felt confident or successful as 

students themselves, feel that they do not know enough to help their children (Eccles & 

Harold. 1993. Epstein. 1986; Hoover-Dempsey & Sandler. 1997). Helping is even more 

difficult for parents who do not speak the language of the classroom. Often parents feel 

unable to help or cannot help because of the difficulty of subject matter or methods. They 

either do not understand what is king taught or are not familiar with changing methods 

of instruction. and simply may not understand the child's homework (Eccles & Harold, 

1993; Hoover-Dempsey, Bassler & Burow, 1995: Moles, 1982). This problem is 

especially w idespread for mathematics (Collinge & Coleman. 1992). and becornes more 

challenging as children advance in school (Chavkin & Williams. 1993: Dauber & 

Epstein, 1993; Moles. 1982; Scott-Jones. 199 1). 

Lock of Communication, Information and Guidance from Teachers 
Even if parents understand what their children are learning, are able to help academically, 

and are cornfortable with how material is being taught and can reinforce this at home, 

many still feel constrained due to lack of information and guidance from the classroom 

(Davies. 1993; Dauber & Epstein, 1993; Epstein. 1986). They do not know , first, whether 

their child's teacher wants them to help and. if so. what exactly the teacher would like 

them to do (Coleman & Tabin, 1992; Collinge & Coleman, 1992; Davies. 1988; Epstein. 

1990b; Hoover-Dempsey, Bassler & Burow. 1995; McAfee. 1987). In the case of 

methodology, for example, parents are puzzled as to whether or not they should explain 

something to their child using a different method than the teacher. With subject matter 

assignrnents they are often not sure about whether to help with content or process. and to 

what extent they should help. 

Epstein (1993) comrnents that when parents express how they want to be involved 

in their children's education they use words like "information." "communication," and 

"participation." They want to participate by helping but need to know what their child is 



doing in class (the cumculum), what to help with, and how to help (Coleman, Collinge. 

& Tabin, 1995b; Dauber & Epstein, 1989; Epstein & Dauber. 199 1; Hoover-Dempsey, 

Bassler & Burow, 1995). Both curricular and methodological information from the 

teacher are essential in this regard. but parents typically receive few communications 

from the classroom (Collinge & Coleman, 1992; Epstein. 1986) and rnay only receive 

basic information about classroom procedures (Roeser et al.. 1994). They rnay think that 

teachers do not want them to help their children. 

Parents would also like to know more about how their child is perforrning. They are 

concemed thrt not enough information is fonhcoming from the classroom about their 

child's progress especially since this too would help them assist their child more 

effectively (Chavkin & Williams, 1993; Coleman & Tabin, 1992; Collinge & Coleman. 

1992; Dauber & Epstein, 1989; Lindle, 1989; McAfee, 1987). They feel constrained and 

excluded when they do not receive the information that ihey need in order to better help 

their child (Coleman & Tabin. 1992). Ofien what they do receive is negative; they do not 

receive enough feedback about positive growth and achievements (Davies, 1993; Moles. 

1987; Roeser et al.. 1994). They may feel discouraged about helping when they gei only 

"bad news" from their child's teacher (Hoover-Dempsey et al.. 1992; Moles, 1982) or 

when teachers do not follow up on their concems and the school does not do what it says 

it is going to do (Hoover-Dempsey et al., 1987). 

Philosophicul Dvferences A bout School and In  volvemeni 
While most parents are keen to help their child with instructionûl matters, occosionally 

they are not involved or choose not to be as involved. Parent's philosophies about 

education and homework (the values of the home) rnay be different than those of the 

school (Chavkins & Williams, 1993; Eccles & Harold, 1993; Hoover-Dempsey & 

Sandler, 1997). Some parents. for example, see responsibility for educating the child to 

be the school's job (Lareau, 1989). 

In cases where values differ. the processes of the home (with respect to schoolwork, 

for example) rnay also not resemble those of the school (Hoover-Dempsey et al., 1987; 

Lightfoot, 1978). Thompson (1992), for example, has exarnined homework as a social 

construction. analyzing how family mernbers' models of homework interrelate with 

cultural and economic resources and shape how homework is or is not done. In some 

homes the family conception of homework and how it is to be completed positively 

influences succcssful homework completion and in others it does not. If family and 

school or classroom conceptions match, teachehome collaboration is facicilitated; if they 
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do not, successful collaboration can be inhibited. Value and process differences such as 

these can be troublesome for both parent and teacher when they are unaware of them, but 

have encountered difficulties or frustrations because of them. 

Thompson's study resembles Lareau's (1987) work in that it examines the role of 

social class in parent support of the mission of the school. Whether parents lack social 

and cultural capital or not, however, they may still have preferences about becoming 

involved. Vandegrift and Greene ( 1992) have developed a four-quadrant mode1 of parent 

involvement which distinguishes between the notions of support and activity. A parent, 

for exampie, may be supportive but not neçassürily iictivr: (those parents who are not 

"joiners"). This parent may prefer not to be involved at the school site, although the 

educationd progress of their child is still a keen concern. At the same time, parents may 

believe that their role is limited to certain kinds of activities at the school, such as 

volunteering or fund-raising activities. Some parents may have negative attitudes about 

schools andor teachers and for this reason not become involved. For Vandegrift and 

Greene (1992) g m r i n g  support is a prerequisite for improving parent involvement, but 

approaching parents with an understanding of their perspective is crucial. 

Students 

Parents and teachers often insist that students constrain home-school collaboration. 

Parents report that students at the intermediate grades, in particular. sometimes 

discourage their parents from participating at the school building as they find this 

embarrassing (Coleman & Tabin, 1992). Often parents limit their own participation in the 

school even though their child has not specifically asked (hem to do so, because they 

perceive that the adolescent child would find this uncornfortable (Eccles & Harold. 1993). 
Teachers also cite student embarrassrnent and discomfon as a reason for their failure to 

invite parents into the classroom durhg the day (Coleman. Collinge, & Tabin, 1995b). 

At the Grades Four to Seven levels parents may perceive that their children need to 

be and are becoming increasingly independent and so choose non-involvement as a way 

to support that need (Carnegie, 1989; Eccles & Harold, 1993; Epstein, 1986). Grolnick 

and Ryan (1989, cited in Watkins & Ames, 1994) have suggested that extensive parental 

involvement is regarded as intrusive by children and may limit educational attainment. 

Data presented later bear on this unusual assertion. 

On the home front, parents of capable, responsible and academicall y-inde pendent 

students often find their roles as "helprs" circumscribed because the child insists that he 

or she does not need assistance and does not seek out a parent's help (Hoover-Dempsey 
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et al., 1995). These parents may well participate and demonstrate support for their child's 
work in other ways, but because this assistance is less active parents often consider it 

inauthentic, 
Sometimes personal relations and conflicts between parent and child make home- 

based assistance difficult, uncornfortable and fmstrating and as a consequence it occurs 

less often (Collinge & Coleman, 1992). Interestingly, students often seek out the 

assistance of others4lder sisters or brothers, neighbours. grandparents-(or this help is 
provided; Davies, 1993) if parents cannot help them or when relations with these 
individuals are more hürmonious and assistance will be inore productive (Coleman. 

Collinge & Tabin, 1995b; see also Collinge & Coleman. 1992). 

Literature referring ro barriers to family-school partnerships originating from 

students, or reflecting the student perspective, is scant. Typicdly, home-school 
partnerships are conceived in terms of the roles and participation of parents and teachers 

with students as passive recipients of the instruction and ministrations of parents and 
teachers. The issue of student roles in family-school partnerships and students as 
autonomous and self-regulating members of the triad is thus less well-explored. Epstein 
( 1982) has reported on student reactions to teacher' s practices of parent involvement. 

However, her findings relate to the effects of teacher practices of parent involvement on 

student behrviours and attitudes. Her research did not focus on student personal 
responses to the effons of teachers to involve parents. the effons of teachers end parents 

to work collaboratively , or student collaboration w ith teachers. A number of the citations 
above represent references to works produced from the Co-Production of Leaming 

Project from which some knowledge about student participation in family-school 

partnerships has emerged. 

Students as Members of Collaborative Trlaàs 
There is also little in the literrture referring to the participation of students in the 

classroom as collaborative members of the educational enterprise or to the joint 

collaboration of students and teachers with parents. This is, in part, because these are 

relatively rare phenornena. There is, however, some research evidence concerning 

students' preferences with respect to teachers and classroom environments. Once again, 

these relate only to student perceptions of teacher practice and interaction within the 

classroom and not in relation to collaboration with parents. 
In a review of promising directions in the research on student perceptions of 

schooling Weinstein (1983) noted that students' views of a good teacher are quite similar 
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across student age groups. Unfortunately, she added, "very few studies have examined 

students' concepts of what teachers are like" (p. 290). In summarizing research on student 

perceptions of the qualities of a good teacher Wittrock (1986) notes that "some studies 

find students choosing teachers who are w m ,  friendly, supportive and communicative. 

while, at the same time, orderly, highly motivating, and in charge of classroom 

discipline" (p. 299). These findings are consistent with other more recent research efforts 

in this area. 

Phelan. Davidson, and Cao ( 1 !KU), for example, studied hig h school students' 

views of school contexts. They f'ound thüt students prefer chssrooms which are well- 

organized and orderly, in which they felt they know the teacher and the other students and 

in which the teacher treats students as individuals, acknowledging their value and worth. 

and recognizing their efforts. Students expressed a desire to be challenged, but feel 

emotionally safe, without being put down or made to feel stupid by either teacher or 

peers. The authors noted that a recurring theme in students comments was the value they 

placed on having teachers who care. Care is demonstrated by providing explanation and 

assistance with academic matters. Students prefer teachers who are willing to help them 

in understanding material, and who take the time to explain concepts and ideas carefully 

and thoroughly. They demonstrate a cornmitment to help students leam. Care is also the 

expression of interest and concem in students as individuals, that assures students thût the 

teacher likes them peaonally. Students dso mention humor, openness, and consideration 

as important qualities in a teacher. They appreciate teachers who are considerate. who 

treat them with respect and are attuned to their needs. 

Students in the Phelûn, Davidson and Cao study also prefer active, rather thin 

passive roles in instruction. They like classrooms in w hich pedagogical methods 

encourage active participation. The authors note that the desire for a persona1 element in 

the classroom "may be part of the reason why the majority of students prefer classes with 

their friends" (p. 696). Having friends thût they c m  trust and cm depend on for help is 

important to students. Students rxpressed a preference for working in groups; thus the 

authors suggest that "classroom organization that supports peer interaction may well 

promote a greater degree of participation in leamingT* (p. 698). Interestingly, Phelan and 

colleagues (1992) conclude that. "despite negative outside influences, students from dl 

achievement levels and sociocultural backgrounds want to succeed and want to be in an 

environment in which it is possible to do so" (p. 696). This parallels findings about 

parents in the parent involvement literature that al1 want to help and be able to help their 

childn r. l e m .  



Phelan, Davidson, and Cao's findings are consistent with other reports on high 

school students (McCabe. 1995). Findings among elementary SC ho01 students have been 

similar. Hayes. Ryan and Zseiler (1994). for example. found that a number of "concept 

groups" ernerged in an analysis of caring teacher behaviors as described by sixth grade 

students. According to these students caring teachers were those who responded to 

individual students, helped with academic work. encouraged success and positive 

feelings. provided good subject content, provided fun and humour. and counselled 

students. According to the students in McCabeTs (1995; see also Nieto. 1994) study, good 

teachers were not oniy subject-centered (focussing on acadernics and knowledgeable 

about content). but also student-centered. "ln a holistic way." McCabe ( 1995) comments. 

"the best teachers could also be a fnend and create a sense of community and bonding 

within the class" (p. 126). Importantly, student academic achievement is related to 

positive student/teacher interaction. Evidence suggests that student results are better in 
schools where students iue well-known to their teachers (Brriddock & McPürtland, 1993; 

Lee. Bryk. & Smith. 1993). 

A FINAL NOTE ABOUT EXPECTATIONS AND SATISFACTIONS 
As noted in the introduction to this chapter. there is little in the literature regarding 

students, teachers and parents engaged a11 together as collaborators in three-way 

relationships. There is also little documenting the expectutions of these individuals for 

one another with respect to collaboration in instructional relationships. apart from the fact 

that parents generdly want to help their children and be involved and assisted in this 

regard by their child's teacher, and that teachers acknowledge that this kind of assistance 

is valuable and welcome. The relationship between parents' educational and achievement 

goals for their children has been well-explored (e.g.. Kang & Schweingruber, 1995; 

Watkins & Ames, 1994) as have parents* educational expectations for their children 

(Seginer, 1983). However. parents* partnership expectations for teachers with respect to 

their child's leaming or students' expectations for the leming situation in the classroom 

have been less extensively investigated. The surfeit of literature about barriers and 

problerns in instructiondly-based relationships, at least between parents and teachers, 

suggests that there is little satisfaction within these relationships. As suggested earlier. 

one cm assume that baseline teacher and parent expectations or preferences are implicit 

within these barrien. The literature about student preferences in the classroom also makes 

clear some expectations for teacher behaviour, and some satisfaction variables. with 

respect to students and their participation. It is possible. however. that parents, teachers. 
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and students hold partnership expectations of and for one another that are either not 

reflected in the data about barriers and obstacles or do not emerge from pedagogical 

issues that arise in the classroom. Some may be unique to the issue of collaborative 

pedagogy or arise from more general partnership concerns. At the same time. the 

satisfaction of parents, students. and teachers within instructional partnerships may be 

based on the fulfillment of preconceived expectations or related to factors that are not 

consciously predetermined. This study represents an attempt to build on that literature 

and in so doing to expand the knowledge base on instructional relationships between 

parents. teachers and siudents. In üttempting to cliuify expectations of students, parents. 

and teachers in instructional relationships and in seeking data about the level and nature 

of satisfaction in those relationships the study aims for a deepened understanding of 

collaborative partnerships and the potential for developing hem widely. 



PART A: PARADIGMS AND METHODS 
Thrce assumptions undcrgird the treatment of ficldwork in  educational administration as an 
organized human activity. First, sincc the fieldworker is the 'main instrument* in doing field- 
work. a focus on how the fieldworker makes explicit ihe epistcmologicd issucs in ihe field- 
work process is critical. Second. ris othcrs also assume (Kaplan, 1963; Lindblom & Cohen, 
1979; and Mulküy, 1979), al1 reseatch is a 'vûluing' progress, and ihc disilcctical relationship 
o f  the ficldworkcr's and the informant's value systems cntcr into the phenomenolopy o f  ihc 
rescarch act. Finally, issues of methodology arc many and complcx, so the rescarcher musi 
make choices on the nature o f  the issue to be riddrcssed. (Everhrird, 1988, p. 706) 

THE GOALS OF EDUCATIONAL RESEARCH 
Educational research can both establish "contemporary fact" (Cronbach, 1975, p. 126). 

(that is, describe current states) and focus on practice, developing "concepts" based on 

descriptive, interpretive work that will better enable practitioners to "use their heads" 

(Cronbach. 1975, p. 126). Soltis ( 1984) speaks specificdly of this duality with respect to 

educational reserirch: 

Al1 aspects of education i n  its broadest scnsc necd study, not only to givc us bctter causal 
descriptions or incrcased understanding of human meaning systcms. but also IO allow for our 
collcctivc critical reflcction on the desirability of  what wc do an3 the consçious dcvclopmcnt 
of the most desirable outcornes we can achieve through thc human institutions and aciivitics 
wc have constructed to be cducative and not oppressive. (p. Y) 

That the "desirable outcomes" should be those for children is stated openly and 

unequivocally by Eisner. For him educational criticisrn should ideally "contribute to the 

enhancement of the educational process and through it to the educational enhancement of 

siudents" (Eisner, 199 1. p. 1 14). 

These two overarching goals for educational research are assumed in the study here, 

and reflected in the purposes of the study to both: (a) pin down what is-the nature of 

relationships and practices between parents, students, and teachers with respect to 

collaboration regarding instruction; and (b) help people use their heads-by deriving 

concepts that will be useful to parents, students and teachers in achieving productive 

instructional relationships that will help to create "the most desirable outcomes," that is, 

enhanced learning for students. 



SITUATING ONE'S RESEARCH SELF 
A paradigm. state Bogdan and Biklen (1982), is "a loose collection of logically held- 

together assumptions, concepts, or propositions that orient thinking and research (p. 30). 

Guba (1990) outlines three major contemporary paradigms: postpositivism. construc- 

tivism and criticd theory. Miles and Huberman (1994) describe adherents to each of these 

paradigms as "realists. intcrpretivists, [and] critical theorists" (p. 5). Lather's (1991) 

paradigmatic categories are more extensive. Her frmework is comprehensive of, and 

goes beyond those defined by Guba. and Miles and Huberman. She divides inquiry as a 

whoie into four paradigrnatic categories which include positivism and three post- 

positivitic stances. Each is defïned by the researcher's interest in generating and 

legitimating knowledge, whether that interest be to prcdict. to understand, to emancipate, 

or to deconstruct: positivists seek to predict; interpretivists/constructivists wish to 

understand; critical theorists seek to emancipate; and poststructualists1postmodeniists 

wish to deconstruct. 

In speûking of paradigmatic orientation Miles and Huberman (1984) maintain that 

"it is good for researchers to make their preferences clear" (p. 19). In this wüy readers do 

not have to intuit the author's standpoint. Using the parûdigm categories outlined above, 

this study and my approach as a researcher here began within an interpretivid 

constnictivist inquiry framework with the broad knowledge generation or legitimization 

goal of understanding. 

In the constructivist paradigm. according to Guba ( 1990), "realities are multiple, 

and they exist in people's minds" (p. 26). As such, subjective interaction between the 

inquired and the inquirer is the only way to access these reaiities. Methodologically, then, 

the constructivist seeks to depict the variety of constructions as accurately as possible, 

including his or her own. and compare and contrast them. 

According to Marshall and Rossman (1995) interpretive research "entails 

immersion in the everyday life of the setting chosen for study, values and seeks to 

discover participants' perspectives on their worlds. views inquiry as an interactive 

process between the researcher and the participants, is both descriptive and analytic. and 

relies on people's words and observable behavior as the prirnary data*' (p. 4). 

Interpretivist inquiry acknowledges that reality is socially constructed, that the 

subject matter, not the method, is prime, that variables are cornplex and interwoven. It 

assumes an insider's (emic) viewpoint. The purpose of this kind of inquiry is to 

contextualize, understand and interpret the respondent's perspective. The inquiry is 



naturalistic (based in real life settings) and inductive. The inquirer seeks patterns, and 

assumes complexity and pluralism (Glesne & Peshkin, 1992). 

Discussion about paradigms-and methods-is complicated by the fact that terms 

are often used interchangeably or synonymously. For example, the labels bbconstructivist" 

and "interpretivist" are often used to mean the same thing, and the terms "qualitative" and 

"quantitative" are found describing both paradigm (as inquiry framework) and method (as 

technique). In the latter case, the tems "qualitative" and "quantitative" often represent 

the constnictivist/interpretivist and (post)positivist paradigms respectively. Here "the 

more generic rem interpretivism" (Greene, 1990, p. 245) will be used to include the 

constructivist inquiry framework as defined by Guba ( 1990) and Lincoln ( 1990). 

"Quantitative" and "qualitative" will be used to define methods as techniques (and not 

paradigms). 

PARADIGMS AND METHODS IN MIXED-METHOD INQUIRY 
There is little dispute within the field of educational reseuch in general about the value of 

a variety of paradigmatic approaches. The use of both qualitative and quantitative 

methods is not contested either. Viewpoint on the combination of prradigms and 
methods, however, is mixed. Opinions generally fall inio one of three categories: (a) thai 

paradigms are distinct unities and methods are inherently linked to paradigms; (b) that 
paradigms and methods are al1 compatible; or (c) that paradigms are distinct unities, but 

that methods are not inherently linked to paradigms. 

The paradigmlmethod question is particularly challenging for those involved in 

mixed-method inquiry and some, such as Greene. C;iracelli and Graham (1989) avoid it 

altogether. 'To the probable dismay of purists," strie Greene and colleagues (1989). "we 

sidestepped the knotty paradigmatic issues involved in mixed-method inquiry" (p. 270). 

They acknowledge, however, that a comprehensive mixed-method framework must 

eventually address the paradigmlmethod question. 

As a researcher my approach (and consequently that of this siudy) falls into the 

third of the categories above. For researchrrs of this view, paradigm assumptions are 

distinct-they are "basic set(s) of beliefs" (Guba, 1990, p. 17)-but methodological 

choices are a separate and secondary matter. One mûy hold to a pxticular inquiry 

framework. but carefully choose or use a variety of methodological techniques without 

violating one's paradigmatic stance. Fetterman (1988), for example, acknowledges thût 

paradigms are distinct. but adds that "each paradigm employs both quantitative and 



qualitative methods" (p. 18). Glesne and Peshkin (1992) are also representative of the 

paradigrnatic view, but qualify the use of the methods in relation to paradigms: 

Because the positivisr and the interpretivist pwadigms rest on different assumptions about the 
nature of the world, they rcquire different instruments and procedutes io find the type of data 
desired. This does not mean, howcvcr, that the positivist never uses interviews or that the 
interpretivist never uses a survey. They may, but such methods are supplcmentary, not 
dominant. (p. 9) 

In this mixed-methods studj qualitative methods are employed as the primary method 

technique within an interpretivist (meaning-oriented) inquiry framework. Quantitative 

rnethods are suppiementary. 

REASONS FOR MIXED-METHOD INQUIRY 
From a qualitative inquiry point of view this study falls loosely within the "systems 

theory" and "symbolic interactionism" theoretical orientations (Patton. 1990). The central 

question for systems theory is: "How and why does the system function as a whole?' 

(Patton. 1990, p. 88). Symbolic interactionism. on the other hand. is concerned with 

"understanding how individuais take and make meaning in interaction with others. The 

emphasis is on the pressures of meaning making in social organization" (Marshall & 

Rossman. 1995. p. 10). Of interest here are the ways in which individual parents, teachers 

and students take and make meaning in interaction with each other, and how this system 

functions as a whole. This is consistent with the general ecological/systems theory 

conceptual approach to the study. 

As far as the quantitative component of the study is concerned, the above questions 

and issues apply equally. However, as noted. the quantitative methods are secondq to 
the qualitative and used purposively for two reasons which are seen as benefits of mixed- 

method inquiry: triangulation and complementuity. 

In a study which is mixed-method for reasons of triangulation, the researcher 

chooses two different methods to assess the same phenornenon, or, brings to bear more 

than one source of data on a single point (Marshail & Rossman, 1995). This is done to 

corroborate, elabonte, or illuminate the research in question (Marshall & Rossman, 1995) 

or "assess the robustness or stability of findings" (Jicks, 1979, cited in Firestone, 1987, 

p. 20). Having established convergence, the validity of the findings is strengthened. 

According to Marshall and Rossman (1995) triangulation can enhance a study's 

generalizability: "Designing a study in which multiple cases are used, multiple 

infonnants or more than one data gathering technique can greatly strengthen the study's 

usefulness for other settings" (p. 144). This study benefits not only from multiple 
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informants. and multiple sites, but dso from more than one data gathering technique. For 

Firestone (1987), quantitative findings are especidly important in that they can show "a 

pattern that extends across a large number of situations" (p. 20). He maintains that the use 

of a number of sites increases confidence in the generalizability of results "although 

technicdly generalizability depends upon the randomness and representativeness of the 

sample selected (Firestone, 1987. p. 20). 

In a mixed methods study designed for complementarity. overlapping but different 

facets of the same phenomenon are examined in order to give a richer. elaborated 

understanding of that phenomenon (Greene et al.. 1989). When complementarity is an 

intent different methods are used to assess different phenornena. or to better interpret the 

assessment of a single phenomenon (Mark & Shotland, 1987). When used for the same 
purpose the two methods cm "build upon each other to offer insights that neither one 

alone could provide" (Reichardt and Cook. 1979. p. 2 1). 

According to Miles and Huberman (1994), "numbers and words are botli needed if 

we are to understand the world" (p. 207). Understanding the world better is not simply a 
question of using both numbers and words for their own sake, but a matter of benefiting 

from the perspectives or focal view each provides. Salomon (1991) maintains that studies 

which are based only on the assumptions of the analytic approach (i.e.. quantitative) "fail 

to capture the richness. complexity . and interdependence of events and actions in the real 

classroom and hence a systemic approach is needed as well" (p. 16). The benefit to using 

both quantitative and qualitative methods is a "fuller. and more satisfying understanding" 

(Salomon. 1991, 16). Reichardt and Cook (1979), referring to Eisner (1977. cited in 
Reichardt and Cook. 1979). suggest that qualitative and quantitative knowing toge ther 

"provide a depth of perception. or a bittocular vision [emphasis added], that neither one 

could provide done" (p. 23). 

For Fielding and Fielding (1986) complementarity is a matter of gaining greater 

breadth and depth, as opposed to "pursuing 'objective truth"' (p. 33). As they note: 

Life has contextual dimension that gives it form and an interpretative dimension that provides 
it with content. We would argue for the necessity of synthcsizing these dimensions, hoping to 
gain from their combination. We need to be able to read the srnail print of social interaction 
but also to maice out the entity into which the pages are combined. (p. 34) 

Both qualitative and quantitative methods are necessary "in order to meet the need to 

describe the detail of the foreground against the design of the background" (Fielding and 

Fielding, 1986. p. 35). Here, qualitative and quantitative methods are used in order to 

capture both the print and the page, the foreground and background, of teacher. student 



and parent expectations and experiences regarding home-school partnership and 

instructional collaboration. 

Qualitative and quantitative methods are also complementary in that they can 

inform and guide each other (Salomon. 1991. p. 16). For Salomon (1991) this is 

especially important where generalization is concerned. He believes that neither the 

analytic approach, which "capitalizes on precision" (p. 16). or the systemic approach. 

which "capitalizes on authenticity" (p. 16) are a good basis alone for generalization. The 

use of quantitative methods for the purposes of generalization is ill-advised without the 

use of qualitative work which provides the source for one's quantitative work. "One 

needs to know," notes Salomon (1991), "what aspects of the complex setting deserve to 

be studied in greater detail under controlled conditions. The sources of such knowledge 

are one's theory and one's detailed and systematic observations of the cornplex 

phenornenon. Without observations of the whole system of interrelated events. 

hypotheses to be tested could easily pertain to the educationally least signifiant and 

pertinent aspects" (p. 17). The approach within this study is also consistent with 

Salomon's advice. Here the qualitative data provide a conceptual framework from whic h 

a specific set of quantitative analyses originated. 

The use of two methods is appropriate to a study which is focussed on practice, and 

has as its purpose improvement and change. The detail of individual interviews (the 

"print" or "foreground") is bdanced by the larger view provided by the quantitative data 

(the "page" or the "background"). Together here these two provide as comprehensive a 
picture as possible. upon which recommendations for change cm more safely be made. 

STATING MY CASE 
Ultimately, the distinction between qualitative and quantitative methods as sources and 

kinds of data is somewhat murky. Both. notes Merriam (1988), are interpretations of 

experience: "In one case the experience i s  mediated through words; in the other situation. 

through numbers" (p. 68). And each has, or cm have, the characteristics of the other. On 
this issue Miles and Huberman quote Kaplan (1964. cited in Miles & Huberman. 1994): 

"'Quantities are of qualities, and o measured quality has just the magnitude expressed in 
its measure"' (p. 207). As Fielding and Fielding (1986) note. '&the most advanced survey 

procedures themselves only manipulate data that had to be gained at some point by 

asking people" (p. 12). Memam (1988) adds to this by pointing out that "before 

something can be quantified it has to be ideniified, named, described, understood" 

(p. 68). 
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This point, that al1 data, whether collected qualitatively or quantitatively, need be 

interpreted is an important one. Interpretation is an act that is equdly a piut of the work of 

both qualitative and quantitative methodologists. Fielding and Fielding ( 1986) argue that 

"ultimately al1 methods of data collection are malyzed 'qualitatively,' in so far as the act 

of anûlysis is an interpretation, and therefore of necessity a selective rendering, of the 

'sense' of the available data*' (p. 12). For Marshall and Rossman (1995) interpretation is a 
mysterious act in both qualitative and quantitative data analysis. "It is a process." they 

explain. "of bringing meaning to raw, inexpressive data that is necessary whether the 

researcher's ianguüge is ANOVAs and means or rich description of ordinary events. Raw 

data have no inherent meaning; the interpretive act brings meaning io those data and 

displays that meaning to the reader through the written report" (Marshall & Rossman, 

1995, p. 113) 
As f;ir as the scientific/constnictivist pxadigm "wars" or dialog are concerned. 

Guba (1990) hopes that discussion will ultimately lead onc day to the development of a 

new paradigm which, he miintains, "will not be a closer approximation to truth (but) 

simply . . . more informed and sophisticated than those we are now entertaining" (p. 27). 
Oberle (1991) suggests that those in human science would contend that the best position 

for researchers is "somewhere between positivism and relativism . . . a new mode1 which 

would combine the two opposing paradigms" (p. 91). 
Whether "the w u s  will still be going on in the year 2009." as Rizo (1991. p. 12) 

suggests, is an empirical question, as yet without answer. In practice, both quantitative 

and qualitative approaches are being employed by researchers of a variety of 

paradigrnatic persuasions (Salomon, 199 1 ; Miles & Huberman. 1994). As far as actual 

practice in the empirical world of educational research is concemed. perhûps, as Miles 

and Huberman (1994) suggest, "al1 of us-realists, interpretivists. critical theorists-are 

closer to the center. with multiple overlüps" (pp. 4-5). In the absence of agreement about 

paradigm unity, however, and in the absence of an entirely new paradigm-either more 

informed and sophisticated than current versions, or a new one between positivism and 

relativism-inquiry and daily research decisions do continue to be made. And in this 

regard, as Mosenthal (1985) assures us. educational researchers may have "freedom of 

choice but no1 freedom f'rom choice" (p. 7). At the sarne time, as Everhard (1988) notes. 

the methodology of scientific activity involves human choices "that do not dways lend 

themselves to objective classification" (p. 705). 
Wiihin this study choices have been made. However, even though 1 have described 

the nature of the work undenaken here as qualitative and quantitative methods used 



within an interpretive inquiry framework 1 have found objective classification to be 
difficult. This is particularly frustrating given the subtle but undeniable urge 1 feel to 

identify myself as part of a distinct methodological group with a clear, descriptive label. 

and to enjoy the comfort and convenience of nomenclature which seems to requires little 

qualification. such as. for example. "ethnography" and "ethnographer" or 

"phenomenology" and "phenomenologist." Perhaps, as Miles and Hubeman would likely 

argue, even these designations are not so easily applied, that they too defy simple 

classification. For the moment. the best 1 can do is borrow and loosely apply Fetterman's 

(1988) rubric. "genrric pragmatic (socioiogicd) qualitative inquiry," perhaps removing 

the ternis "pragmatic" and "sociological" in order to avoid the Pattonesque association of 

pragmatism with the idea of combination of paradigms and most authenticdly represent 

myself as an educational researcher with interest in but without disciplinary roots in 

sociology. This leaves "generic qualitative inquiry." a somewhat Iacklustre appellation. 

Shulman (1988) suggests that "the most effective programs of educationd research 

are likely to be characterized by . . . applications of 'disciplined eclectic"' (p. 16). Given 

the difficulty of objective classification, and the absence of any new, more appropriate 

paradigms, perhaps this term, added to the above nomenclature, best describes my 
program of research: generic qualitative inquiry, charrterized by "disciplined eclectic." 



INTRODUCTION 
This study reports on both qualitative and quantitative data collected over three years of 

the larger (six year) Co-Production of Learning Project. For the larger project interview 

and survey data were collected at both the beginning and end of each school year. For this 

study only the year-end qualitative and quantitative data are employed. Initial interviews 

have yielded useful and informative data, panicularly with regard to parents' and 

students' expectations of teachers. However, only year-end data provide information 

about both expectations of each triad member for the others und attitudes and practices 

over the coune of the year. 

In the larger project rounds of data collection were numbered consecutively 

beginning with the first round of data collection during Year One which was named Time 

1. The May/June round of data collection dunng that same year was named Time 2 and 

so on. Of interest here an the data collected during Time 2 (end Year One), Time 4 (end 

Year Two), and Time 8 (end Year Four). These "Time" and "Year" labels will also be 

used here to refer to the three data sets analysed in this study. 

Data from Year Three of the Iarger project were not included here because of labour 

strife in the participating public school districts during that time. Data collection was 

made difficult by teacher work-to-nile conditions and rotating teacher strikes, and yeu- 
end data were not obtoined from al1 participating sites. Because of the limited availability 

of these data and also because that which was collected would not likely have been 
typical of parent, student and teacher attitudes and practices during other years not 

affected by collective bargaining action. the decision was made to exclude the data from 

this study. 

THE SAMPLE 
Quantitative Sampk 
The quantitative data set for this study consists of al1 year-end matched-set parent and 

student participants for ail of the Time 4 and Time 8 classrooms involved in the larger 

Co-Production project. For Time 4 (Year Two) this includes twenty participating teachen 

(from six different schools) and 159 student/parent sets. In Time 8 (Yeu Three) twenty- 

one teachers participated (from seven different schools) with 174 accompanying 



studedparent dyads. The entire set consists of forty-one classrooms from ten different 

schools in six different school districts. These data sets are summarized in Tables 1 and 2, 

on pages 60 and 6 1 respectively. 

Qualitative Sample 
Since the conceptual unit of analysis in this study is the triad, the triad was also 

maintained as the methodological unit of analysis for the qualitative data. Thus. only 

those inads were considered for qualitative analysis in which yewend parent. siudent and 

teacher ihterview data were al1 available. For Time 2 this yielded eleven classroom 

teachers and forty-three dyads for a total of ninety-seven interviews. For Time 4. 

qualitative data were available from fourteen teachers and twenty-three dyads, totalling 

sixty interviews. For Time 8 nineteen teacher interviews were available with thirty-four 

corresponding dyads which totalled eighty-seven interviews. 

The combined sample for the qualitative component of this study consists of a total 

of thirty-five individual teachers (forty-four clûssrooms over the three data collection 

rounds) and one hundred parenthtudent dyûds participating over Time 2 (Year One), 

Time 4 (Year Two), and Time 8 (Year Four). These classrooms represent thirteen 

different schools in five different school districts. 

The classroorn total for Time 2. Time 4 and Time 8 together is Iarger than thüt for 

the total of teachers because some teachers participated over more than one year of the 

study. Thirty-five individuai teachers are represented in the qualitative data. Three of 

these teachers participated over two years of the study and three participated over three 

years of the study. As such. the study is longitudinal for those teachers who participated 

over more than one yeu. These data sets are summarized in Tables 3.4 and 5.  on pages 

62 throug h 64. 

There are, as Tables 3 through 5 indicate. varying numbers of complete triads 

between classrooms for which qualitative analysis was completed. This results, in part. 
from the availability of data from the individual memben of the triad (incomplete tRad 

sets were excluded) and also because different numbers of parenthtudent dyads were 

available over each of the three years. 

At the outset of the larger project, several interviewing options were open to the 

Year One research team. These were the following: (a) to interview al1 parents and 

students who agreed to participate; (b) to interview al1 parents and students in some 

classrooms; or (c) to interview some parentlstudent dyads in each classroom. Option A 

was eliminated as unfeasible for the larger project for reasons of both tirne and expense. 
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Option B was elirninated because it offered less opportunity for comparison between 
classrooms than Option C and was also less feasible logically, as al1 participants were 
volunteer and full interview participation by al1 parents in individual classrooms would 

have been unlikely. Option C was adopted as a general approach as it offered the 
opportunity not only for some withinîlassroom cornparison between triads, but aiso for 

cross-classroom comparison. 
Parents and students to interview were chosen using a Table of Random Numbers to 

create a list of potential interviewees. Since participation in ai1 aspects of the study was 

voluntÿry chose seiected were teiephoned to invite their participation in the interview 

process. Because parents selected were often not available or chose not to be interviewed, 
telephoning continued using the list until the desired number of interviewees had agreed 
to be interviewed. For Time 2 of the study five parent/student dyads was set as the target 

number of interviews. This number was reduced to two for Time 4 and set at three for 
Time 8. These target numbers were sornetimes adjusted on r classroom by classroom 
basis depending on the number of parents participating. In cases where there were only a 
very few parent participants. only one or two dyads were interviewed. 

Even though the target interview nurnbers (of parents and students) may have k e n  

met through telephone contact these numbers were not always achieved during the 
interview process. Occasionally, parents agreed to interview, but then the interview could 
not be scheduled or was repeatedly cancelled. Sometimes students were not avniloble at 
the initidly scheduled, or even follow-up, interview times. If possible new parent/student 
dyads were selected using the list, to make up the interview dyad numbers. Often, 

however, this was not possible if the list of potential participants had been exhausted or 
because interview time in June ran out. 

Schools 
The participating SC hools were located in four British Columbia public school districts: 

two suburban districts in the Lower Mainland of British Columbia (Site B and Site D); 
one large interior school district (Site A); and one Vancouver Island school district 

(Site C). One large urban non-denominational private school also participated (Site ND). 
Since the study involves a number of school district and individual school sites it is cross- 

sectional with respect to both of these units. Brief descriptions of school district sites and 

a composite portrait of the schools are attached in Appendix A. 



Table 1: Time 4 Quantitative Data Sample 
-- - 

No. of Mt 
Dyaàs 

Class Completing 
District Site School Teac her CIorss Enrollment Surveys 

Nightingale 

Nightingale 

Nightingale 

Mountain View 

Mounrain View 

Vallcyview 

Valley view 

Valleyview 

Exeter 

Exeter 

Exeter 

Exeter 

Exetcr 

Exeter 

Sebastian 

Sebastian 

Hillside 

Hillside 

Hillsidc 

Hillside 

6 

29 

29  

28 

25 

24 

23 

23 

22 

18 

18 

17 

18 

22 

20 
* 
* 

29 

26 

28 

24 

NIA 

* No data availsible. Approximate class sizes a l  25 IO 30 students. 



Tabk 2: Time 8 Quantitative Data Sample 

No. of PtlSt 
Dy a& 

Class Complet ing 
District Site School Teacher Class Enrollment Surveys 

Mouniain View 

Mountain View 

Nightingale 

Nightingale 

Nightingale 

Nightingale 

Valley view 

Bcrichside 

Beachside 

Beachside 

Beachside 

Dcux Langues 

Deux Langues 

Dcux Langues 

Rockwood 

Rockwood 

Rockwood 

Mcridow Brook 

Meadow Brook 

Meadow Brook 

Meadow Brook 

7 

27 

27 

2 3 

22 

26 

24 

25 
* 
t 

* 
* 

23 

22 

23 

25 

26 

21 

27 

26 

24 

26 

NIA 

* No data available. Approximate clriss sizes of 25 to 30 students. 



Table 3: Tirne 2 Qualitative Data Sample 

District Closs Parent Student 
Site School Teacher Class Enrdlment Interviews Interviews 

- - 

A Gold Creek 16100 6 29 1620 1 1630 1 
Mr. McPhail 16206 16306 

16222 16322 
16228 16328 

A Pi ne 14100 7 25 14205 14305 
Meadows Mrs, Wilder 1421 1 1431 1 

14216 14316 
14219 14319 

A Pine 15100 6 29 15210 15310 
Meadows Mn. MacLeod 15212 15312 

15214 15314 
15215 15315 

A Spmcc Lake 17100 7 30 17203 17303 
Mr. Kcllcy 1721 1 1731 1 

17219 17319 
17224 17324 
17226 1 7226 

. - -- - -- - 

A Upliinds 1 1  100 6/7 29 11201 11301 
Mc. Burton 1121 1 1131 1 

11213 11313 
1 1227 1 1327 

A Uplünds 12100 6 28 1 220 1 12301 
Mr. Gage 12202 12302 

.- - - -- 

A Vista 13 100 5/6 24 13201 1 330 1 
Mt. Kinsclla 13214 13314 

0 Mouniain 24 100 7 29 24202 24302 
View Mc. Griffin 24209 24309 

242 16 24316 
24222 24322 

B Mountain 25 100 617 28 2520 1 2530 1 
Vicw Miss Halstrom 25205 25305 

25216 253 16 
252 18 253 18 
252 1 9 253 19 

B Nightingale 21 100 6/7 25 21201 2 130 1 
Mr. Suicli ffe 2 1202 2 1302 

21204 21304 
2121 1 2131 t 
21213 21313 

B Nightingale 22100 6/7 21 2220 1 2230 1 
Ms. O 'Hcm 22204 22304 

222 1 1 223 1 1 
222 16 223 16 



Table 4: Time 4 Qualitative Data Sample 
District Clam Parent Student 

Site School Teacher Class Enrdlment Interviews Interviews 

B Moun tain 24 100 617 25 2420 1 2430 1 
View Mr. Griffin 24209 24309 

B Moun tain 25 100 6/7 24 25202 25302 
View Miss Halstrom 25205 25305 

B Nightingale 21 100 5 29 2 1 207 2 1 307 
Mr. Sutcliffc 21209 21309 

B Nightingale 22 100 7 29 22202 22302 
Ms. O' Hem 

B Nightingale 23 100 6/7 2 8 23203 23303 
Mr. Desjarlais 

B Valleyvicw 26100 6/7 23 26204 26304 
Mr. Rudwick 26206 26306 

B Vrilleyview 27 100 5/6 23 27203 27 303 
Mr. Ticrncy 27206 27 306 

B Valtcy view 28 100 6/7 22 28202 28 302 
Ms. Thompson 

ND Exeter 31 100 5 18 3 1203 3 1 303 
Ms. Draper 

ND Exeter 32100 5 18 32305 32305 
Mr. Pulaski 322 1 3 323 13 

ND Exeter 33 100 6 17 3321 1 3331 1 
Mr. Starkc 

ND Exeter 34 100 6 18 34202 34 302 
Miss James 34203 34303 

ND Exctcr 35 100 7 22 35204 35304 
Mr. Hostrop 35207 35307 

ND Exeter 36 100 7 20 36202 36302 
Miss Antonio 36206 36306 



Table 5: Time 8 Qualitative Data Sample 
District Closs Parent Student 

Site School Teacher Grade Enrollment Interviews Interviews 

B Mountain 24 100 6/7 27 24202 24302 
View Mr. Griffin 24204 2130J 

24206 24306 

B Mountain 25 100 617 27 2520 1 2530 1 
View Miss Hrilsuom 25205 25305 

B Nighiingaic 22100 516 22 2220 1 2230 1 
Ms. O'Hearn 22205 22305 

B Nightingale 23 100 617 26 23204 23304 
Mr. Desjarlais 23206 23306 

B Nightingale 29 100 6/7 24 29204 29305 
Mrs. Wenzel 

-- 

B Valleyview 28 100 5/6# 25 2820 1 28301 
Ms. Thornpson 28216 283 16 

C Beirchsidc 72100 6/7 
Mrs. Graham 

C Beachside 73 100 SI6 
Mrs. Munke 

C Beac hsidc 74\00 6/7 
Mr. Winton 

C Cedim 75 100 6 
Avenue Ms. Fraser 

C Deux 61 100 5 23 6 1203 6 1303 
Langues Ms. Collerson 

C Deux 62 100 6 22 62203 62303 
Langues Mmc Trcrnblriy 62207 62307 

- - 

C Dcux 63 100 4 23 63204 63 304 
Langues M. Laurent 63208 63 308 

- - .- . . --- 

C Roc kwood 77 100 5/6 25 77205 77305 
Mrs. Brcwer 77208 77308 

C Rockwod 78 100 96  26 78202 78303 
Miss Davis 782 10 783 1 O 

C Rockwood 79 100 5/6 2 1 79205 79305 
Mme Boucher 79207 79307 

D M e d o w  51 100 5 27 51204 51304 
Brook Mrs. Kosko 51214 51314 

- - -  - 

D Meadow 54 100 6 26 5420 1 5430 1 
Brook Ms. Lurie 

D Meadow 56100 4/5 26 56204 56304 
Brook Mrs. Weir 

Totals 3 8 19 34 34 



Teachers 
Four fernale and seven male teachers participated during Time Two. Two of these 

teachers were in their first year of teaching. In Time 4 six female and eight male teachen 

participated. There were no teachers in their first year of teaching. In Tirne 8 fifteen 

female and four male teachers participated. Two of these teachers were in their first year 

of teaching. 

Parents and Students 

The participating schools varied in pupil intake and, as such, represent a wide range of 

family socio-economic backgrounds. The SES measiire shows a broad distribution of 

parents in the sample; it does not differ significantly from the population of the province. 

The SES measure also shows that family educûtion level is not strongly associated with 

any of the scdes (Coleman. Collinge, & Seifert, 1993) which suggests that in British 

Columbia status variables such as family education level are not strong predictors of 

parental attitude or involvement. Here. as in other jurisdictions. it is not who parents are 

but what they do (Kellaghan. Sloane, Alvarez. & Bloom. 1993). 

The sample generally represents the ethnic variety of British Columbia (in 

prrticular, two of the province's larger ethnic minority groups), especially in the private, 

non-denominational school and one of the Lower Mainland public schools. However, 

while the sample may represent the range of B.C.'s ethnic mix. it does not likely 

represent the exact ratio of thai mix. particularly in the suburban schools centered around 

Vancouver. Surveys were completed in English and interviews were conducted in 

English which would have lirnited or excluded the participation of those parents without 

fluent or near fluent English language skills. 

INSTRUMENT DEVELOPMENT 
Survey Instrument 
Five-point Likert-style surveys ( 1  = agree; 5 = strongly disagree) were developed for each 

of the respondent groups: students. parents and teachers. Surveys were composed of 

items designed to determine teacher, student and parent attitudes and practices regarding 

home-school collaboration. Items were included to assess not only the attitudes and 

practices of the individual in question, but also his or her perception of the other two 

members of the triad. Survey items and scales were developed by the Yeu One research 

team which included the present researcher and two other principal researchers of the 



larger Co-Production of Leming Project as well as a group of Master's students who 

were involved as CO-researchers during the first year of the larger project. Item and scde 

developrnent were guided by the existing parent involvement literature and the collective 

experience of the research tearn members as parents. teachers. school administrators. and 

university researchers. The survey instrument was developed prior to the initial round of 

data collection of the first year of the larger Co-Production project. 

The student questionnaire consisted of fifty items at Time 2, seventy items at Time 

4. and seventy-three items at Time 8. The individual survey items measured student 

attitudes iuid prücrices wiihin iha rollowing scd: cüiegories: 

communications with parents regarding school 

student valuing of school 
student perception of schooVhome communication 

student perception of personal efficacy 

student perception of student/teacher collaboration 

student perception of parent valuing school 
student perception of peergroup values 

student perception of school climate (Time 4 and Time 8 only) 

In addition. students were asked to rate their school as r place to 1e.m on a scale 

from 1 (very poor) to 9 (excellent). 

The parent questionnaire consisted of sixty-one items rt Time 2. sixty-six items at 

Time 4, and sixty-nine items at Time 8. The individual survey items rneasured parent 

attitudes and practices within the following scde categories: 

perception of studentheacher col1abor;ition 

perception of student/parent communication 

perception of teacherlparent communication (instruction) 
perception of teacherlparent communication (generd) 

perception of teacher concern about parent involvement 

perception of parentheacher communication 

parent valuing of schooling 

perception of school climate 

parent efficacy 



In addition, parents were asked to rate their child's school as a place to l e m  on a 

scale from 1 (very poor) to 9 (excellent). They were also asked to provide some 

demographic data which included: their education level. gender. caregiver status (parent 

or guardian), employment status (inside or outside the home; fulltirne or part-time), 

number of adults in the home, number and ages of children in the home, and whether they 

were or had ever been a teacher. 

The teacher questionnaire consisted of forty-six items at Time 3, forty-five items at 

Time 4, and sixty-two items at Time 8. The individual survey items measured teacher 

attitudes and praciices within the foliow ing scaie categorses: 

teacher attitudes/practices regarding parent involvement 

teacher collegiality 
teacher perception of collaboration with students 

teacher perception of parent efficacy 

teacher efficacy 

teücher perception of student responsibility 
All items in the surveys were randomly placed. Items from the same scale category 

were not grouped together. Some items were reversed in order to avoid pattemed 

response. Spaces were left underneath each item to allow respondents to include 

cornments or questions. Those items on the parent survey requesting personal information 

were grouped at the end of that survey. 

After the administration of surveys at Time 2 (and Time 6) the questionnaires were 

reviewed by the research team. Using Cronbach's Alpha the weakest items of the scales 

were identified and then changes were made to improve the scale reliability. Some items 

were modified and others were deleted and replaced by substitutions in order to better 

represent the meaning of the scales. Sample parent, teacher. and student surveys are 

found in Appendix B. Survey scales and Cronbach Alpha reliabilities for Time 8 are 

listed in Appendix C. 

Interview 
Semi-structured, open-ended interviews were prepared for each of the three respondent 

groups by the research team prior to the initial round of data collection of the first year of 

the larger Co-Production project . Items on the interview schedules were developed in 
order to elicit funher in-dcpth data from respondents about the topics covered by the 

survey scales. After data collection rounds during each year of the study these schedules 

were reviewed by the three principal members of the research team. Particularly fruitful 
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areas of inquiry were noted as well as questions that caused confusion. Changes were 

made to those items that were confusing to respondents; a few questions were deleted and 

replaced by others that were deemed to be more useful. In a number of cases, particularly 

for students, "probe" items were added for interviewers to use at their discretion in cases 

where respondents provided only a minimal response to the initial question. Sample 

interview schedules for al1 respondents are attached in Appendix D. 

PROCEDURES 
Accessing Sites and Participants 
Teacher Participotion 
For Time 2 access to sites was gained through the research team members who were 

employed as teachers in the two participating school districts. In the case of School 

District A contact was made initially with the schools. Permission to participate was 

sought from the principals who then volunteered classrooms from their schools. Each of 

ihese teachers was then approached individudly and their permission sought. In Sc ho01 

District B individual t e m  memben approached teachea in several schools to invite their 

participation, Permission was sought at the same time from the principals in each of these 

schooIs, and also the relevant school district official. 

For Tirne 4 the new teacher participants in School District Site B were approached 

individuolly by one of the resemch tearn members and invitation to participate was 

extended. Participation by the large non-denominational private school (School District 

Site ND) was obtained by a member of the Year Two research team (who joined the 

larger project in the second year and was an on-leave faculty member of the private 

school). This individual approached both principal and teachers and sought permission 

from al1 of these individu&. 

For Time 8 the principal university researcher made initial contact with a school 

district official in Site C. Permission was granted by the school district official to conduct 

the study there. This individual then sought participation from the school principals and 

teachers involved. In School District Site D contact was made with the school principal 

again by the principal university researcher. The school principal then sought individual 

teacher participants within the school. 



Parent and Stuîient Purti'cipation 
Individual parents were approached at the classroom level. Students in participating 

classrooms were asked to deliver a letier to their parents which outlined the study. The 

letter assured parents that al1 information they provided wuuld be kept confidentid and 

that their participation would be anonymous. Parents who chose to participate agreed to 

complete the survey, and possibly take part in an interview. They also consented to their 

child's participation which paralleled their own. involving the completion of a 

questionnaire and an interview shouid the parent be randomly chosen for interview. 

Parents were also invited to take part in a parent workshop and then to implement one or 

more of the home involvement practices recommended at the workshop. Because many 

parents chose not to be involved in the workshops. but participated through the 

questionnaire and in some cases also an interview, no distinction is made here between 

varying levels of parent participation. Sample letters requesting participation. and consent 

forms are found in Appendix E. 

Collection of Data 

Surveys 
Throughout the three years of the srudy surveys were administered at the end of the 

academic year, in either May or June. Parent surveys were relayed to the home by 

students. These were completed by parents and retumed to the school by students or 

parents in seded envelopes. Student surveys were completed at school, either under the 

supervision of the classroom teacher or one of the research team members. These also 

were submitted to the teacher or research team member in sealed envelopes. Severd visits 

to the xhool were usually necessary in order to encourage the completion of parent 

surveys at home, complete the administration of student surveys. and retrieve sealed 

envelopes. Teûchers completed the survey at their discretion, usually during the week of 
data collection in their classrooms, or sometimes just prior to their interview. 

Interviews 
Interview data were also collected at the end of each year, during May or June. Parent 

interviews for Time 2, Time 4 and Time 8 data collection rounds were usudly conducted 

in the home or at the school, but not in the classroom or in the presence of the teacher. 

During the Time 2 round of data collection student interviews were either conducted in 

the home, or at the school. Occasionally parents remained present dunng the Time 2 



student interviews which took place in the home. As this often appeared to be inhibiting 
to students the decision was made to interview students at schooi dunng further rounds of 
data collection. Student interviews for Time 4 and Time 8 took place at the schools 

exclusively, but not in the classroom or in the presence of the teacher. Teacher interviews 
were also conducted at the school. Parent and teacher interviews usually lasted from 
forty-five to sixty minutes; parent interviews were occûsionally longer. Student 
interviews usuall y lasted from twenty- five to forty-five minutes. 

During Time 2 al1 interviews were conducted by members of the Year One research 
tearn. Tiim 4 interviews wrre conducird by the ihrec principal research team members. 
and a fourth member who joined the Co-Production project in the second year. 

Interviewing for Time 8 was conducted by 2 of the principal research t e m  members as 

well as two research assistants in the larger reseiuch project. 

Interview Procedures 
Before the Time 2 round of interview data collection the interview schedule was 

reviewed in r general meeting of al1 Year One research tearn members to ensure a 
common understanding of the items on the instrument and a common approach to the 
interviewing. The team members were instructed to use probe questions included on the 
interview if necessary. If these panicular probes were not successful in eliciting 

information from the respondents the interviewers were instructed to use other general 
probing questions such as "Cm you tell me more about that?" or T a n  you give me an 
example of that?" Interviewers were requested to address al1 of the questions on the list. 
However, if in answering a particular question a respondent also answered a subsequent 

question on the interview schedule the interviewer was not required to pose that question 
when it appeared on the schedule. Meetings were also held with the additional Time 4 

research teim member and the Time 8 research assistants prior to interviewing at these 
times in order to discuss and cldfy the above issues. 

Teacher Workshops 
Time Two (Year One) 

During the first year of the study teacher workshops were held in January in School 

District Site A and in Febniary in School District Site B. 

School District Site A: In School District Site A the teacher workshop was held during the 

day at the local School District Office. Research project funds covered the cost of 
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substitute teachen. The workshop was conducted by an outside consultant recornmended 
to the larger project. The consultant was well-experienced as both a public school teacher 
and public school administrator in San Diego, California, and also as a parent and 
workshop facilitator. Al1 memben of the research team from School District Site A 

(Master's students) attended the parent workshop as well as two of the principal research 
team rnembers who were subsequently to facilitate the teacher workshop in School 

District Site B. 

The meeting began with a generil introduction to the topic of parent involvement 

and its importance and benefit. The fadirator introduced a number of teacher practices 
for parent involvement, strategies intended either to facilitate parent involvement in 

learning at home or increased communication between parent and teacher. During small 

group discussion teachers were encouraged to discuss teacher attitudes and practices in 

general, their own parent involvement practices. and the ideas and strategies suggested by 

the facilitator. A variety of handouts were provided to teachers. Some listed suggestions: 
others were examples of materials that could be used immediately in classrooms. Al1 of 
the handouts provided and al1 of the suggested ideas focussed on what teachers could do 

to increase communication between home and school. to provide more information to 
parents about what and how well their children were learning in school, and to 

acknowledge and facilitate parent help in the home. 

Exarnples of the handouts include: 
understanding and relating to parents 
principles for developing a family-school partnership 
geiting parents involved 
possible topics for a teacher's newsletter 
conducting an effective parent-teacher conference 
parent-teacher conference problem areas 
Understanding and relating to parents (for Time 4) 
Hornework: Quality (for Time 4) 
Teacher Expectations (for Time 4). 

Examples of the sample materials include: 
homework letter io parents 
outline of study skills 
siudent-teacher-parent contract 
classroom memo outline 
classroom newsletter outline 



T.V. viewing log 
weeWy homework schedule 
reading chart 
interim report outline 
weekly work folder insert 
teacher's phone cd1 record sheet 
dailynotetoparents. 

Before the end of the workshop teachers were asked to choose at least one 
appropriate strategy for their clnssroom whic h they would be prepared to implernen~ 
immediately. Teachers were offered materid support and were encounged to contact the 
research team members to request anything they might need (for example, student 

planners, file folders, double-pocket folders, etc.) in order to facilitate the implementation 

of the parent involvement strategy they had chosen. 

School District Site B: In School District Site B the teacher workshop was held in the 
meeting room of a local restaunnt from late afternoon until early evening. Although the 
workshop had been initially planned to take place during the day, as it had in School 
District Site A, a local substitute teacher shonage necessitated rescheduling the workshop 

ro after school. 
The workshop in School District Site B was conducted by two of the principal 

research team rnembers who had attended the teacher workshop in School District Site A. 

The format of the meeting was similar to that held in Site A: parent involvement 
strategies were presented to teachers: sample materials (pre-organized in double-pocket 
folders) were distributed to teüchers; discussion about the various strategies took place. 
Prior to the close of the meeting teachers were also üsked to choose one or more 

strategies to implement in their classrooms. and were also encouraged to contact research 

team members to request any materials they might need to implement their chosen 

strategies. 

Infornul Follow-Up Meetings: Informa1 follow-up dinner meetings were held after Easter 

in both Site A and Site B for al1 participating teachers. The purpose of these meetings was 
for the research team to follow up on teacher efforts to implement parent involvement 

strategies in their classrooms and provide support for this work, and to thank teachtxs for 

their participation in the study . These meetings also gave the teacher participants the 

opportunity to both discuss their efforts with other teachers and provide mutual support 
for one another. 



Time Four (Year Two) 
In School District Site B a late aftemoon dinner meeting was held in December to 

welcome back and thank the continuing participants from that district, and introduce and 
welcome the two new Site B participants. This workshop was conducted by the three 
principal research team members. A brief overview of the project was presented. 

Teachers were asked to share with the group the collaborative strategies that they had 
already implemented with parents and students. Additional strategies were also presented. 
Sample materials were provided to the new teacher participants: additional materials were 

provided to the retuming teachers. 
In February the main project workshop was held for participating teachers from 

both School District Site B and the non-denominational private school site (Site ND). 

Two sessions of the workshop were held; half of the teachers from each site attended 
each of the sessions. These workshop sessions were held from 1:00 PM to 7:00 PM at 
Simon Fraser University. Costs for substitute teachers were covered by the project. 

This workshop was conducted by the three principal reseuch team members and 
also included the fourth Year Two team member. as well as a local consultant, a specialist 
in the area of elementary school mathematics. At this workshop an overview of the 
project was presented, parent involvement strategies were discussed. and folders of 
sample materials were provided to al1 teachers. These included most of the materials 
distributed to teacher during the first year of the study as well as some new materials. Al1 
of these were computer formstted and made available to teachers on cornputer disk. 

In addition to the general overview on the project and parent involvement in 

general, the workshop had three puticular foci: (a) communicating with parents; (b) 

home learning projects; md (c) helping children with math. and helping parents help their 

children with math. The three principal research team members were responsible for the 
introduction to the session, and the presentation and discussion on teacher 
communication with parents. The fourth research team member was responsible for the 

presentation on home learning projects. The math consultant conducted the mini-session 
on parent involvement with math. Additional sample materials on home learning projects 

and helping with math were provided to the teachers by the respective presenters. 

At the close of the sessions teachers were asked to select one or more parent 
involvement strategies to implement in their classrooms. They were also invited to con- 

tact research team memben to request any materials they might require in order to imple- 

ment their chosen parent involvement strategies. Complete class sets of student planners 
were provided to al1 teachers whose students or schools were not already using them. 



T h e  Eight (Yeur Four) 
School District Site B: During Yeu Four no formal teacher workshop session was held 

for the teachers from School District Site B. Al1 of these teachers had already participated 

over one or two years of the Co-Production project. Neither they nor the research team 
felt the need for a formiil introduction to participation in the project. Instead. one of the 

research team members arranged four informal meetings over the course of the year for 
the participating Site B teachers. At each of these meetings general discussion took place 
and teachers were invited to share their experiences and discuss the strategies that they 

had impiemented. General support and encouragement was provided by the research team 
rnember who acted as genetal liaison for the lwger project and coordinated data 

collection rounds. 

Scliool District Site D: During Year Four no formal teacher workshop was held for 

School District Site D teachers. These teachers had initially pxticipated during the third 
year of the project, at which time a January teacher workshop was held at Simon Fraser 
University which was nin by two of the principal research team mernbers md was similar 
in format to that held the previous year. At that time the project was outlined to teachers, 

a presentation of parent involvement strategies took place, and then discussion ensued 
about teacher experiences in implementing and working with the various strategies. This 
discussion was guided by the Site B teachers who had al1 participated in previous years. 
At this tirne folders of sarnple materials were distributed to the Site D terhers and they 

were asked to choose a parent involvement strategy to implement in their classrooms. 
At the beginning of Year Four, contact with the Site D teachers wos renewed by the 

principal university researc her who was the project liaison for that school. Teacher 

cornmitment to the project was renewed and teachers were once agrin asked to 
implement one or more parent involvement strategies in their classrmm that yem. 

School District Site C: In School District Site C one teacher workshop was conducted by 

the principal university researcher. At this time the research project was introduced to 
teachers, parent involvement strategies were presented. and folders of simple materials 

were provided to teachers. During this workshop session discussion among teachers and 
with the workshop facilitaior was encouraged. Rior to the close of the workshop teachers 

were dso asked to implement one or more of the parent involvement strategies discussed. 

Teachers at Site C (as well as those in Sites B and D) were invited and encouraged to 

contact research team members to request any materials they might require in order to 
implement their chosen parent involvement strategies. Complete class sets of student 
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plannen were provided to al1 teachers whose students or schools were not already using 

them. 

Parent Workshops 
Time Two (Year One) 

During Year One parent workshops were held in J a n u q  in School District Site A and in 

February in School District B. 

School District Site A: The parent workshop in School District Site A was held in the 

evening at a local high school and was conducted by the consultant who had facilitated 

the teacher workshop there. Al1 of the research team members attended the workshop as 

well as the two principal research team members who were to facilitate the parallel 

workshop in School District Site B. 
The facilitator opened the workshop with a discussion about the benefits of parent 

involvement. She presented a variety of strategies and practices for parents, some 

fococussed on developing or improving parent involvement with learning in the home, and 

others focussed on increasing and improving communication beiween home and school. 

Time was scheduled for small-group discussion among parents about the issue of parent 

involvement in general, parent involvement practices in the home. and teacher practices 

of parent involvement. Parents were given the opportunity to address questions to the 

facilitator (and to other parents) and large group discussion took place. Handouts were 

distributed to parents. Examples of these materials included: 

parent questions for teachers 

parent worksheet to prepare for parent-ieiicher conference 

parent checklist for conferencing with the teacher 

parents and reading: How Cm I help my chiid? 

helping your child be successful in school 

ways to help your child do better 

weekly homeworWtelevision schedule 

how to improve study skills and habits 

how to prepare for math tests 

doing mathematics at home 

helping with word problems 

how parents can help 

survival tips for parents 



Pnor to the end of the meeting parents were asked to select one or more strategies to 

implement at home with their child (or in collaboration with their child's teacher). 

School District Site B: The parent workshop in School District Site B was conducted by 

two of the principal research tearn members who had attended the teacher workshop in 

School District Site A. The workshop wûs held in the evening at the site of one of the 

participating elementq schools. Parents from the other school were invited to attend at 

this locale. The format of the meeting was similar to that held in Site A. Parent 

involvement suaiegies were presented to parents md discussion ensued. Smple rnaterids 
originally distributed at the parent workshop in Site A (preorganized in a double-pocket 

folder) were also made available to parents in Site B. Before the close of the sessions 

parents were asked to choose an involvement strategy (or more) to implement at home. 

Packets of siunplê materials were sent to pwticipating parents who were not able or chose 

not to attend the parent workshop. 

Time Four (Year Two) 
Parent workshops were held for parents participating during Yeu Two from School 

District Site B. and from the non-denominational private school (Site ND). 

School District Site B: The parent workshop in School District Site B took place in 

January in the multi-purpose room of one of the participating elementq schools. Parents 

from the other two participating schools were invited to attend at the chosen locde. The 

workshop was facilitated by the two principai research team members who had conducted 

the parent workshops during the previous year. These research team members were 

responsible for the first part of the workshop which focussed on communication with 

children at home and with the teacher at school. Workshop presenters dso included the 

fourth Year Two research team member, on the importance of reading to and with 

children, and the math consultant, on helping children with math üt home. Discussion 

took place about parents' efforts at home, and parents fielded questions both to one 

another, and to the workshop presenters. At this time sample materials (pre-organized in 

double-pocket folders) were made available to parents, and parents were encouraged to 

select strategies or ideas to implement in working with their children at home. 

In response to parent demand a second parent workshop was held in Site B in 

March. At this workshop there was once again a general introduction about parent 

involvement. The Year Two research team member presented a mini-session on helping 



with language arts. The math consultant presented a follow-up session on math 

cumculum and helping with math in the home. 

School District Site ND:The meeting for parents from the non-denominational private 

school took place in the library at that site. This workshop was dso facilitated by two of 

the prirnary research team members. The workshop was similar in format to that 

presented in Site B, but did not involve a mathematics component. The two research team 

members were responsible for the first part of the workshop which focussed on parent 
involvement in leaming at home and home-school communication. The fourth Year Two 

research team member (an on-leave teacher frorn this school) spoke to parents about 

reading. Discussion took place, and sample materials (pre-organized in a double pocket 

folder) were distributed to parents. Parents were encouraged to select one or more 

strategies to implement in working with their child at home. Packets of sample materials 

were sent to participating parents who were not able or chose not to attend the parent 

workshop. 

In response to parent demand a second parent workshop was held at this site in 
March. At this workshop there was once again r genenl introduction about parent 

involvement. The Year Two research member presented a mini-session on helping with 

language arts in the home. The math consultant presented a follow-up session on math 

cumculum and helping with math in the home. 

T h e  Eight (Year Four) 
School District Site B: One parent workshop wûs held in School District Site B in 

February. The workshop was held at one of the local high schools as part of a Parent Fair 

at which other workshops and sessions were held for parents. Parents who had agreed to 

participate in the study were invited to attend the workshop at this time. This workshop 

was facilitated by the two principal (Year Four) researchen who introduced the Co- 

Production project, presented a variety of parent involvement strategies and encouraged 

parents to adopt or implement one or more of these strategies. Some sample materials 

were distributed to parents at this time. 

School District Site D: No parent workshops wen held in School District Site D. 

School District Site C: One parent workshop was held in School District Site C at the 

beginning of the school year. The workshop was held at one of the participating schools, 

and parents who had agreed to participate in the study were invited to attend at this 
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locale. This workshop was facilitated by the principal university researcher who intro- 

duced the Co-Production project, presented a variety of parent involvement strategies and 

encouraged parents to adopt or implement one or more of these strategies at home. Some 

sarnple materials were distributrd to parents at this time. 

DATA ANALYSIS 
Instrument development. administration of interviews and surveys. and delivery of 

teacher and parent workshops were d l  part of the larger Co-Production of Learning 

Project. as explained above. These activities were executed by the main research team 

which, as noted earlier, consisted of myself, another Ph.D. student researcher and the 

principal university researcher. From the point of development of research questions, 

however, this study is a single researcher effort. Al1 data selection. analysis. interpreta- 

tion. and presentation were carried out exclusively by myself. The use of first person 

nurative in the data analysis notes which follow highlights this distinction. 

Linking Qualitative and Quantitative Data 
"However constrained the discipline." note Fielding and Fielding ( 1986). "it is not merely 

analysis into minimal constituents which counts in social science. but what can be made 

of their synthesis" (p. 91). Speûking of inquiry within the field of education Cizek (1995) 

suggests that the problem of synthesis is one which applies to the observations of 

qualitative and quantitative methodologists who are often investigating the same things. 

The synthesis of quaiitative and quantitative observations is  equally challenging within 

the context of a single mixed-methods study. Caracelli and Greene ( 1993) have provided 
some guidance in outlining four major strategies for integrating data analysis and 

interpretation in r mixed-method study which includes "ai least one quantitative method 

(designed to collect numbers) and one qu Jitative method (designed to collect words), 

where neither type of method is inherently linked to r particular inquiry paradigm or 

philosophy" (p. 195). The benefit to integrative anaiytic strategies, according to Caracelli 

and Greene (1993), is that they can help "to realize the full potential of mixed- 

methoâological approaches" (p. 195). These four strategies are the following: 

a) data transformation, in which one type of data is converted into the other so that 

both can be malyxd togcther. statistically or thematically; 

b) typology developrnent, where a set of categories are developed for one set of data 

that are then used as a framework to analyze the other set of data; 



C) extreme case analysis. which involves the identification of an extreme case from 

one data type that is pursued through analysis of the other data type to refine the 

explanation; and 

d) data consolidationlmerging. where both data are reviewed at the same time in order 

to create new data sets which are then used in funher analyses. 

In this study typology development and extreme case analysis were adopted as 

integrative anal y tic strategies. In the case of the first strategy . typology development . 
coding of the qualitative data resulted in the development of themes which provided a 
fnmework for thc analysis of thc quantitative data. Using these themes (or caiegorirs) 1 

developed a hypothesis about the roles of both parent and teacher with regard to student 

cornmitment to school and leaming. The vaiidity of this hypothesis was then tested using 

the larger quantitative data set. 

In the case of the second strategy, extreme case analysis. the qualitative data were 

used to son classrooms almg a satisfaction continuum. ranging from high to modemte to 

low parentlstudent satisfaction with teacher. 1 uscd both code counts and r general 

assessrnent of the content of the interview data itself to identify either high. moderate or 

low satisfaction levels within triads. and "summed" for these classrooms. Cliissrooms 

which were either clearly high or clearly low were then selected and groupd for funher 

andysis using the quantitative data. The high and low groups from both Time 4 and Time 

8 data were annlysed separately to determine whether this "satisfaction" distinction 

between teachers upheld in each of these sets of quantitative data. The purpose of the 

analyses büsed on both of these strategies was to confirm the qualitative findings. 

Qualitative Data 
Grounded Tlieory 
The coding and analysis of interview data was guided by the work of Miles and 

Huberman (1994), Strauss and Corbin (1990). and Patton (1990). and followed ü 

grounded theory approach (Glaser & Strauss, 1967). 

Grounded theory (Glaser & Strauss. 1967) emerges. or is "grounded in" descriptive 

data of real-life situations. Theory consists of categories. propenies (which describe 

categories) and hypotheses. which are suggesied links between categories and properties. 

The researcher is guided by initial concepts and guiding hypotheses. but amends or 

discards these as data are gathered and analyzed, always remaining open to the 

emergence of new hypotheses. Negative instances of patterns are sought and incorporated 

into a larger theory if necessary. Analysis is complete. note Marshall and Rossman 
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(1989). "when the critical variables are defined, the relationships among them are 

established. and they are integrated into a grounded theory" (p. 114). 

Inductive Coding 

Strauss and Corbin (1990) outline the use of inductive coding techniques (in a grounded 

theory approach) in which categories and labels attached to initial data are assernbled into 

more abstract categories. Miles and Huberman (1994) advocate a slightly more deductive 

approach. They suggest that the researcher approach coding, or even fieldwork, with a 
"provisional 'start list' of codes" (p. 58). They affirm. however, that "induction and 

deduction are diûlectical. rather than mutually exclusive research procedures" (1984, 

p. 134). 

An~lysis within this study represents this "dialectical" process. Coding was 

prirnarily inductive in that it was always responsive to and emerged from the data. The 

study was exploratory in addressing specific research questions and ihere were 

unanticipated responses-new and emerging data-to which 1 was sensitive. As such. an 

inductive coding scheme emerged which reflected a deepening understanding of the 

specific issues concerning parentlteacherlstudent expectations for one another and 

satisfaction in this regard. Although 1 had previously coded some of the interview data in 

this study. 1 decided not to make use of any of this coding here. Coding al1 the material 

anew ensured that the codes emerged from within the context of this study and its 

attendant research questions, md not from that of another study. 

Although 1 did not begin with a "provisional start list" of codes. coding was also 

deductive to the extent that the larger Co-Production project was guided by a conceptual 

framework which framed the formulation of interview questions. Codes were applied to 

textual material that had been elicited as a result of semi-stmctured interviews, and many 

coding categories followed from the interview questions themselves. Coding was also 

guided by my knowledge of the litenture to that point and my farniliarity with project 

material. 1 had coded project data before beginning this study and was familiar with the 

general categories and codes which might emerge and the kind of text to which these 

codes might be applied. 

Marshall (1984) cautions against what she perceives to be the use of overly 

mechanistic data analysis. such as that employed by Miles and Huberman, which might 

possibly undermine the strengths of qualitative research. "Qualitative research," she 

explains. " must not be beaten into submission to the approximations of the methods and 

criteria set by positivists . . . It must preserve the chance to explore, capitalize on 
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divergent analyses, and continue to capture the insights of the human research tool" 

(Marshall, 1984. p. 28). Although coding here was guided by the work of Miles and 

Huberman (1994) the data were not beaten into submission by the techniques used. The 

chance to explore and to capitdize on insights was maintained. 

Dota Anulysis with HyperRESEARCH 
The computer program HyperRESEARCH (Hesse-Biber, Dupuis. & Kinder. 199 1) was 

used to code and analyse interview data. Before working with HyperRESEARCH several 

decisions must be made. The first is that of detennining what constitutes the "case." The 

case is the unit of analysis within HyperRESEARCH and may be either an individual (a 
single interview) or a group (several or many interviews). When generating reports of 

material that has already been coded the case or cases to be included must be identified. 

In producing the report HyperRESEARCH then accesses the case or cases specified and 

produces the text materid in a reorganized format. Any number of cases may be selected 

for a HyperRESEARCH report, but the program cannot subdivide for ûnülysis cases 

which contain more than one source of textual material (for exrrnple, a case which 

contains a parent and a student interview). Since I wished the flexibility of k ing  able to 

generate reports that included textuül data from any single student, parent. or teacher 

interview. or any combination of these interviews, 1 defined the case as a single 

individuai. 

In working with HyperRESEARCH one must also decide what constitutes the 

"study." The program works with one study at a time; a study consists of one or more 

cases. Since my qualitative data were rlready grouped in sets by "Time" 1 decided to 

work with three separate studies, one each for Tirne 2, Time 4 and Time 8. Because of the 

volume of qualitative data in this study. one HyperRESEARCH study (combining al1 

Time 2. Time 4, and Time 8 interviews) would have k e n  too unwieldy. Although 

separating the data even further (for example, by subdividing each 'Time" study into 

three smaller studies consisting of parent, student and teacher data respectively) would 

have made the HyperRESEARCH studies somewhat easicr to huidle due to reduced bulk, 

this would also have limited flexibility. Each study would have contained coded 

references to only that particular set of interviews and thus the generation of reports 

which included parent, teacher and student data, or some combination thereof, would not 

have k e n  possible. Holding the number of studies to t h e  had the added advantages of 

economy and efficiency of code development in addition to that of flexibility of report 



generation. Once developed initially, a code could then be easily applied within a study to 

any of the referent groups for that "Time." 

First Level Cding: Summarizing the Data 
Once the case and study were defined and text data were prepared for HyperRESEARCH 

access, initial first-level coding ("summarizing the data;" Miles & Huberman, 1994) 

began. 

Coding Unit 
Miles and Huberman (1994) note that "codes are tags or labels for assigning units of 

meaning to the descriptive or inferential information compiled during a study" (p. 56). 
Here codes as "units of meaning" were assigned to units of textual meaning, each code 

representing one textual idea. These units of meaning were either words. phrases, a 

sentence or groups of sentences, and sometirnes paragraphs. 

Coding Coveruge 
All spoken text was coded, including "yes," "no," and "1 don? know" responses. These 
answers, at face value. provide little and sometimes questionable data, unlike more 

elaborated resphses. However. they are substantive if one accepts that they assume the 

question posed. Given this assumption, a "yes" answer provided by a student to the 

question "Do your parents help you at home?" means "Yes, my parents help me at 

home." Another way to address this problem is to ask whether any important data would 

in fact be eliminated if these answers were not coded, 1 beiieved this indeed to be the 

case, and that respondents' answers assumed the questions asked, and so coded these 

answers. In the case of the example above. the code "pt helps si" would have been 

applied. 

Al1 textual material was coded. 1 suspected as 1 began coding that not dl material 

would be relevant to the research questions, but made the decision to code al1 of i t so that 

it would remain available through "coded access" should meaning or connections to other 
data become apparent at some later point. In this case 1 could then investigate these data 

via HyperRESEARCH report generation. Since there was a huge volume of data, coding 

al1 of it at the outset was also seen to be a measure of economy. Material which tumed 

out not to be relevant to the study could then be accessed ai a later date, for different 

purposes. 



Directionality 
First level coding was directional. The basic code indicated positive instance; negative 

instances were indicated by "not" or "none." Thus, "p helps s" represents an instance of 

parent helping student in the home; "p helps st not" indicates that the parent does not help 

in the home. 

Dort ble-Cdng 
Textual materiûl was often double-coded. Sometimes a particular phrase or sentence 

included two "ideas." In these cases, the unit was coded once to record the first idea and 

then again to record the second. While the materid was double-coded the ideas were not. 

Often large chunks of textual materid that included ihree or four or more ideas were 

coded correspondingly three or four times, once each with the relevant code for the 

respective idea. This was done in order to maintain the surrounding contextual detail 

which illurninated the spcific reference, without which the quote woulci have been less 

meaningful. This was dictated in part by the application of computer technology to data 

analysis. Coding on paper allows one to highlight textud material, and add the code in 
the margin, without losing the context which remnins visible on paper. The wider view 

cm be Iost in HyperRESEARCH which generates reports with only the material selected 

for coding. If pertinent context is not highlighted, it does not appear. 

W hen respondents made repeated re ference throughout an interview to a particular 

"unit meaning" this item was recoded each time it appeared. Coding repeated information 

captures the salience of issues and concepts for pû~~icular individuals. For example, in the 

Time 4 data Teacher 27100 made repeated reference to three-way conferences in 

response to vûrious questions. Coding al1 instances of discussion about three-way 

conferences revealed the importance of this practice for Teacher 27 100 and its impact on 

his students and their parents. 

Specifiriîy of Cding 
Coding varied in specificity. It w u  often done at the lowest level of specificity as, for 
example, with bamers to parent involvement. For this concept (in each of the three 

HyperRESEARCH studies) there are a series of "p inv barrier" codes with attached 

"trailers" specifying the barrier-for example, "p inv barrier methods," "p inv barrier 

time," "p inv barrier st reluctance," etc. Coding was usually conducted at this level of 



specificity when there were a variety of "categories" evident within the general code (in 

the case of the example above. a number of particular buriers to parent involvement). 

Often first level codes were more general. captunng only the salient point. '%lm gd 

place to ln" is an example of this, reflecting only the fact that the student considered the 

classroom a good place in which to l e m .  and not particuliu reasons for this belief. 

Sometimes general codes were applied that were appropriate and sufficiently specific (for 

example, in the case of a string of yedno answers from respondents) until finer detail 

arose in other data later in the coding process (more elaborated responses). In these cases 

the specifics of the later data were not hidden or lost. but available upon the generation of 

a HyperRESEARCH report for that code. At that tirne. if necessary. a more specific 

secondary (paper) coding took place (if renaming had not taken place during initial 

cornputer coding). In the case of the above exarnple. "clrm gd place to In" this would 

involve a simple listing of the characteristics of the "good classroom" enumerated by 

students. Often codes that initially appeared to be "general" on first application were in 

fact sufficiently specific in that they represented the complete concept and no further 

"level down" enumeration of ideas was required. 

General codes did provide at least two advantages. One was in preventing the 

development of a too lengthy. unmanageable list of codes which would make subsequent 

(cornputer) andysis more difficult. The second was facilitating the emergence of general 

trends and cûtegories which could easily remain submerged by codes that were too 

detailed. 

Colhpsing and Reducing Codes 

At the completion of first level coding no reduction of codes took place. Because of the 

volume of data. collapsing and renrming of codes would have k e n  a time-consuming 

and lengthy process. With a large number of codes this would have been necessary in 

paper and pencil coding to facilitate analysis. However, the efficiency of the 

HyperRESEARCH program in handling codes through report generation made this 

unnecessq, methodologically, at the coding stage. HyperRESEARCH is able to quickly 

generate reports on one or as many codes as specified. and these reports may be given 

any category name. Becûuse of this capability 1 made the decision to transfer any required 

code reduction activity to the report generation stage. This would also allow greater 

flexibility should 1 wish to generate reports on any of the less-frequently applied. but 

more detailed or idiosyncratic codes. 



Marginal Remorks 
Marginal remarks were recorded during first-level coding. Miles and Huberman (1994) 

define these as "ideas and reactions to the meaning of what you are seeing" (p. 67). Since 
1 was using HyperRESEARCH to code data, rather than paper copies of the transcripts. 

these were recorded in a separate notebook. 

Memoing 

Memoing, "the theorizing write-up of ideas about codes and their relationships as they 
strike the analyst while coding" (Glaser, 1978. pp. 83-84. cited in Miles & Huberman. 
1994, p. 72) also began during first level coding. These are conceptual, tying together 

different data into clusters, "often to show that those data are instances of a general 
concept." (Miles & Huberman, 1994, p. 72). They are "powerful sense-making tools" 
(1994, p. 72). and can go beyond codes to personal, methodological and substantive 

aspects of the study. 

Coding Reliabiliîy 
During the first year of the larger Co-Production project coding of Time 2 data was 
completed by the research t e m  members for other purposes. For these data 1 was able to 

compare my coding io that complered during the first year by the research team members. 
While the actual names applied to codes were different, no gluing conceptual differences 
were revealed. During subsequent years of the Co-Production Project I coded Time 4 and 
Time 8 data for other purposes, as did the principal university researcher. 1 was thus able 

to compare my coding of Time 4 and Time 8 data to the coding 1 had completed earlier as 

well as to that completed by the other tearn member. Once again, no major 

inconsistencies were perceived. 

Coding by Tirne" und by TTMd 
Coding of one data 'Time" was completed before proceeding to the next. Time 2 
interview data were coded first, then a11 of Time 4, then d l  of Time 8. In each "Time" a 
teacher interview was coded, and then the interviews of parents and students associated 

with that teacher. During coding of Time 2 data two approûches to coding the student and 

parent interview for respective teachers were attempted. In the first, al1 of the interviews 
of the group of parents associated with a particular teacher were coded consecutively and 

then al1 of the students for that group subsequently. In the second approach, matching 



parent and student interviews were coded in sets. one set after another for each particular 
teacher. Ultimately, the second method was deemed to be more useful and meaningful as 

it maintained more fai thfully the integrity of the triad, both methodologically and 
conceptually . Conceptually , rneaning from one interview (either parent, student or 

teacher) arose in part from the cornrnents of the other rnembers of the triad. Coding, and 
in-process analysis (the development of themes and categories, within triads, as well as 

across triads) was facilitated by the coding of sets of related interviews rather than the 
coding of sets of individual referent group interviews. This method was therefore used 

rxclusiveiy for coding for Timc: 4 and Timr 8 data. It w u  considered to be consistent 
with both the grounded theory approach to data analysis, as well as the 

ecologicaVsystems approach to the study. 

Cod4 Developrnent 

Constas (1992) claims that, "contrûry to what sorne have claimed. categories do not 
simply 'emerge' from the data. In acturlity. categories are created, and meanings are 

attributed by researchers who, wittingly or unwiitingly, embrace a particular 
configuration of analytical preferences" (p. 254). He adds that information about how and 
when these are developed should be made available to the reader. 

Constas divides the coding process into three "procedural elements" which are: ( 1 )  

origination, (2) verification, and (3) nomination. Origination refers to the source of the 
(descriptive) categories. in this study codes originated both from the views and interests 
of the rexucher and from literature investigating similnr issues. Temporally, coding 
categories originated at various points throughout the study, both during data collection 

and throughout data andysis. 
Verification. the second of Constas* procedural elements, justifies the creation and 

application of the categories. Here, creation and application of code categories was 
justified in three ways: rationally, referentirlly, and technicaily. Verification was rational, 

first, in that it was based on logic and reasoning, and referential, second, in that it was 
based in previous research. It was also technical in using inter-rater reliability (repeated 
coding procedures) to substantiate the existence of categories. Justification of categories 

in each of these three ways was made after the collection of data. 

Nomination. the third procedural element. nfen to the source of the narnes for the 
designated categories. In this study code names originated from both the researcher and 

the literature during data analysis. 



Code LLFl Development 

Code lists were developed separately for each of the Time 2, Time 4, and Time 8 studies. 
That is, the Time 2 code list was not vansferred to the Time 4 study. During coding of the 
Time 4 data, however, the Time 2 code list was consulted as a reference. In cases of 

similar "unit meanings" the Time 2 code was often adopted. Wlien Time 2 codes were 
not appropriate new codes were developed for the Time 4 data. The same process was 

used for the Time 8 study, using the Time 2 and Time 4 code lists. As such, the code lists 
were developed separately, but were not entirely independent of one another. Because 

some changes had been made to the interview schedule over the three years of the study 
this method of code list development was seen to be most appropriate. While many of the 
same codes applied over Time 2, Time 4. and Time 8, new ones were also required. 

Creating separate but overlapping code lists for the three HyperRESEARCH studies 
enabled me to be sensitive to new and emerging data, without having to "squeeze" data 
into codes that weren't entirely accunte. This method was considered to be consistent 
with the grounded theory approach to data analysis adopted here. Code lists are found in 
Appendix F. 

Second Level Coding: Reduclng the Data 
Following first level coding of al1 of the interviews using HyperRESEARCH. several 
stages of data reduction took place. 

Full Reports and L6Reduced'' Reporîs 

Reports 'by code" were generated for each teacher and al1 of the pwenrlstudent dyads for 

that particular teacher, for each year of data collection. This yielded forty-four meta- 
reports which contained ail textual data for dl of the codes applied to each teacher and his 
or her parenthtudent sets, reorganized by HyperRESEARCH so that al1 text from parent. 

teacher and student respondents rppeared under the corresponding code heading, 
arranged alphabetically by code. These reports were then transferred to word processing 

files whereupon the data were reduced manually. That is, brief directional answers such 
as "Yes" and "No" were removed leaving only the code, which reflected the 

directionality of the answer. Much data that were no< relevant to the research questions 

were removed, such as, for example, teacher comments about Parent Advisory Council 

activity, but agin codes remained. Also, respondent comments that were noi considered 
particularly salient or illustrative were either summarized briefly in a phrase or sentence 



or two or removed entirely. Since these data remained within the HyperRESEARCH files 

it was not eliminated, but remained easily accessible for the generation of subsequent 

reports on various codes and groups of codes. 

This data reduction step was time-consuming but facilitated both handling and 

understanding of the data by reducing bulk. The "reduced reports" provided easy access 

and quick reference to what was in total hundreds of text pages. 1 was able to easily read 

and reread these condensed forms of d l  the interview sets and thereby develop "simple 

knowledge" (Le., names, places, situations) as well as r deep, meaningful understanding 

of the teachers and their student/parent dyads. Upon these transcripts marginal remarks 

were also recorded, and memoing took place as themes and ideas continued to emerge 

from repetitive readings. Using these reports 1 also corrected simple first-level coding 

errors (for example, coding of a positive instance with a "not," or the reverse) and any 

instances where data were accidentdly coded twice with the same code name. 

Tabulated Repotts/Code Counts 

Reports were gcnented for Time 2, Time 4. and Time 8 studies listing al1 codes used in 

each case, "by case." These reports consisted of a catalogue of dl interviews for each 

Time, numerically ordered. with individual listings of al1 the codes that appeared in each 

interview and the number of times the code w u  applied. Reports were also generated for 

Time 2, Time 4, and Time 8 studies listing al1 codes used. "by code." These reports 

consisted of an alphabetic catalogue of al1 codes for each Time with a listing for each 

code of al1 the interviews in which that code appeared and the number of times the code 

was applied. Neither of these sets of reports included any textud material. The first set of 

reports-"by caseW-enabled me to see at a glance al1 of the codes used in each 

interview, and the code frequency for that interview. The second set of reports-"by 

code"-+nabled me to see the narnes of d l  the interviews to which a particular code had 

been applied and the overall frequency for that code. These tallied reports ("code counts") 

showed which codes had been used frequently, and which codes appeared consistently 

across cases of student, parent, and teacher interview data, thereby permitting 

comparative analysis. 1 employed these code count repons cautiously because codes 

themselves, as labels, do not inherently reflect the salience of an issue for the individual. 

In addition, lack of frequency is not always a signal of lack of salience. However, these 

reports provided an overall view of coding and of category patterns emerging across the 

data that were not as easily discemible in the "reduced reports" because of the inclusion 



of the textual material. In conjunction with the content of the qualitative data they were 

used to provide a framework for the second, quantitative analysis. as noted earlier. 

Developing Themes and Categories 

According to Miles and Huberman (1994) pattern coding is a way of grouping the 

summaries of first level coding into "a smaller number of sets, themes. or constmcts" 

(p. 69). These "meta-codes" (Miles & Huberman. 1994. p. 69) are explanatory or 

inferential. identifying emerging themes or explanations. 

In this study pattern coding began generally as part of the memoing and noting 

process during initial coding, and continued during the data reduction states reported 

rbove. in working with both the "reduced reports" and code count reports. At this point 

HyperRESEARCH was also used to assist in pattern coding through the generation of 

thematic reports. Reports were generated for themes and categories which had ken  noted 

earlier. Thai is, reports were produced for codes gaihered into thematic groups. This 

second level coding of textual material was a second level computer "cut and paste." For 

example. a report entitled "student choice." w hich represented that t hem, included a 

variety of individual codes such as "si chooses activities," "t chooses activities," "si 

mdces sugg to t," "st makes sugg to t not," etc. Generation of reports for themes which 

had already emerged was a type of verification activity. However, themes and categories 

continued to emerge through this process and. as such. report generation was part of 

pattern coding activity. 

Reports were also generated based on the (two-part) demand of the research 

questions: (a) Whnt are the expectations of each referent group for the other? and (b) Are 

these expectations met? In order to answer the first question reports were produced for 

codes that reflected or might potentidly reflect the expectations of one individual for 

mother. Using emergent themes and categories, reports were also generated for codes 

that refiected or might potentially reflect outcomes based on these expectations. thüt is, 

the extent to which each party is satisfied with the practices and attitudes of the others. 

Resen&ation of Findings 

Once report generation and data analysis were complete b'expectations" and "outcomes" 

findings summaries for each of the three triad referent groups were developed. Each of 

the written expectations summaries, presented in the first section of Chapter Four, 

focusses on one of the individual memben of the triad, but is three-part, including 



expectations for both self (with respect to each of the other two parties) and for the other 

two parties (with respect to self and the third party). In contrast to the expectations 

profiles. the outcome sumrnaries, presented in the second section of Chapter Four. focus 

on the three different relationships rather than on one referent group each. The analysis 

for expectations revealed that expectations of teachers. students, and parents are focussed 

on attitudes and practices in relationships. For example, a parent has expectations for her 

child's teacher with respect to that child, or with respect to herself; a parent has expecta- 

tions of her child with respect to herself or with respect to the teacher; a parent also has 

expectations of herseif with respect to the other two parties. These expectations apply to 

either one of the three relationships within the triad: teacherlparent. parent/student, and 

student/teacher. This schema lent itself logically to the presentation of data within the 

second part of the findings chapter which reflects the outcomes or satisfaction level of 

each pürty with regard to the relationship between self and the other two parties 

respectively. The three relationships ("interactions") thus f o m  major headings of this 

section of the chapter which are then subsequently divided into three parts. each of which 

profiles the comments of one member of the group about that relationship. 

In this study, analysis of findings was complex and organization of findings was 

complicated because of the participation of and interest in three separate referent groups, 

each of whom reflects not only directly on their own relationships and experience with 

the other two parties, but also indirectly on the relationships between the other two 

parties. The framework outlined above seerned to capture rnost effectively and easily 
these intricacies. 

Based on the expectations and outcomes (or satisfaction) findings several triads 

were then selected for full profiling as triad "exemplars," of either positive practice and 

high satisfaction among parent, student and teacher or negative practice and low 

satisfaction between parent, student and teacher. These exemplar profiles were written 

using both the original interviews of the three parties and the reduced reports which had 

been generated for each triad. and are presented in the third part of Chapter Four. 

One might argue that this organization and presentation of findings in part abandons 

the stated focus on the triad (as conceptual unit) since boih the expectations and outcomes 

sections are presented as referent group findings, rather than triad findings. Originally. 

my intent was to maintin the triad unit as unit of presentation. However, in this multisite 

case study the data were too voluminous to present simply as a series of triad "stories." 

To choose a number of triads to present would likely have meant that some salient points 

would have escaped presentation, that the larger view. which 1 sought in addition to the 



detail of the particular, might not be completely or authentically presented. Since it  

became evident during coding that there were strong, consistent themes emerging within 

referent groups that also extended across triads 1 decided to present the findings in the 

manner explained above. In this way points about referent groups were clear and 

remained distinct (the "generd") and at the same time these were drawn togethrr in the 

profiles of exemplar triads (the "particulÿr"). The exemplar triads were selected not just 

on the bûsis of the one criterion of high or low satisfaction (a judgment facilitated by the 

previous referent group analyses), but also on how effectively and powerfully they 

illusirüted the generd themes prestnted in the first two sections of the findings chapter. 

Logically, this presentation is also consistent with the format of the research questions 

and, ultimately, I believe. does not abandon the triad as conceptual unit. 

Al1 three sections of the findings chapter use quotations extensively. Quotes for the 

first and second parts of the findings chapter were selected based on their ability to 

eloquently and effectively convey the paticular point raised. Quotes are representative of 

categories and illustrative of group response. Typically, many could have been used. and 

1 was often tempted to include four or five in order to funher support the validity of the 

claim. This tendency wüs tempered as much as possible in the inierests of efficiency and 

clarity. to ûvoid both unnecessary length and the dilution of concepts presented within a 

flood of related but less illustrative quotes. 

In quoted passages dashes are used to signal a sudden break in the speaker's 

thought. Ellipses are used to signal the deletion of müterial not relevant to the particular 

point king illustrated or. occasionally. the omission of speech (such as the repetitive use 

of "like" or "um," for example) which would have caused confusion and made the quoted 

passage difficult to understand. In al1 instances, the punctuation within quotations was 

applied with the intent to facilitate understanding by the reader and best convey the 

speaker's intended meaning. 



INTRODUCTION 
Chapter Four is composed of four separate sections. Part A details the expectations of 

each of the thrce tnad rcfcrcnt groups for boih self (with respect to éücli or ihc: other two 

parties) and for the other two parties (with respect to self and the third party). This section 

provides response to the first research question: What are the expectations of each party 

for the other (and for self) with respect to partnership based on instructional concems? 

Part B focusses on attitudes and practices in relationships. This section presents the 

experiences of the three parties with regard to each of the three relationships: those 

between self and the other two parties respectively, and that between the other two 

parties. It provides response to the second research question: Are triad member 

expectations met within the web of instructional relationships among the three parties. 

and, if so, how? These findings reflect the "outcornes," or satisfaction of each party with 

the others based on their prior expectations. Both Pyts  A and B are presented as referent 

group findings. Part C includes profiles of four triad "exernplars." Two of these profiles 

represent positive practice and high satisfaction among parent. student and teacher and 

two of them are examples of negative practice and low satisfaction among parent, student 

and teacher. These profiles illustrate the presence of strong home-school partnership and 

the absence of home-school partnership, respectively (and their principles and 

chancteristics). Part D, the fourth and final section of Chapter Four, presents two sets of 

quantitative analyses. The first is based on the generation of a hypoihesis from the 

findings outlined in Parts A and B. and the second on r "satisfaction" nting of teachers 

based on student a d  parent data from Part B. Parts C and D provide further response to 

the second research question, at the levels of the triad and the entire student and parent 

sarnples, respectively . 
Although this study included Time 2, Time 4 and Time 8 data collection rounds. 

and al1 data were analysed here. most quotes for Parts A and B of this chapter have ken  

deliberately drawn from the Time 8 data set because it is the most recent and also because 

material from Time 2 and Time 4 data bas been more extensively presented in previous 

Co-Production of Leaming papers and reports. Where Time 2 or Time 4 quotes more 



effectively captured the issue in question these were used (and "Time 2" or 'Time 4" was 
attached to the end of the student. parent or teacher code number). When differences are 

apparent between the three data sets. and of particular interest. these are pointed out. Al1 
quotes-from either Time 2, Time 4 or Time 8-have been chosen to be illustrative of 

group response and should be read as such unless otherwise indicated. 
In Parts A and B students and parents are referred to by code number, for two 

reasons. First, the use of code numbers for parents and students was deemed to be less 

confusing than the use of pseudonyms because of the large number of student and parent 
participants. Second, code numbers cieürl y link students and parents to their particular 

classroom teac her w hereas names do not. Because there are fe wer teacher participants 
than students and parents these individuals are referred to by both pseudonym and code 

number in Parts A. B and D. In the profiles of Part C pseudonyms are used for al1 three 
parties. Any names appearing in quotations from participants are pseudonyms. 

AND STUDENT EXPECTATIONS 
INTRODUCTION 

Part A is divided into three major sections: Teacher Expectations, Student Expectations 
and Prirent Expectations. Each of the these sections is subdivided into three parts. 
reflecting the individual's expectations for self. and the other two parties respectively. 

The subhedings which follow indicate categories and themes. 
The tables below summiuize the themes which emerged from the data for teachers. 

students and parents. Those themes listed in italics are major; those in regular typeface 
are considered to be minor. Themes were detemiined to be major or minor based on three 

criteria: (a) frequency-high or low code counts, (b) the importance of the issue to 
familylschool partnerships and instructional collaboration. and (c) the contribution of the 

finding to the familylschool partnership knowledge base. Sorne minor themes are either 

not punued in the text, or are referred to only briefly, in a summary statement or two, in 

order to allow hl1 attention to be paid to the more important issues. Code frequencies are 

not cited extensively in this section. The themes were prioritized using the criteria above. 

The collection of major themes here is meant to represent an inventory of important 
expectations. 



Table 6: Teacher Expectations 

Teacher 
Expectations of 

Students 

Teacber 
Expectations of 

self 

1 Good Work Habits Professional Respect 

Personal Comfon 
Communication 
Support of Teaclie r 

Disciplina? Support 

Volunteering 
MutualityRcarn Work 

Independcnce and 
Motivation 
Studunt Respect for 
Teachcrs 

A cadeniic Support in 
rhe Honte 

Vis-à-vis Students 
(in the Classroom 
or in the Home) 

Comfortable, Cruing 
Environment 
Meeting Individual 
Lcaniing Needs 
Teacher Respect for 
Students 

- -- - 

Cornplcrion of 
Honiework 

Getting Help a i  Home 

Vis-à-vis Ponntd 
the Home 

Communication io 
Pmnts  
Ease of Communi- 
cation 
Mitrualin, of C m  - 
municutiort and Euse 
of Communication 

Table 7: Student Expectatiom 

Student 
Expectations of 

Self 

Student 
Expectations of 

Parents 

Student 
Expectations of 

Teackrs 

Helping with 
Schuulwork 

Academic Support 

Rich Learning 
Environment 

Respect and Cure 

With Respect to 
Self (in the 
CI~sstooin or in the 
Home) 

- 

No a priori voiced 
expecliitions 

1 Vb-à-vie tbe 
Parents/ the Home 

Completion of 
Homcwork 
Seeking Help from 
Parenrs 

- - 

Seeking Help with 
Sclioolwork 

Doing Well 

- -- 

a No a priori voiced 
expectations 

Vis-à-vis the 
Tcecbcrl tbe 
Cliunroom 



Table 8: Parent Expeetations 

With Respect to 
SeIVthe Home 

- - 

Vis-à-vis the 
Student (in the 
Classroom or in the 
Home) 

Vis-à-vis the Class- 
motnit hc Teacher 

Parent 
Expecîations of 

sele 

Parent 
Expectations of 

Studene 

Asking Putents for ( H ~ P  
1 Reading 

Seeking I~lforniution 
Helping with 
School work 
Encouraging 
Açademic Effort and 
Promoting Educsrtion 

Parcnt 
Expectations of 

Teac hers 

Supporîing the 
Teac hcr 
Seeking /riforniarion 
hrticipotion in the 
Cluss rooni 

AJvocaq 

Volunteering 

Openness 
Receptivity and 
Availability 
Corn fort 
Willingness to Involve 
Parents 
Teacher Respect for 
Purent Knowledg e 

Collaboration/ 
Mutuality in 
Instruction 
Open Coniniuriication 
Conrprehensive 
Comntunicafion 

Doing One's Best at 
School 
Askirig the Teacher for 
Help 
Solving Problems 
Incîependently 

Respect and Cure 
Help and Explanution 
High Expeciritions 



TEACHER EXPECTATIONS 

TEACHER EXPECTATIONS OF SELF 
Teacher Expectations of Self Vis-à-vis ParenWthe Home 
Communication to Parents 
There is a general expectntion among teachers that they communicate to parents. 

According to Teacher 28 100 (Ms. Thompson) 

the ideal situation is thiit therc is communication going back and forth whether i t  be, you 
know, you are an a field trip alid you lieu aboui everyihing thai's hiippning in the fiimily and 
how that's affccting the child. Thosc arc some of the most important meetings and they are 
not really meetings, they'rc just things that çomc up, or when thcy are standing ai the door or 
when you see them cooking somewhere in the school and you hiippen to bump into ihcm, or 
whatevcr, just k i n g  able CO chit chat really easily. That to mc is  thc ideal situation. 1 don'i like 
having to think thiit oh, no, she's not going to listcn to mc, or whaievcr. 

For Teacher 77100 (Mrs. Brewer) the ideal "would be to have contact with the home once 

a week with every child. To have the parents contact the teachen as much as the teachers 

would contact the parents in that situation." 

In both of these quotes the ideal of mutuality surfaces. that is, an expectation among 

teachers that they communicate with parents, but also that parents communicate with 

them. Interestingly, although the ided of mutuality is apparent, both of the above quotes 
focus aimost exclusively on the active role and initiating behrviour of the parent in the 

communication exchange, and not on the teacher. Even Teacher 62100 (Madame 

Tremblay). who acknowledges that she has an important role to play in communication. 

emphasizes the participation of parents: "I'm the one that needs to be seen to be giving 

out good news, but I would like to have the same thing. To be mutual." 

Ease of Communication 

In an ideal relationship teachers not only cornmunicate with parents about their child but 

are comfortable doing so. For Teacher 28 1 0  (Ms. Thompson) an ideal teachedparent 

relationship is one in which "it's not a big deal to phone home. that they are used to k ing  

called." The sense that "it's not a big deal to phone home" is reflected in the comments of 

Teacher 25 100 (Miss Halsuom) who describes an ideal relationship between parents and 
teachers as one in which both parties are "comfortable and open whete you feel 

comfonable phoning the parent, both with good news and bad, and the parent also feels 

comfortable. both with concems and maybe congratulations." Here again in both of these 

quotes teachers express concem for rnutuality. 



Muîuality of Communication and Ease of Conirnunication 

Teachers express a preference for mutuality of both communication and ease of 

communication, as outlined above. That is, they see communication with parents as 

important, but would also like parents to communicate with them. They prefer to feel 

comfortable with parents. but also want parents to feel comfortable with them. 

There is little sense or expectation among teachers of the need to understand 

parents* perspective. Amongst the data Teacher 75 1 0  (Ms. Fraser) is the only one who 

says that she'd like to see herself "be more understanding of where parents are." 

Teacher Expectations of Self Vis-&-Vis Students 
Corn fortable, Caring En vironment 

Teachers occasionally comment on the need for a comfortable, caring environment in the 

classroom. When asked about the ideal teacherlstudent relationship teachers summarize 

this ideal quite briefly without elaboration. "Respect, openness. caring," says Teacher 

7 3 1 0  (Mrs. Munke). Another, Teacher 51 100 (Mrs. Kosko), says. "open. honest. 

cuing." They do not provide detail about how caring and openness are demonstrated in 

the classrwm or how they cm be identified by observers. 

There is some expectation among teachers ihat they will create a classroom in 

which students are comfonrble. and act in ways such that students will feel that the 

teacher is concemed about them. Teacher 62100 (Madame Tremblay) describes this as 

"an atmosphere where the students would feel cornfortable bringing up suggestions. [a] 

non-threatening environment. They realize . . . both parties are leming." 

Meeting Individual Learning Needs 
There is a sense among teachers that part of their responsibility as teachers is to meet the 

academic needs of students, both for challenge and assistance. An ideal relationship 

between teacher and students is, according to Teacher 28 100 (Ms. Thompson). "when 

you're trying to work to please them, to keep it interesting and to keep it at their level and 

challenging and that kind of thing and for them to want to produce." Another teacher 

discusses students who have leming difficulties and stniggle in school. What teachers 

need to do, notes Teacher 29 100 (Mrs. Wenzel), is "try and adapt, but sometimes you do 

forget and they don't want to be different and trying treading the line between not making 

them different but not overwhelming them [is] very difficult." 



Teacher Respect for Students 

Teachers do not often state explicitly that respect for students is an expected or required 
element of the teacherktudent relationship. The emphasis in teacher talk (sec also the 

following section, on "Teacher Expectations for Students") is on the importance of and 

need for student respect of teachers. When the issue of teacher respect for students arises 

it is most often couched within discussion about mutual respect. For exarnple, when 

asked to describe the ideal teacherhtudent relationship. Teacher 56100 (Mrs. Weir) 

replies. "1 would Say mutual respect." This response is typical. 

When üsked how they might specificdly demonstrate respect for students, teachers 

are often vague. Teacher 54100 (Ms. Lurie). for exarnple, comments that "there has to be 

a million ways to do it. And it is al1 in the opinion that you have of individuals . . . . 
because it needs to be pervasive in everything we do." 

Very occasionally teachers are more explicit about how teacher respect for students 

might be demonstrated. When asked how this could be done Teacher 77 100 (Mrs. 

Brewer) provides a comprehensive inventory: 

1 think personally k i n g  csinng enough whcn they've got something to say . . . whcthcr it's ri 
problem or whether it be "Oh, look, 1 brought my pet frog today." A pet frog k i n g  brought to 
school is not canh shattering ncws but I think the teûchers in this school crouch down and 
look at i t  and risk questions: "What did you n m c  it?" and "Whcrc did you find it'!" 1 mcan, 
that really, 1 think l i s ]  a demonsiration of respect. Respecting students Icming and whcrc 
they'rc at . . . knowing thnt they cadi  rcad, for cxampfe, and hclping them ihrough that and 
asking them to stay after school or having a conference with them and the parcnts and saying 
'These are the materials that 1 think can help you." Putting an arm ruound thcir shouldcr whcn 
you're walking dawn the hrillwity and "How was your weekend'!" and "Gcc, it's good to sec 
you bock" i f  they werc away for a period of timc. Cclcbrriting their successes in assemhlics; 
recognizing thcm. Recognizing thcm in individual classes too. The tone of voice thrit's used in 
the school. Talking to students with a respcctful tone. Not putting thcm down. 

For Teacher 62100 (Madame Tremblay) the issue is simple. When asked how 

teachers can demonstrate respect for students she says: "1 think by giving them choices. 

Letting go of some of the power that could at times be abused." The kinds of specific 

responses provided by terhers 77 100 and 62 100 are rare. however. 

TEACHER EXPECTATIONS OF STUDENTS 
Tacher Expectatbns of Students with Respect to SclVthe Clsssmm 
Good Work Habits 
Al1 teachers expect that students will get their work done. According to Teacher 28100 

(Ms. Thompson) students show responsibility "by getting their assignments in on time." 



As far as longterm assignments are concemed, this means working steadily and 
progressively so that these projects will also be completed and submitted on time. 

Teachers not only expect students to complete their work, but to apply themselves 
diligently and "work to the best of their ability" (Teacher 28100. Ms. Thompson). 

Students, teachers contend, should be concerned about the qunlity of the task. Ideal 

students. says Teacher 63 100 (Monsieur Laurent), "take their leaming seriously; they 
take their assignments seriously. They do their best. They want to achieve and that's very 
evident in their attitude." By contrast, students who are not responsible, according to 

teachers, do noi dispiily çüre for work and cornmitment to quaiity. This is demonsirated, 
according to Teacher 24100 (Mr. Griffin), by "leaving things to the last minute. Just 
throwing together inything. so that it's there to give io you. Not that ihey should 
necessarily care about their marks but they don? really care about what they did. . . . It's 
good enough, as long as it has got three pages; thüt's what he asked for." 

According to teachers, having good work habits also rneans being organized. 
Students who are organized have the materials that they require, keep track of current 

assignments and projects. and know what they are doing from day to day, and over the 
longterm. Organized students, teachers contend, are busy. They have tirne to do oiher 
things and use that time productively. Teacher 28 100 (Ms. Thompson) notes that students 
demonstrate responsibility by "helping out around the school, k ing  involved in other 

things. such as student council and showing that they are organized." 
Preferred work habits are summarized by the Tencher 22100 (Ms. O'Heam) who 

says of students who exemplify this ideal: "They are well organized, actually quite 

independent. They quite like leming. They enjoy it. They take pride in their work that 
they've done." 

Independence and Motivation 

Teachers also prefer students who tdce initiative and work independently. Teacher 29 100 

(Mrs. Wenzel) describes the ideal student as one who has "confidence, that they're 

independent and they are curious. They want to find out more." These students take the 
initiative to go ahead on work. consulting with the teacher if necessuy, but not relying on 

the teacher for d l  direction and assistance. A responsible student, says Teacher 24 100 

(Mr. Griffin) is 

someone who, if I've given instruction to. and they are not sure, they ask me. You know they 
don7 waii for me to find out when they hand in their assignment, or whatever. Students who 
will check parc way through thc assignment. I f  it's o lengthy one. a two week or whaiever, 
they'll check: "1s this what you are expecting?" Unless 1 give an outline, however. Students 



who rnaybe confer with one another, you know, "Whrii are you doing in yours?," ihiu kind of 
thing. They sort of do a little bit extra like if they can't find the information they need in our 
Iibrary they'ti mriybe either asic me where they could look or they'll take it on their own 
initiative 10 go to the l i b r q ,  public library, ihat kind of thing. 1 don't know, it seems 
generalty that those students who really enjoy education a lot more. Bccause it is sort of more 
their education. 

As this teacher suggests, student independence does not mean complete 

independence from teachen. Teachers stress that independent students don? hesitate to 

ask questions of them especially if they do not understand something. In fact. teachers 

expect students to ask them questions, and also to follow up on suggestions made to them 

about their work. Teacher 54100 (Ms. Lurie) says that responsible students demonstrate 

crrre and concern. Asking questions. Getiing responscs back. They want to make corrections 
and understand why they didn't do cis well or ihosc kinds of things. You know il's a hard one, 
but they really do takc rcsponsibility for their leming. Thcy want to rcad your comments and 
try to follow through and try to put thcm into practicc. If ihcy don't undcrsiand. corne and 
really ask for somc help. 

For these teachers motivation is also a part of student independence. They prefer 

students who are intrinsicrlly motivated to l e m  and complete their work. 'The intrinsic 

motivation," notes Teacher 23 100 (Mr. Desjarlais), "that's what should drive the children 

in order to be successful." Teacher 62100 (Madame Tremblay) describes a straiegy that 

she uses to rnotivate students, but then adds: "lt has to corne from within. There's 

always-1 can find ways to motivate them, but idedly, they need it." Teachers appreciate 

students who apply themselves to their work, but also for whom this work is important. 

In general. teachers say little of expectations for student leaming and student growth 

either academically or persondly, although the comments above about work habits and 

independence assume academic application and leaming. Interestingly. terchers make no 

comment about student enjoyment in learning, that they either expect or hope for it. 

Teacher 29100 notes, however, that the ideal student is "excited about school, not dl the 

time. But generdly, they like school. not-they are noi closed off." 

Student Respect for Teachers 
The main theme that emerges from teacher data about the ideal relationship between 

students and teachers is that of respect. Teachers prefer students who demonstrate respect. 

Teacher 77 100 (Mm Brewer) describes the ideal teachedstudent relationship as one in 

which "students respect the teachen as much as the teachen are showing respect to the 

students. . . . But 1 think the big thing is the respect. An ided situation, oâd as it may 



seem, is students showing respect for the adults in this school. It should be a given, 

shouldn't it?" 

There is a sense of mutuality with regard to respect. as the quote from teacher 

77100 above suggests, and which was noted earlier in the 'Teacher Expectations for Self' 

section. Teacher 63100 (Monsieur Laurent) elaborates on this idea: "1 think the ideal 

relationship between student and teacher would be one where first of al1 there's a mutual 

respect between the two and 1 think that in teaching elementary kids it's very important 

that the child have a confidence and trust in the teacher. With confidence, trust and 

respect it's usually-it's a sure thing, you can't miss." This teacher speaks of mutual 

respect, as do the others. but the emphasis remains on the role of the student in the 

relationship and expectations for the student's participation. 

In speaking of their expectation for respect teachers do not provide much detail 

about how exactly this respect is to be demonstrated by students. For Teacher 62100 

(Madame Tremblüy) "being rude in the classroom is not acceptable, between themselves 

or with me, or to intermpt." This quote and the ones above suggest that respect is shown 

through appreciation. appropriate manners and language, and deference to adults. 

Teacher Expectations of Students Visdi-Vis ParenWthe Home 

Completion of Homework 
The expectation from teachers that students complete their daily assignments aiso extends 

to homework. Responsible students. süys Teacher 77100 (Mrs. Brewer). "get their 

homework done." 

Heip ut Home 

Qualitative data reveal th* in practice some teachers ask or tell students to seek help 

from their parents at home. That students get help iit home, however, does not seem to be 

an a priori expectation of teachers. They do not. for example, describe the ideal student or 

preferred student as one who seeks help at home. They do not expect that al1 students 

should or will do this. Since the data regarding this issue reflect what happens in 

classrooms. it is addressed in Part B of Chapter Four which reports on actuûl practices 

and outcornes in the classroom and home. It appears to be a question of practice for some 

teachers, but of expectation for none. 



TEACHER EXPECTATIONS OF PARENTS 
Teacher Expectations of Parents with Respect to Seluthe Classroom 
Pro fesssinut Respect 
Teachers hope for a respectful relationship between themselves and parents. Respect 

represents, in part, cordial, well-mannered relations between one another. For teachers 

respect also signifies professional accord, a recognition by parents of teachers' 

professional knowledge and discretion. Teacher 29 100 (Mrs. Wenzel) describes this ideal 

relationship between parents and teachers as "friendly, but professionals to us. 1 think 

that's important." When asked to eiaborate on what she means by professional Mrs. 

Wenzel explains: 

That we're not just friends. You couid-1 could be friendly with lots of parents in here, and 1 
am, we're almost on a first name brisis. In frict, I do cal1 some of thcrn on n fini namc bais  if 
I've known thern for riwhile. But if there's somcihing they want to know whstt WC are doing 
that's academic and how 1 ieach it, then thcrc's-1 have somc expertise in that area ihat thcy 
recognize. 

Petsonal Corn forî 
Teachers hope that parents will feel cornfortable with them in general, that they will feel 

they can approach teachers and will not be intimidated by them. Teacher 79100 suggests 

that "ideally you need to have a relationship where the parents can come to the teacher. 

feel cornfortable coming to the teacher if there's a problem. Just like the kids, I guess." 
Teacher 29100 (Mrs. Wenzel) hopes that parents will "feel that they con phone you 

anytime if they're worried about something-that would be the ideal. I'm sure sometimes 

they don't because they think we're too busy. I don't think we're unapproachable. You 
never know. perhaps we are to some of them." Her suggestion that teachers may be 

responsible, at least in some cases, for parent discornfort is unusual among these teachers. 

Communication 

Parents should. teachers note, not only feel free to communicate with teachers, but 

actually do so. When asked what parents can do to promote an ideal relationship between 

parents and teachers, Teacher 28 100 (Ms. Thompson) claims chût a willingness on the 

part of parents to taik to teachers is essential: "Well, what they do do, 1 think, is by 

chatting, just by coming in and talking." For Teacher 77 1 0  (Mrs. Brewer) this is cruciai 

to student leming and bonding with school: "1 think a lot of it as far as reaching a 
student and holding on to them has a lot to do w ith what 's going on at home. If you have 



a supportive family who is in full contact. or written contact. or personal contact with 
you, even if it's just coming to pick up the child and it's 'Hi, how are you doing,". . . or 

'Dear Mn. Brewer, We are going away for two days . . . please supply Susie with work 
that she will miss.'. . . Those are the kids that you're going to hang on to." 

Support of Teacher 
Teachers expect that parents will respond to efforts made by teachers and the school to 

initiate contact d o r  communicate with parents. This means that parents will attend the 
Open House or Meet-the-Teachers night typicrlly held in September, and formal 

parentheacher conferences. 
Teachers also expect that parents will be actively supportive of what they say and 

do in the classroom by expressing interest and appreciation, as Teacher 77100 (Mrs. 

Brewer) suggests above. Teacher 62100 (Madame Tremblay) would like to "feel that 
parents are interested in what their child is doing and also that what I'm doing with their 
child too, so that we can-I'm the one who needs to be seen to be giving out good news, 
but 1 would like to have the sarne thing. To be mutual." 

According to teachers. k ing  supportive also means not disparaging teachers in the 

presence of students. Teacher 24 100 (Mr. Griffin) captures this idea: 

I know whiit they shouldn't be doing, cause 1 sce it happening somctimcs with piircnts, sort of 
saying negativc things abaut (a) the ieacher or (b) ihc school system in gcncral or the xhool 
itself, in front of the studeni, saying, "Yau know, those stupid ieachers." 1 know, I've hesird 
this before in the hallway, "Oh, your iciicher's such an idiot" and blah blah blah. Wcll, that 
may be truc, but it shouldn't be ssiid in front of  the studcnt becriusc ihen that is wherc thcir 
perspective cornes from, you know, if they stci~t, "Oh, that school is just ruining thcm," da da 
da. Thcn thc kid thinks, wow, ihis school systcrn is  just a bunch of  idiots and thcy don't know 
what they are doing. 

Disciplinaty Suppott 
Teachers also expect that parents will be supportive of action they have taken regarding 

student behrviour in the classroom. This means that parents will generally cooperate with 
teachers, or speak to the teacher if they disagree. Cooperating means openly supponing 

the disciplinary action in front of the child and perhaps also responding by taking action 
at home. The cornments of Teacher 28100 (Ms. Thompson) are illustrative of this 

expectation. When asked how parents can promote the ideal relationship between 

themselves and teachers she replies: 

1 think by k i n g  supportive, if you'tf sriying something io them over the phone or in a note or 
whatever, knowing that something is going io be done at home to support what it is that you 
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have let them know about. For example, i f  they do something wrong, or whatcver, and you 
have iisked the students to write out some rights and responsibilities, which are the classroom 
d e s ,  and i t  goes home to get signed, that parents do sign it and know that there's always two 
sides to every story and that i f  they wish to pursue to call, but not to scnd i t  back saying that 
we don't feel that this wris appropriate cherefore so and so isn't going io do anything about it. 
You know . . . we need that support to Say, yes, something must have happencd ai school 
othewise why we would be getting this home and i f  you don't agree, then give us a cal1 or 
corne i n  and see us. But don't jus1 try to toss it off and not do anyihing about it on their end, 
because we have tried to handlc i t  from our end and . . . we just need that support otherwise 
we arc kind o f  doorned. 

Mutuality/Team Work 

There is a sense, or expectation. among some teachers that ultimately an ideal relation- 

ship is one in which teacher and parent (and sometimes student) form a team that works 

together. In cases where teachers express this kind of expectation or ideal hope. the 

expectations voiced are for both parent and self. For example. Teacher 56 100 (Mrs. Weir) 

describes an ided relationship as '*caregivers, CO-educators, collaborators. 1 would say." 

Teacher 63 100 (Monsieur Laurent) describes mutuality in greater detail: 

Well, ideally, 1 think it's where parents and tericher can mect and discuss the progrcss o f  the 
child in such a way that it's beneficinl for the child and at the same time to reinforcc what is 
bcing done at school and at home. It's ri two way street because ihe parent crin help the teaçhcr 
at school a lot, just like the teacher at school can hclp . . . what's happening in ihe home by 
supporting, by mutual support, wherever l c m i n g  is involved. 

According to these teachers mutuality incorporates the ideal of support which is also 

mutual. 

Mutuality is seen by Teacher 78100 (Mrs. Brewer) as overlapping categories of 

responsibility which also involves the student. For Mrs. Brewer this ideal parentlteac her 

relationship is "some kind of tem. 1 think that we need need to work together to establish 

what's important for the children to be taught. Work with the child to meet those goals. 

We initiate the actud learning activities and we can follow up at home and they're the 

ones you hope initiate values and priorities iuid that we cm reinforce thût rt school." 

Teacher Expoctations of Parents Vis.&-Vis Students 
Academic Support in the Home 
Teachers expect that parents will provide acadernic support to their children at home 

which means that parents will monitor their child's homework, ensure that it is 

completed, and provide assistance at home if needed. Teacher 77100 (Mrs. Brewer) 

articulates her expectation that parents "have the children do their homework religiously 



every day, have the students ask questions when they donTt understand." For many 

teachers this is a key component of puent involvement. "If they are there for their kids to 

help them with their homework." says Teacher 25 100 (Miss Halstrom), "1 think that is 

the most important-to supervise and help with homework so that it is cornpleted." 

Teachen categorize parental support for students at home as supportive of them 

even though it is first and foremost supportive of students. Teacher 23100, for example, 

describes this kind of activity as "jjusi support" and adds an interesting qualifier: "1 don? 

think they have to do any of the teaching. 1 think we can handle that, but they have to 

rnsuw ihat child has some time and some space to work and maybe ü little guidance in 

how to do it. Perhaps the parents need a bit of educating on how to help their children." 

COMMENTARY O N  TEACHER EXPECTATIONS 
Although teachers express a number of preferences or expectations for their own 

behaviour and relations with parents these expectations (communication io parents; ease 

of communication; mutuality of communication and of erse) are not articulated by many 

teachers apart from the focus on mutuality which is a more common theme. Code counts 

for these teacher data arc low. In addition. teachers have fewer expectations of self with 

respect to parents than they do of parents with respect to self. That is. teachers say more 

about what parents should or could do for or with them than about what they should or 

could do for parents. Teachers do articulate an ideal in terms of the parent/teacher 

relaiionship. However, in their minds the implications for parents of that ideal 

relationship appear to be more clear and numerous than behavioural implications for 

themselves. While they too emphasize mutuality. a teamwork between themselves and 

parents, they are less clear, or explicit-perhaps less open-about what mutuality means 

for their own participation, and they focus on what parents need to do. At the sarne time. 

their expectations for parents focus on parental activity that is or will be supportive and 

respectful of them and that recognizes their special role as professionais. 

interestingly, teachers also have far more expectations of parents with respect to self 

than expectations of parents with respect to students. As far as the home is concerned 

they expect only that parents will provide academic support by helping their children. As 

far as self is concemed, they expect, at a minimum, moral and behavioural support and 

professional respect. In tems of expectations there is generally little sense arnong 

teachers of the presence and interaction of parents and students in the home. even mong 

those teachen who are parents. Within the context of homelschool partnerships this 



finding is particularly important; it is hindamental as it shapes. and indeed limits, al! that 

teachen do with students and parents. 
Among these data about teacher expectations for students, parents and self. respect 

stands out as a major theme in addition to the apparent teacher blind spot regarding 

parent/student interaction in the home. Teachers do not only speak of respect for students 
from teachers, but also make very clear and emphatic their expectation that students 

respect them and that parents respect them. 

STUDENT EXPECTATIONS 

STUDENT EXPECTATIONS OF SELF 
Student Expectations of Self Vis-à-vis the Teachedthe Classroom 
Seeking He@ With Schoolwork 
Students maintain that they will seek assistance when they need it, from teachers or 

friends. They aspire to do well. Student 2530 1 explains what she does if she doesn't 
understand in class: "[Il put up my hand usually during math and 1 will ask her 
something. or if 1 was having trouble with spelling I would go over to her desk and ask 

for help." This is a typical approach. Often students will look to friends for help before 

approaching the teacher. "1 usually ask a friend," says Student 28316, "and if they can't 
help, then I go to the teacher." 

Student Expectations of Solf Vis-à-vis ParenWthe Home 
Completing Honiework 
Thrt teachers and parents expect homework to be completed is clear to students. This 
expectation has been intemalized. Most students generally want to complete their 
homework and try to do so. "1 know it is important and 1 wrnt to get it done." notes 
Student 25305, "but 1 dso don? want to get in trouble from it." Student 22301 reverls 

that homework is hislher les t  favourite thing about school, a not uncornmon view. but 
hdshe says. "1 have to do it." 

SeorLing Help fmrn Parents 
Students expect that they will and cm approach their parents at home for assistance when 
they need it or if they do not understand something at school. "Usually I do homework by 

myself, but if I need help then 1 ask." explains Student 16322 (Time 2). About getting 
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help Student 14305 (Time 2) says, "If l'm having trouble like on a math question and 1 
don't know how to work it out and like I couldn't go [to the school] in the morning or 
something then 1 would ask [my parents] to help me figure it out." Students also expect to 

seek assistance from their parents if they are not able to get help or explanûtion from their 
teacher at school. Student 11301 (Time 2) comments: "Well, sometimes there is a 
question, maybe 1 didn't hear what he said or someihing like that and then 1 kind of just 

ask my rnum or something." 

STUDENT EXPECTATIONS OF PARENTS 
Student Expectations of Parents with Respect to Self 
Helping with Schoolworù 
When asked how their parents might support them in their education. and prepare [hem 

for the future, students consistently voice their expectation that parents help them with 
their schoolwork. When asked how her parents can support her in her education Student 

24304 says, "Keep me on track and make sure that 1 do my work." For Student 62303 

support means "helping you with your work and king there when you need help with 

school or xhool projects." 
Students also anticipate, however. that parents will leave them to work 

independently when they cm do so. A fine balance is to be maintained here. Students do 
not appreciate over-attention. or assistance or monitoring from parents that is not 

required. For Student 23306 quiet solitude facilitates the completion of major research 
projects: "1 do much better if I'm working by myself, up in my room with the door 
closed. reading and taking down notes and stuff like that." Being able to complete 

schoolwork on one's own also builds confidence. As Student 73306 explains. "1 like 
doing things by myself so 1 feel good about myself doing it by myself . . . so 1 leam it." 

Student Expecîations of Parents Vis-Wis the Teacherlthe Clissmm 
Interestingly. students voice no expectations for their parents with regard to the teacher. 
That is, they do not articulate any a prion expectation that their parents should speak with 

the teacher generally, or approach the teacher on their behdf about concems or problems. 
Although students do not voice any explicit expectations about parental role in the 

classroom or schools, data presented in Part B reveal that students do talk extensively ût 

home about both their pleasures and frustrations at school, and that these fnistrations 

often become the basis for parental intervention at school on the student's behalf. By 



inference one cm assume that there is a latent expectation among students that parents 

will stand up for them at school. even though there is no explicit expectation on the part 

of students here. 

STUDENT EXPECTATIONS OF TEACHERS 
Student Expectations for Teachers with Respect to Self 
Academic Support 

According to students, good classrooms are those in which teachers teach well. Teaching 

well means explaining concepts so that students understand. Student 5430 1 chancterizes 

her favourite teacher as one who "would explain the work." According to Student 22301 

her favourite teacher "showed us to do the steps." 

Students note that good teachers also "explain things when you are in trouble" 

(Student 24304). That is, they provide help when students do not understand. Student 

24306 remembers her favourite teacher for this reason: "She was really nice to me; she 

helped out whoever needed help." For students immediacy with help is also important. 

"Like, we would ask for help with our work," says Student 25301 of his favourite 

teacher, "and he was right there." 

In a supportive learning environment preferred teachers also encourage and 

facilitate help between students. Sometimes very simple instructional strategies suffice 

such as that described by Student 24306 in speaking of her favourite teacher: 

1 likc the way that she taught math becausc she put sorne questions up on ihe board and thcn 
she would assign al1 o f  us to one quesiion, and then we would ail be up on the board and then 
we would be writing down the math equation and the answcr and thcn she would have us ail 
sit down and sce if it wris right, and i f  wc were wrong, shc would have ihc children explain to 
the person who did the equation what happened and what they did wrong. 

A supportive leaming environment is also one which is encouraging of student 

effort and accepting of mistakes. Students prefer teachers who do not ridicule their 

rnistakes or get angry when they need help. Student 77308 notes that his favourite teacher 

"was nice and if we got something wrong she wouldn't have a fit, like lots of teachers 

I've had." When asked what the favourite teacher did when he got something wrong this 

student replied: "She helped you fïx it." 

RIEA Leamhg Environment 

In prefemd classrooms leaming tokes place. Students expect and hope that they will 

leam. Student 56304 says: "One of my favourite teachers was in Grade Three. . . . I 



leamed a lot of things in that class. . . . 1 leamed a whole bunch of math skills and 

everything like that in class. She made it really fun." As this student points out, the fact 

that learning is made fun and enjoyable by teachers is important. When leaming is fun, as 

it was with her favourite teacher, adds student 29304. "you can get more excited." 

Although not al1 students specify exactly how teachers c m  tum the common and 

mundane-an essay, a book report, or times tables-into something fun, many students 

do refer to instructional methods. Students appreciate teachers who seek and use 

innovative or exciting teaching methods. Student 62303 describes these preferred 

teachers: "Somehow they just find ways not to make you sit there and write everything 

out. 1 have had teachers that do that. They wnte it al1 over the board and then you have to 

write it al1 in your book. They just find different ways to present the material." These 

ways are "new and exciting." According to these students effective instructional methods 

are sometimes as simple as games. "We had fun," states Student 79307. "she had games 

for homework." 

According to students. rich learning environments are also characterized by choice. 

Preferred teachers are those who create opportunities for student choice and then 

encourage students to take up these opportunities. This is not only n means of meeting 

individual needs, but also demonstrates respect for students' decision-moking abilities, 

and helps to make leming fun. Student 23306 says of teachers that "they don't really let 

us make Our  own choices and like one teacher 1 had . . . would make us, like she'd tell us 
if you are in the computer lab writing stories. okay. you have io write about this topic. it 

has to be about this topic, it has to be about this person." Student preference for choice 

applies not only to assignments, but also to general behaviour and responsibility in the 

classroom, and the selection of work partners. Student 23306 vividly summarizes the 

absence of choice: "Some teachers I've had, they've son of kept everyone on a leash, like 

they don't let them do anything, like just keep them." Preferred teachers are those who. in 

contrast. give students some freedom. 

Students are also appreciative of teacher efforts to maintain a quiet, orderly 

classroom when students cm work and learn. Even if leaming is made fun it cm be 

difficult in a noisy, chaotic classroom. When asked about her favounte teacher and what 

made the classroom a good place to Ieam, Student 62303 states simply: "Well. she kept 

the class under control." Student 29304 adds that her favourite teacher did the sarne thing, 

"but she was nice." "Controlled" classrooms. as this last student suggests, are not 

necessarily or do not need to be regimented and authoritarian, but do need to be calm. 



Students also think highly of teachers who meet individual student needs: those who 

need assistance are helped; those who are very capable are challenged. When asked what 

he would do as teacher to improve the classrooms he has been in Student 72304 replies: 

"1 wouldn't put everybody on the same level as everybody else. Like. 1 think everyone 

should do work at their own levei." Student 22301 notes that teachers should know how 

students "feel about the work and see how they are going to process the work that they 

are doing. See if they understand it or not. See that they are not pushing them too hard or 

letting them off easy." Meeting individual leaming needs means checking with children 

to understand their perspective. 

In a rich learning environment teacher expectations are high. Students often 

characterize these teachers as "strict." "If you don't do your homework." says Student 

29304 of her favourite teacher. "she just doesn't let you go. She makes you do it." When 

asked whether the teacher is like this al1 the time with everybody, the student replies, 

"Yep . . . she is strict on like when you can get your work finished." These teachers 

expect, at the very least, that al1 students will complete their work. They are consistent 
md firm and characterized by students as "fair." 

Although students prefer high and strict expectations. this does not mean 

cheerlessness. Fun and humour are also aspects of a w m  leming environment. Students 

are most satisfied with teachers who have a sense of humour. This does noi necessarily 

mean k i n g  a jokester, although some are and being able to create humour in the 

classroom is not a bad thing. A teacher with a sense of hurnour-even one who doesn't 

tell jokes-is able to see the funny side of things. He or she openly acknowledges the 

humourous moment or occasion in the classrwm, and shûres that with students freely. 

Student 63304 remarks that his favourite teacher "has a really good sense of humour." 

When asked whether that means someone who simply cracks jokes. the student replies: 

"Yes. and who laughs. When someone says something funny, he laughs and says 

something else." Humour can also make classroom work fun when it serves to diffuse 

tension and ease the difficulty of leaming and making mistakes. Student 61303 describes 

the approach of his favourite teacher: "In math he gives us some questions and then when 

we don't undentand he explains it in a funny. weird way." 

Respect a d  Cure 
Students prefer teachers who respect them. Respect mems treating and recognizing 

students as individu&. For Studeni 5 13 14 an example of this kind of teacher respect is 

when "[my teacher] let me do something that nobody else could do. . . . If she asks you to 

- 110- 



do something and then everybody puts up their hand and they picked you." Student 
24306 was acknowledged in another way. Of her favourite teacher she says: "She was 

really nice. . . . When she moved away she wrote me a letter and that just made me feel 
really special." 

Teacher respect is also demonstrated when teachers listen to students attentively and 

seriously as they would any adult. The words of the Student 79305. who describes his 

favourite teacher. exemplify this ideal: 

She was the best. She was nice. She would listen. I'm not saying the other tcachers wouldn't 
listcn, but shc wauld bc morc intcrcstcd in cvcrything you say. Shc would always pay 
attention and never-she'd think we were her kids. She would pay attention to the kids. 

Prefened teachers are not only interested in students as people. but also demonstrate 
that caring. Of her favourite teacher Student 25305 says: "She was really, really nice . . . 
and she always understood me. She listened and when 1 was feeling sad she tried to 
comfort me and stuff." 

Respect and trust are also demonstrated to students by teacher efforts to share their 
lives with students. to allow students to get to know them. Student 61303 contrasts the 
behaviour of his current teacher with that of teachers in general: "You know. some 
teachers say. if you ask something. they say something like, this person used to do 
something. and instead of saying something about somebody [my teacher] talks about 
himself. So you get to know him a lot better." 

Respect also means, at its most basic level. not yelling at students. Student 25301 

comments on the respect demonstrated by his favourite teacher and its rneaning for the 
classroom: "He was just nice. Hc never yelled and everybody was quiet because he 
wouldn't yell and screarn at them." 

Student Expecîations of Teachers Vis-&-Vis Parentdthe Home 
Students do not voice any specific expectations for their teachers with regard to their 
parents. They do not suggest, for example, that teachers should speak to iheir parents 
personally. or that teachers should communicate to their parents in some way about 

teacher expectations or classroom curriculum. 



COMMENTARY ON STUDENT EXPECTATIONS 
Students have many expectations of teachen with respect to self, some of which relate to 

teaching practice, such as the preferences for explûnation and help and for chdlenging 

work. The fact that many of these expectations relate to instruction is not surprising since 

siudents spend a great ded of tirne in the classroom with teachers, and more time in 
formal instructionally-focussed interaction with their teachers than with their parents. Of 

major importance to students is r quiet, controlled classroom in which they can 

concentrate and work productively. This theme appears consistently, in al1 student 

comments. 

What is particularly interesting about the preferences that students express is that so 

many of them. whether they refer to teaching practice or to personal attributes of the 

teacher, are relational. That is, they focus on personal interaction between student and 

teacher. Teachers, in contrasi, do not typicdly voice expectations for self or for students 

about personal interaction such as student and teacher getting to know eûch other better. 

They expect only that students do their work. 

Both students and teachers expect respect from one another. While respect is but 

one aspect of siudents' expectation for teachers. it is a major expectation of teachers for 

students. Although teachers speak of respect for students and a cornfortable, caring 

leaming environment when referring to expectations of self, they are not explicit. as are 

students, about these factors. Unlike student respect for teachers, teacher respect for 

students is not a major theme among teachers. 

Although students have many expectations of the teacher with respect to self, they 

have no expectations of their teacher with respect to the home. and at the same time no 

expectations of their parents with respect to their teachen (interestingly, given their focus 

on interaction with teacher in the classroom). In terms of expectations there is generdly 

little sense among students of an instructional relationship between parents and teachers, 

or even of much interaction of any kind between these parties. 

As far as expectations for self are concemed, students do have expectations of self 

with respect to their parents and the home, but they have only one expectation of self with 

respect to the teacher and school-that they will seek help from the teacher. They do not 

expect anything else of themselves with regard to the teacher. In terms of expectations 

students do not seem to see themselves in powerful, proactive, assertive roles with respect 

to their ieachers. Students' expectations of self both at school and at home and their 

expectations of parents at home al1 relate to the successful production of work. 



Understanding their schoolwork, and getting the necessary help to understand it-from 

friends as well as teachers and parents-are extremely important to students. 

PARENT EXPECTATIONS 

PARENT EXPECTATIONS OF SELF 
Parent Expectations of Self Vis -Mis  the Classrodthe Teacher 
Seeking Infonnntion 

Parents believe they should be infonned about what their child is doing at school. "Well," 

declares Parent 63204, "1 think the parents should be supportive and informed about 

what's going on." Being inforrned means taking the time to talk with the teacher. "Open 

up the lines of communication," suggests Parent 24202. "phone and talk to the aacher, go 
in and see the teacher. write little notes in the student planner, help with the homework, 

understand what she's doing, m.&e sure you know what's going on." Parent 23206 

emphasizes the need to get information "one way or the other. either through the office or 

through the teacher or something like that." Parents expect to attend parentlteacher 

interviews or pûrent/teacher/student con ferences. "There' s two conferences in the year." 
recounts Parent 23203, "and we try to do both. One is more scheduled than the other. but 

we always like to go to both." 

Interestingly, there is little expectation among parents that they should or are 

expected to comrnunicate information to the school about their child. The following quote 

reflects the belief of Parent 282 16 that this is important, but no expectation that i t  is part 

of the norm: "Well. 1 think it's important that the school know that if there is some kind 

of personal problems going on, obviously in the home, that type of thing. or health 

problems it d l  reflects on how they do in school." While this kind of communic;ition may 

occur at casual meetings with the teacher, or even possibly through formai interviews, it 

is not a fomd expectation that parents carry with thcrn into their child's classroom each 

yew. 

Participolion in the Classroom 

According to parents, basic responsibilities involve attending both classroom-based and 

school-based activities if they are able. "1 go to any son of activities that they invite to," 

comments Parent 62203, "or parent nights, just the social things. 1 try to go  to the 

Christmas concerts." Parents also note that they try to attend meetings that penain to the 



classroorn activities of their children. They do not, however, voice any expectation that 
they will or should be involved in the parent organization or parent council ai their child's 

SC hool. 
As far as participation in instructional activity in the classroom is concemed, there 

is no expectation among parents for this kind of involvement. Parent preferences about 
participating by observing in the classroom are mixed. Generally there are two views. 
When asked whether she would like to observe in her child's classroom Parent 5420 1, a 
proponent of the first view, said: "Yes, 1 would. 1 would really enjoy sitting in on that 

classroom. . . . I would be most interested in watching the behaviour. . . . 1 think it would 
be just to see how the class actually runs and is it as chûotic as he seems to think it is. 
That would be my most interesting thing to see." When asked the same question. Parent 
2820 1, a proponent of the second view, replied: "Not particularly. 1 feel that's iheir job 
and, 1 don? know, 1 guess 1 figure that they know what they're doing and they have gone 
to school. 1 figure that they can help, they don't need the dismptiveness of a parent king 
in there. Their child doesn't need the disruption either." There is less of an expectation 
that observation in the classroom is desirable or necessary among parents of children who 
are either very capable academically or happy and generally doing well. 

Advocacy 

There is an expectation among parents that they should and will approach the teacher if 
problems arise. Parent 22201 comments that she goes in to speak to the teacher "if 
something cornes up, or I'm not too happy about." Parents are prepared to approach the 
teacher when the need is clear. They will stand up for their child's interests at school- 
explaining or defending their actions-when situations occur which warrant this action. 
Parent 24204 says, "1 would probably be a little leery unless it was something 1 felt very 
passionate about. in which case 1 would go in there and it wouldn't matter, 1 would just 
show up at the door and Say. I need to tdk to you and [will) wait here until you c m  tdk 

to me," 
Parents expect that they will not need to stand up for their child's interest if he or 

she academicdly capable and if behaviour is not a problem. The following rnother, Parent 

63204, notes that she has not had to stand up for her son's interest, but says: "If 1 felt 1 
should. 1 would. . . . but you see again we're fortunate because Ryan is okay. We're 

lucky." 



Parent Expcetations of Self Vis-&-Vis the Student 
Seckittg In formation 

Parents expect that they will become informed about what is happening at school and 

how their child is doing by talking to him or her at home on a daily basis. Parent 23206 

states this quite emphatically: "1 think that [parents] have to be aware of what their 

children are doing in school. Keep asking questions of the student, don? expect them to 
volunteer information. 1 guess you have to kind of be a nag, I suppose, to mûke sure you 
know what's happening." For some parents, particularly those who are not able to visit 

the classroom throughout the year. communication with the c hild is especidl y important. 
Says Parent 63204 in this situation: "1 do rely on Ryan to keep me informed. definitely." 

Helping with Schoolwork 
Parents expect that they will at the very least monitor their child's homework efforts or 
help their child more extensively at home with assigned daily homework, and with longer 
term assignments and projects. For most parents basic involvement in homework is 
determining whether the child does have homework to complete and ensuring thnt i t  is 

completed. As Parent 23206 notes, "Homework is basicdly-we have a habit of asking 
Amanda when she cornes home everyday from school, 'How was your day." and does she 

have homework and what type of homework if she has any." Parents also expect that they 
will provide assistance to their child when necessary. and help ihem find resources. "1 
always help Cassie if she has problems with her homework," states Parent 25205, "and if 

she needs information and cannot get it from the school library 1 will tûke her to the 
public library. Things like that. It is not a formal thing." For parents, assistance also 
entails keeping their child "on track." that is. providing reminders and helping the child to 
schedule and plan for his or her schoolwork. Parent 22201 explains thai "for those longer 
tenn projects, in socials or science you have kind of to remind to do a little bit each night 
or every other night, or something and not get too close to the due time." 

PARENT EXPECTATIONS OF STUDENTS 
Parent Expectatkns of Students Vis-I-Vis the Teacherltht Classroom 

Asking for Help 
Parents realize that even though r child may always do his or her best, difficulties ;ire 

sometimes encountered. Parents expect that their children will ask the teacher for help 

when they do not undentand. The mother of a leaming disabled son (Parent 5 1204) who 



was having problems with academic work says: "He was really struggling with his 

homework.. . . So 1 sit there and 1 talk with him and 1 say, you know homework's hard 

and 1 can't help you and that's what your teachers are for. Why don't you ask them? If 
you're having problems why don't you ask them; don't not do it and just leave [it]. That's 

what they're there for." 

Parent Expectations of Students with Respect to SelVat Home 
Good Work/Study Habits ut Home 
Parents expect that students will complete their daily homework. Often there are niles 

regarding its completion. "Every night he brings it home." says Parent 51204. "and the 

rule is you come home and you do your homework and after your homework's done, then 

you can watch TV or that kind of thing, or go out and play or stuff like that." Even 

though there are no fomally established rules in many homes the expectation is routine 

and there will be parental foilow-up. Parent 24202 explnins that her daughter "knows that 

at one point that somebody is going to aîk her. 'Did you do your homework?' so she has 

gotten to the point where she will come home and sit down and siart doing her homework 

when she is hrving a snack, try and get it over with." 

Parents also expect that students will plan for and complete longterm projects or 
assignments that become part of homework. When asked what she'd ideally like to see 

her daughter do differently with regard to schoolwork Parent 2220 1 responds: "Mgbe 

just P litle bit more attention in getting it done, not to leave the longer terni things. The 

ones that she has math every day then she'll get that little bit and if it's a longer tenn she 

tends to drag r little behind." Parent 24202 characterizes this problem in terms of 

organization. Her comments refiect general parental concem about procrastination: "I'd 

like to see her get more organized with her time because she often does leave things till 

the last minute. 1 would like to see her think it's more important than she does." 

At the Grades Four to Seven levels parents see daily attention to and completion of 

homework. and systematic planning for and completion of longterm assignments. as 

student responsibility. Responsibility is a general expectation of al1 parents which they 

often clarify with respect to schoolwork. Parent 29204 describes her approach and 

experience: "In that way. like my helping her out has ceninly decreased over the years. 

When they are smaller, they need you more for those kinds of things. Yeah. 1 try, but 

she's-again 1 try to make clear to her that she has to plan these activities and that in 

some ways 1 want her to suffer the conseqwnces at this level." 



Asking jor Help 
Although parents expect their children to do their homework, plan for and cornplete 

longtenn assignments, and study, they do not dways expect their children to do al1 of this 

without assistance. In fact, parents count on their children to ask for hclp with their 

schoolwork ai home if they need it just as they expect this of their children at school. 

Parent 54201 expresses her pleasure about the fact that her son has finally started to 

request her assistance: "This year he does. Mind you, this if the first year he has ever 

brought work home and without hesitation he will corne in and Say, 'Mum. 1 don't 

understand this new page in math.' and L'm just so happy that he will ask. 1 keep telling 

him 'Thanks for asking. It's better to ask right away than a month from now."' 

PARENT EXPECTATIONS OF TEACHERS 
Parent Expectations of Teachers with Respect to Selflthe Home 
Within this category-parent expectations of teachers with respect to self-there are two 

major. overarching themes. These are: (a) a general openness on the part of teachers to 

parents. and (b) open communication between parents and teachers. 

Openness 

Teacher Openness represents the receptivity md availability of teachers to parents, the 

personal comfort felt by parents in the presence of teachers, the willingness of parents to 

involve parents liierally and figuratively in the classroom. and the willingness of teachers 

to Men to parents and welcome and respect thrir participation as collaborators. 

Receptivity and Availability: Parents expect, first of d l .  that teachers will be approachable 

and friendly, receptive to parents in general. According to Parent 742 11 the ideal is "to 

know that you're always welcome in the school, that it's always open." Parents then 

anticipate that once given this welcome teachers will be available io hem after school, or 

by telephone, to talk. What is important is k ing able to get in touch with the teacher 

without difficulty. For Parent 54201 the ideal in availrbility would be having "the 

teacher's home phone number. Being really able to cal1 without hesitation and king able 

to reach them quite easily." 

Willingness to Involve Parents: Parents hope that teachers will demonstrate their 

willingness to involve them in the classroom in a vuiety of ways, and not just on special 

occasions. "For starters," explains Parent 78202, "they could open up their class to 



parents. 1 feel once the class is in the classroom. it's closed. And basically the only time 
parents are needed is when it does come io out of classroom activities whether it be fund- 

raising for certain things, or field trips." 

Teacher Respect for Parent Knowledge: Parents also expect that teachers will be willing 

to listen to their comments and concerns. and respect them for their knowledge and 
expertise about their son or daughter. Parent 25205 captures this hope: "When she got 

Mr. Raju in Grade Five, he was teaching the gifted that year and he sent her to be tested. 
Before that. well, we knew she was really srniut but how do you know wheiher your child 
is smart enough to be cailed gifted or not. 1 mean. you know. and you don't think you can 
go to the teacher and say, 'Oh, my child is gifted,' and they'll say, 'Oh. yeah. right! These 

parents!"' This same parent is quite explicit about the kind of response which she would 
like from teachers, one that acknowledges al1 parents as repositories of knowledge about 

their children: 

1 guess they would have to change their attitudes. Well, I mean, 1 suppose that parents come 
with al1 levels of education and backgrounds, and dl thot. and maybe some don't know about 
it ris much iis others, but parents should know thcir childrcn best, rcally, if rinybody docs. so if 
they have certain things that they feel about their child, they should bc able to communicate it 
to the tcacher and the teacher should pay attention to it. 

Colluboration/Mutuatity in Instritction: Ultimately. parents hope that teachers will not 
just listen to what they have to Say. but perhrps incorporate parent knowledge of child 
and parent goals for child into classrmm practice or, even better. CO-construct both a set 
of parentheacher expectations and a lerrning plan for the child. Parent 78210 

characterizes openness to parent knowledge and goals as "talking it over." However. she 
adds that the ideal parent/teacher relationship is one which goes beyond rhat. in which 
teachers "don't hesitate to phone if there is a problern and tdk it over with you rather than 

just dealing with it themselves. They talk it over, let the parents be a little bit more 
involved." The kind of relationship, in which parents are also expert contributors, is 

collaboration or "mutuality." According to Parent 29204 a relationship of mutuality is 
"dirccted at attaining a goal, or a particular set of goals for the child with the help of that 

child." When asked to  elaborate Puent 29204 replies: "1 don? want to meddle in a 
teacher's affairs. I don? want to change her teaching style. 1 just want to find out what 

her assessment of the situation is. what my assessment of the situation is and together if 

there's any difficulties then we can work through it." 

For parents mutuality defines a relationship that is not dways equal, but that is 

complementary. Sometimes parent participates or does  more; sometimes teacher 
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participates or does more. This sense of an ebbing and flowing of the efforts of the 

respective parties in a relationship of mutuality is reflected in the following quote by 

Parent 74204 who was asked to describe the ideal parentlteacher relationship: 

It's hard to describe a perfcci rclationship. Somc will bc stronger on one m a ,  some werikcr in 
nnother. But. hopefully, 1 feel that it should bc a situation, and the same for the parents I'm 
sure, but it should be a situation that you try to emphasize our strong points and try to takc 
care of our weak points and we create an environmcnt for our children wherc thcy can 
succeed, lem,  or socialize and al1 the other objectives that we every day add onto thc school 
system. 

For the above parent a relationship of mutuality i s  one in which parent and teacher 

support one another, erch working to their strengths. to creûte a leaming situation most 

beneficid to the child. The emphasis in the above three quotes is not just on collaboration 

of parents as permitted by teachers but on teacher and parent(s) as equally important 

contributors and initiators. 

Open Communicution 

The second major theme within the category of parent expectations of teacher with 

respect to self is open communication. "Well," says one Parent 74204, "an ideal situation 

is obviously having comrnmunication and an open line with the teacher dl the time. If 

you don? have that, you donTt have any situation at dl. You have them and you have us 

and the child is running back and fonh in between. And that's not good." According to 

parents open communication from teachers is that which is honest. complete. free of feûr. 

timely (immediate) and frequent. 

Honest and complete cornrnunicaton is that in which terchers communicate to 

parents in a "no holds bürred" way without withholding important information or 

concems about the child. Parent 5 17 14 lwks for "an open relationship that, hey, she feels 

that she should be able to phone me and discuss something and be very open about it and, 

hey. Say it, and me the same. If 1 had a problem 1 could discuss it with her and try to 

resolve it or whatever. And 1 hope she feels she could talk to me and 1 can talk to her." 

Puent 23206 sees ideal comunication as that which is "open. where both parties feel they 

can speak to each other at any timr about the student and keep the studentls interests at 

the hem of the issue and not the teacher's or parent's personality get in the way. As long 

as their best interest are there 1 think that would be the ideal." The ideal of mutuality is 

also apparent hem with respect to the idea of communication. Open comunicûtion is that 

in which both parties feel free to express their opinions and concerns. 



This kind of open communication should also be characterized by freedom from 

fear and recrimination. According to Parent 24202. in the ideal parentheacher relationship 

"the lines of communication are open. and that there's no fear on either end." Ideally. 

parents want teachers to communicate freely to them; at the same time they would like to 

be able to communicate concems to the teacher without having to worry about the 

teacher's reaction. Parent 25205 explains: 

I've found over the p s t  ycars, when there were problcms, Cassie felr that 1 couldn't really 
talk to the teacher about it in case the tericher would take it out on her, i f  i c  was something thai 
the tericher didn't like, so when she was in Grade Five 1 went and talked to the vice-principal 
about ri problem and then she talked to the teacher about it and she didn't te l l  him who, whiçh 
prirticular parent wris complaining, you know, because sometimes we feh that way. ihat i f  yau 
have something critical, even if you are trying to put it diplomatically, ihat it doesn'i go over 
vcry well. 

This expectation, as the above parent suggests. is not only one which relates to 

parent and teacher but also to student. Parents are often feûrful that their child will suffer 

in class as a result of parents' comments and concems expressed to the teacher. About 

recriminations in class Parent 25201 says of the teacher, "[They] should have an open- 

door policy that's known to the parents. I think, without feeling [parents] have to be on 

the defensive, without worrying it was going to be taken out on the child." 

According to parents open communication is also that which is timely. Problerns 

and concems, notes Parent 24202, are "verbalized immediately." The ideal relationship is 

one in which "there's no discornfort with talking to each other, that you don't feel that 

you're taking up much of his time. or something. that the teacher doesn't hesitate to cal1 

and or write in the student planner." Parents expect that teachers will communicate with 

them immediately when a problem arises, or when the information that they have to pass 

on is still current especially so that they can respond in time if an active response is 

appropriate. "1 just feel it's redly important that you feel cornfortable to comunicate." 

says Parent 73204, "that if there is a problem with the child. 1 want to hear about it. and I 
appreciate hearing about it so that 1 cm-because a lot of times it's something thai needs 

to be handled at home possibly." 

For many parents uw timeliness of communication is not possible through only the 

minimal number of required written report cards, as Parent 28216 explains when 

speaking of the ideal relationship between teachers and parents: 

1 think mainly it's communication. That a situation where something the parent should know 
about, you know, where the children are falling behind in some of the things at school, that 
the parents should know right away. Like I've cenainly heûrd of situations, where they find 
out a month after there's been some kind o f  a problem, that there wris a problem. So I think 



it's really important that tcachers should keep in touch with parents. Rather than from one 
parentheacher interview to the next. You can't let it go that long. 

Frequency of communication, to which the parent above refers, is also very 

important. As Parent 25201 contends. 

1 don't wmt to just know when a report card is due i f  he is having problems. 1 want to know, 
and 1 dways help the kids, always, and 1 have no problem with that, so 1 think rhcre should be 
more communication between the parents and iexhcrs and 1 think ir is more the teiicher's 
responsibility, whether i t  is done through a note with the child, whether it is done through a 
phone call, whether it is done thraugh thc viçc principal, I don't think that is relevant. 1 think 
what is relevant is  chat the teiicher comunicate with the parent and the parent be open mindcd 
about the communications. 

The preference for more communication is felt by rnost parents whether their 

children are having difficulty or not, and applies to regular day-to-day schoolwork. Parent 

28201 speaks for parents when she says that she would like "probably more talking, 1 

guess. one on one. There should be more interim reporting going on, or even if it wasn't 

necessuily verbal, but written, just a little thing saying, okay, these are some of their test 

marks and just sort of let parents know." 

Comprelrcnsive Coninunication 

In addition to having expectations about how teachers will cornmunicate to them- 

honest l y and completel y, and in a timel y and frequent manner-parents also have 

expectations for the content of the communication. that it be comprehensive, covering 

curriculum, expectations, and student achievement and progress. 

Parent expectation for communication about curriculum includes not only day to 

dry work, but dso the general themes that students are studying. "Something 1 haven't 

really felt I've ever known really was the curriculum thrust at the time," explains Parent 

72204. "You get a curriculum summiuy with the report cards, but 1 almost think I've 

liked to have known ahead of time so you can add to and supplement what is going on in 
the room." 

Parents would not only like information about curriculum content but also 

expectations. When asked what teachers could do better. Parent 72207 comments: "1 
think communication about what's being taught at school. We get that at report card time, 

but sometimes the kids bring home assignments that they weren't that clear about the 

instructions. Maybe if it was, if they'd written the instructions down or the teachers 

would send a xeroxed copy it would help." 



Parents are also keen to obtain information from their child's teachers about the 

child's academic achievement and progress, especially if there are problems. "1 would 

like to be notified if Roger has a problem." says Parent 25201. "Whether they need me to 

come into the school or if we cm deal with it over the phone, it doesn't matter to me. Or 

if they just want to send work home and let me work with him, you know, 1 am fine with 

that as well." Parent 77208 agrees that teachers should phone home about problems. but 

suggests, as do many other parents, that positive reports would also be welcome: "1 think 

that they should, should be more, more one on one and if your child's doing good they 

should let you know about that too." 

In addition to king informed casually by telephone or in person about their child's 

achievement and progress. parents expect full and informative formal writien and 

conference reporting. Full reporting includes, first of d l .  information about both the 

child's strengths and weaknesses. S peaking of report cards Parent 78202 comments: 

"They never really gave the-where he needs more strength put into. Everything was. 

Jonathan is good at this. Jonathan is good at that . . . where does Jonathan need help. you 

know?" In addition. parents want to know not only how their child is doing with respect 

to his or her own capabilities and potential, but also in cornpuison to the group noms of 

the classroom and wiihin the context of the teacher's knowledge of generd noms for that 

age and grade. Parent 23204 says of her child's anecdotal report card: "You don? really 

know where you stmd with this anecdotal stuff. You don? really know. I mean. we 

basically know that she is an average student, but we really [don't] know exactly where 

she fits into the slot." 

During the course of the research projeci some of the Ministry of Education's Year 

2000 initiatives were in place. Consequently, some students who had received letter 

grades in earlier years no longer did, and some hnd never received letter grades. The 

comments of the parents here emerge from that context. Despite the context. the themes 

are clear: parents expect that the reporting from the classroorn teacher be thorough and 

complete. informing parents from the teacher's perspective about the child's strengths 

and where improvement is required. Parents also expect the report to be contextualized. 

that is, to give them some sense of the child's performance relative not only to his 

potential but also to others in the class, the school. the district. "He's doing the best to his 

ability," States Parent 28201 succinctly, "well. whût do you mean by that?' Reponing of 

the kind imagined by the parent above situates teachers' comments so that parents are 

clear about the meaning of suengths as well as where weaknesses are and how they cm 

be addressed. 



Parent Expectations of Teacher Vis-à-vis the Student 

Respect and Cure 
Parents hope that teachers will respect and care for their child as a person and as an 

individual, and they believe that this has implications for learning in the classroom. 

According to Parent 25205, "the personality of the teacher definitely makes a difference 

too. 1 think it really makes a difference. Maybe not to sorne children. but 1 think maybe to 

most children . . . that if the tcacher obviously is interested in them and cares about what 

they do, and things like that. that certainly they would l e m  better." 

Heip und Explanation 
Parents also count on the willingness of the teacher to help the student and b'explüin 

things." Parent 51204 reveals that her son had not been doing his homework because he 

didn't understand it. but had not asked for help, she believes. because he felt "stupid." 

Although she couldn't help him she reassured him that if he retumed to the school with 

the problem "Someone will explain it." 

High Expectations 

Parents are also keen to see high expectations established in the clüssroom based on 
students' needs and not beyond or below their capabilities. Speaking of her experience 

Parent 26304 says, "1 was hoping for higher expectations of the tercher. . . . individual 

needs weren't as challenged as they might have been." While high expectations are 
desired. parents also look for teacher support and encouragement to accompany high 

academic expec tations. 

Parents also prefer high teacher expectations with respect to classroom discipline 

and organization. Parent 29204 comments that "the teachers over here. as most parents 

would Say, are redly too lenient and easy on the kids, in terms of discipline." Parents are 
especidly concernecf about disruptive environments which inhibit leming. "ln the past," 

says Parent 25205, "because of having a lot of problem children in [my daughter's] class 

the class was disrupted constantly, although she is smart so she would still leam things. 

but it wasn't a very pleasant son of atmosphere to l e m  in." 

COMMENTARY ON PARENT EXPECTATIONS 
Parents have expectations of self for both home and school. That is. they expect that they 

will have a role to play with regard to instructionai concems, both with their children at 



home and with the teacher at school. They not only expect to obtain information from 

their children and help and encourage their children at home, but also that they will seek 

information directly from the classroom. and participate and advocate on their child's 

behalf at school. 

Parents have more expectations of the teacher with respect to students than with 

respect to self. This is perhaps not surprising given the primacy of the instructional 

relationship between students and teachers. Expectations for the teacher with respect to 

the student relate to the instructionrl relationship in the classroom, and to the 

damonsiration of respect and care. Expectations for the teacher with respect to self relate 

generally to communication about the child, and the characteristics of communication 

from terher to puent. Parents want teachers to be open and to communicate openly, to 

invite them in, to listen, and to collaborate. However, their expectations of self suggest 

that they also recognize that they will need to take the initiative to seek information. to 

participate and to advocate on their child's behalf. They are clerr about exactly whrt 

collaborative activity means for them, for their own role and thût of teachers. 

Interestingly, there is no mention rmong parents of expectations for teachers 

regarding curriculum or rnethodology in the classroom. The academic and pedagogic 

competency of teachers appear to be assumed by parents. 

Unlike students, who have no expectations of parents with respect to the teacher. 

and no expectations of the teacher with respect to parents, parents have expectations of 

students for both home and school. Although parents are not "of* the world of school as 
are their children, they see their children, in terms of expectations and role, at home and 

at school and focus on academic support in both places. Where interaction between 

student and parent is concemed, therc is much similûnty of expectation. Both students 

and parents expect that students will do their homework. Students cxpect to get help ai 

home, and also expect that they will seek out this help. Parents expect that they will 

provide help at home. Both parents and students expect thrt students will seek help with 

schoolwork in the classroom and that teachers will provide this assistance. 

Help is a major theme of students' expectations for parents at home, and for 

teachers in the classroom. It is at the sûme time a major theme of parents* expeciations 

for teachers in the classroom and for students at home and in the classroom. Parents 

would like students to be able to get the help they need, and to actively seek this help 

from thernselves and from teachers. 



AND TEACHERS IN RELATION 

INTRODUCTION 
Part B is divided into three sections: Student/Teacher Interaction, PruentfStudent 
Interaction, and P;ucinUïeaçher Interaction. Each of these is further subdivided into three 
parts which present the perceptions of each of the three individuals regarding the 
interactions between the two particular individuals of each of the three dyads above. The 
focus in this section is on attitudes and practices in relationships, on the experiences of 
individuals with each of the other two parties. and of their experience of the relationship 
between the other two parties. 

The charts below summarize. respectively. the themes for the three interactive 
dyads. The data presented in each of the themütic categories listed in the tables below 
represent the perceptions of individuals. Within the tables some of the category headings 
surnmarize the findings for that theme and thus the perceptions of that referent group. For 
example, "Students Talk About School" (which appears twice, once for parents and once 
for students) signifies that parents and siudents generally perceive that studenis talk to 
parents at home about school. "Lack of Student Respect for Teachen" signifies that 
teachers generaily perceive that student respect for teachers is lacking. Those category 
headings that do not indicate directionality simply summarize the theme but not the 
specific findings for that theme. In these particular cases specific findings varied and 
relevant details about saliency are provided in the text. 



Table 9: Studenü'ïeacher Interaction 
- -- - 

Teachcr Perceptions Student Perceptions Parent Perceptions 

Teachcrs Respect Students The Leming Environment Meeting Student Needs 
Lack of Studcnt Respect for Academic Support Help and Explanation from the 
Teachers Respect and Care Teac her 
Developing Student Siudcnt ChoicdS tudent Voicc ' V ~ i n g  Tcûcher for 
Responsibility-or Not Students 
Roviding Choice for Students Listcning to and Tdking with 

Students 
Recognizing and Valuing 
Students ris Individuals 
Inclusion and Participtition in 
the Classroom 

Table 10: ParentBtudent Interaction 

S tuden t Perceptions Parent Perceptions Teacher Perceptions 

Parents Ask About School Parents Ask About School Inadequaie Help and Support 
Students Talk About Sçhool Students Talk About Sçhool in the Homc 

Students Ask for Help Stuûents Ask for Hclp 
Positive and Ptoductive Positive and Productive 
Hclping Relationships at Hclping Relationships at 
Home Home 

Developing Student 
Responsibility 

Table 11: Parenteacher Interaction 

Parent Perceptions Tcacher Perceptions Studen t Perceptions 

Reporting to Pmnis Reporting to Parents Reponing IO Parents 
Ongoing Communication from Ongoing Communicûtion to Ongoing Communication to 
Teachers Pmnts Parents 
Teacher Efforts to Involve Teacher Efforts to Involve Parents in the Clrissrmm 
Parents in Instruction Parents in Instruction 
Teacher Efforts to 
Communicatc and Collaborate 
with Parents 
Parent Communication to 
Teac hers 
Parent Advocacy: Parent 
Efforts io Collabomie wiih 
Teac hers 



STUDENTîTEACHER INTERACTION 

TEACHER PERCEPTIONS 
Teachers Respect Students 
When asked if they respect their students al1 teachers, like Teacher 7 7 1 0  (Mrs. Brewer), 

reply that they do: "1 highly respect d l  of my students," she States. "1 wouldn't be in this 
position if I didn't." No teachers Say, outright, that they do not respect students. A 

positive response is assumed by teachen who do not respond as fonhrightly as Teacher 

77100. As pointed out earlier in Teacher Expectations of Self Vis-à-vis Parents," 

teachers do not often indicate explicitly how they could or should demonstrate respect for 

students. It is even more difficult to get a sense among individual teachers about whether 

they actually do demonstrate respect towards their students. 

There are. however, two teachers among the Time 8 group who do not just reflect 

on how teachers could and should demonstrate respect for students. but speak openly and 

sincerely about what they do personally. Athough spoken of highly by parents and 

students these teachers do admit to failings. When asked how teachers demonstrate 

respect for students Teacher 24 100 (Mr. Griffin) speaks personally: 

Wcll, it's a lot on how you inicrsict with thcm, you know, whcn you talk with thcm and things 
like that. Like I tell the kids, this is the way I like to bi: treated, so 1 try to treat people this way 
and there's been a few tirncs this year where I've son of lost it. 1 shouldn't say thsit-onc 
tirnc, where 1 can think of, whcre I actuaily yelled ai someonc and then ûftcrwards, 1 feit rerrlly 
bad and 1 apologized to thrit person. You know, 1 think ihat's sort of important because it lets 
ihiit siudent know that once in a whilc somcone is going io losc ihcir tcmpcr but this is  how io 
dcal wiih it. . , . And let them know. 1 say 1 fecl really bad about yclling ai you, kcriusc 1 
rcally don't like to bc yclled ai. This guy, this is one of my behavior problcms and thcn WC 

just siarted talking, you know, and it was really pood and um, so thcrc's that. Therc's that. 
There's rcspecting thcir abilitics. You know . . . there's kids in my clms that 1 know that just 
aren't going to get it-a particular concept, you know. Well, 1 say, well, you know this is 
what you can do, kind of thing, So, you sort of respect thcm, you know. You don't-1 don'i- 
1 think 1 Jon't-1 lry to not to belittlc them, you know. Everybody's got their own ribiiitics, 
you know. Everybody's got their good points and their weak points. 

For Mr. Griffin it is important to trert students of d l  abilities equally as individuals. and 

respond to their unique learning needs. For this teacher respect is a question of 

demonstrating what you expect to be demonstrated to you, and ûpologizing for behaviour 

that is not respectful. 

When asked how teachers demonstrate respect for students Teacher 62100 

(Madame Tremblay) also speaks persondly, discussing somewhat different issues thûn 

Mr. Griffin. When asked how teachers demonstrate their respect for teachers she sûys: 



1 think by giving thcm choices, letting go of some of the power that could at times be abused. 
And 1 realize myself-especially at one time, my pregnancy was really difficul and 1 felt 1 wris 
going to vomit at any minute; for two weeks it wris everyday, al1 day-that ai times 1 wris a bit 
more directive and that it was easy, just, "OK, that's cnough," but then for me that's not the 
approach that 1 want to use.. . . But also it's important that they don't feel ridiculed at any 
lime. 1 will never talk, if we have marks, 1 will nevcr talk . . . it's always a personal thing. If 
they want to share with their friends, it's their option. And go from top to bottom or bottom IO 

top-never. Also, to try to find-which is difficult-to try to find time to talk about 
individually about what's going on in their lives so they're not just a student in the classroom. 
a human king involved in skating, in music and in other things as well. And also to console 
them. And to accept if 1 make a mistrike and to apologize if 1 have to. If 1 feel that 1 did make 
a mistake, 1 will apologizc. Likc I'm not alwriys right and 1 want them to know that. 

Likz Mr. Griffin, Madanit: Trembiüy dso exprcts respect from students. As noted earlier 

in the "Teacher Expectations of Students Vis-à-vis the Classroom" section. she cites 

interruption as mdeness that she is loathe to tolerate. About this she says: "Thrt's 

something we try to be working on [sic]. So it's some rights but also some obligations 

that they have. 1 think it's fairly understood." For Madame Tremblay student 

participation in the classroom-in part through choice-is important. Students must be 

acknowledged and treated as individurls, both as students and as people outside the 

classroom. For both of these teachers respect is not uni-directional; it cannot be expected 

of others and not of self. Ultimately, it must be mutual. 

Lack of Student Respect for Teachers 

These data suggest that teachers commonly believe that students do not respect teachers. 

Teacher 77 100 (Mrs. Brewer) noted eulier (see the "Teacher Expectations for Students 

Vis-&-Vis the Classroom" section) that an ideal situation is one in which "studetits respect 

the teachers as much as the teachers are showing respect to the students." However. 

cleûrly she does not believe this to be the case. She relates an anecdote about a child in 

her school telling a teacher to "shut up" and then says: 

1 jus1 look ai the difference between the students of the sixtics 1 guçss. 1 was a studcnt of the 
sixties and students of the nineiies and 1 think that becsiuse of the way that socicty has 
developed, studcnts are freer io express what they think, what they want to do. And 1 find 
tcachers and adults they'rc less powerful now than they used to be in consequenccs. i 'm not 
an advocate of bringing a suzip back, for examplc, but a child can be caught doing something 
pfetty desperate and, oh, what do we do? Well, we send him home for a couple of days and 
sometimcs there's not a piuent there so it's just "Gd, 1'11 watch TV al1 day, play Nintcndo 
al1 day. This is cool." 1 guess that goes back to what is the family life like'? And what kind of a 
child arc the parents sending to us? 

When asked the same question, about whether teachers can show respect to 

students, Teacher 7 4 1 0  (Mr. Winton) aiso focusses on lack of student respect. He is 

somewhat more optimistic that this can be cultivated in classrooms. but not that it can be 



cultivated permanently in children: "That respect you'rc talking about will be prevalent or 

start in your classroom and stay in your classroom, but once they go oui the door. it's the 

law of the jungle and that's it." 

Developing Student Responsibility-Or Not 
Among the teachers in this sample s small group (three of the nineteen Time 8 teachers) 

feels that al1 students can and do take responsibility for their own work and leming. A 

second small group of teachers (two of the nineteen Time 8 teachers) feels categorically 

rhat students do not take responsibility for their own learning. A third group (the 

majority: fourteen of nineteen teachers) feels that some students can and do take 

responsibility for their own leaming and others do not. Some of the teachers of this latter 

group. however, are more confident than others about the ability of students to take 

responsibility. and more positive about the prcentage of those who can than those who 

can't. 

Responsible students. according to teachers (and noted in the "Teacher Expectrtions 

of Students Vis-à-vis the Classroom" section), are those who are organized. do their best 

and complete their work. They work well al1 the time and will seek out the tacher for 

assistance, but proceed independently. 

Those teachers who feel that students do not and cannot accept responsibility for 

their own work believe that students are usually choosing not to do so. Teacher 75 100 

(Ms. Fraser), for exmple. sûys: "1 don't think it's thrt they can't, it's that they won?. 1 

think they're quite capable should they make a decision to. And anything that's required, 

any kind of directive leming or self responsibility . they ' ve balked and complained and 

whined and refused. They wmt me to do it." 

Those teachers who believe that some students cm be responsible and others connot 

do not typically feel that d l  students who are not responsible are making that choice. 

They believe that some students may lack ability or are constrained in other ways. 

Teacher 22100 (Ms. O'Heam) dws believe that some of the students who aren't 

responsible "are just lazy; they choose not to do the work and waste a heck of a lot of 

time. " She adds, however, that "for some of the ones that can't, it's because 1 think that 

they Iûck confidence and self-esteem and they don't think they can." These students 

"need to be reassund that they are doing it right. so working on an independent project 

you can't just leave them alone. You have to be monitoring them al1 the time to keep 

them on track and to stay focussed on what they should be doing." Teacher 29100 (Mrs. 
Wenzel) explains that some students who are not responsible "are not particularly low 
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students. or anything like thrtP* but are more focussed on social rather than academic 
concems. 'They should be in Grade Nine," she comrnents. "They're in the wrong grade 

level. 1 don't think it's too cool to be here. 1 think they're thinking more of boys/girls." 
Others. she says, "are probably ones that have learning difficulties sometimes and find it 

a struggle." Generally this group of teachers believes thrt  children can be taught, but 
many, especially those who are less optimistic, characterize the issue of development of 

responsibility as "a constant battle." "Many of the kids," says Teacher 54100 (Ms. Lurie), 

"are very resistant to it. It h;is always been the teacher giving them some kind of stuff and 

they either do it or don? do it. And they're resistant frorn having the responsibilities." 
Those teachers who are more confident about the ability of children to take 

responsibility for their own learning and work, and teachers who act on this belief. are far 

less likely to suggest that children choose to be irresponsible. They acknowledge that 
some students may be more mature than others. but even in these cases, as Teacher 24100 

(Mr. Griffin) suggests, "they should be able to take a certain amount-some can take full 
responsibility-for their own leaming, absolutely." Teacher 79 100 (Madame Boucher) 

notes that children "goof off and they play-they ' re kids, nght ?'However. she explains 
that even so they cm iake responsibility: 

For cxrirnplc, 1 s t  wcck WC had a lot of t r x k  stuff going on and kids wcre king crilled sut to 
practice during the day and what 1 did on the morning on the board 1 wrote ihem whrit ihcy 
wcre cxpected io do during thc day and 1 barely hccrrd ihem. They wcrc dl working quite 
well. . . . 1 wasn't always thcre. They had a sub in sometimes. Somctimcs we wcre only half 
ihc class, but they conlinued to work. 

Those teachers who do spak affirmatively and confidently rbout students being able to 
take responsibility for their work and doing so often discuss, at the sarne time, structures 
or expectations that they establish in their classrooms that support the development of 

student responsibility. They also discuss opportunities that they provide for students to 
have some choice in the work that they do. In contrast. those teachers who are less 

positive rbout the ability of children to take responsibility, and those who do not belief 
that children can be responsible. do not often provide examples of what they do to teach 

or encourage responsibility . 
About structures or procedures for developing responsibility Teacher 28 100 (Ms. 

Thompson), who believes that students can and most do take responsibility for their own 
leaming, says: 

We have them get up and go to the homework board and that shows a little bit of 
responsibility to the test of the cl;iss. . . . A student will corne at the end of the day and go over 
everything that's needed. They keep irack of it and they go over it with the rest of the class, 
and that son of demonstrates responsibiliiy. Some of them are on homework books and that 



demonsirates, you know, they have to be responsible enough to gct the assignment i n  the day, 
and get their mom to sign i t  at the end of thc evening. 

Teacher 77 100 (Mrs. Brewer), who, like Mr. Griffin (Teacher 24100). believes 
"absolutely" that children can assume responsibility for their own work, describes an 
example in her classroom in which students demonstrated responsibility by showing her 

their committment to a group research project: 

Actually they just finishcd one on astronomy and ihey had io choosc thcir own groups and I 
talked about working wcll with fricnds. Sometimes you crin work wcll with thcm and 
sometimes you can have a good time with them and sometimes that good time doesn't fit in a 
work situation so choosc your groups wisely which they did. 1 gave them the criteria for the 
projcct and the time line, what they had to accomplish, and basically the bottom line today 
was, "Welt, you've got thirty five minutes and i t  has to be done. Get i t  finished." Some 
children weren't finished by qumer p s t  twelve which was the end of thc period and they 
came and asked mc if ihçy could stay i n  at lunchtimc to finish the project. To me that shows 
that they're responsible to finish that work. 

Providing Choice for Students 
Almost d l  teachers report that they give students choices in class (thineen of the fourteen 
Time 4 teachers; fifteen of the nineteen Time 8 teachers; nine of the Time 2 teachers) but 
some do this, in fact, more or less than others. When asked whether he offers students 
choices, Teacher 74100 (Mr. Winton) says: "Oh. marginally. but for the most part it's 

usually directed by me. They get some choices but 1 wouldn't Say that it's a consistent 
approach thût 1 use." For Teacher 25100 (Miss Halstrom) the problem is covering 
curriculum. "1 went through a style when the Yeu 2000 first came in," she explains. 

"where we actually made choices in class, but 1 found then 1 wasn't covering curriculum 
so the kids don? get choices in classes, but 1 have a core material thnt 1 want to cover in 
each." When probed about choices in class she says, "1 guess phys ed, you know if it is a 
games d q  they get to choose." Teacher 54100 (Ms. Lurie) refers to things that are "just 
given," that are "so sequentid that we don't have very many learning options out there. 
There are just some things that have to be done at certain times and just aren't as 

flexible." While other teachers are rware of curriculum, fixed schedules and sequence. 
these kinds of restrictions don? seem CO pose the roadblocks for them that they do for 

Miss Halstrom and Ms. Lurie. 
When choice is provided students ofteo choose from among some options given by 

the teacher, or they have the freedom to choose from within a prescribed framework. 

Teachers often refer to this as catering to different leming styles. When terhen provide 
examples of options they typically mention novels and novel projects. For example, 



Teacher 23 1 0  (Mr. Desjarlais) says, "1'11 give them a list of perhaps thirty activities and 

they'll have to choose one, so they can illustrate their leming in a lot of different ways." 

When the student is given freedom to decide within a prescribed frmework the choice is 

usually a little more open. Here the student develops or decides on an activity or topic of 

his or her own within broad guidelines set by the teacher. Sometimes the student is also 

free to decide how to present that leming. Examples given by teachers often relate to 

projects or reports in Social Studies or Science. That is, the teacher provides the 

overarching theme or topic and students focus in specifically on what they would like to 

study. For exampie, Teacher 24100 (Mr. Griffin) says: "We'd been studying the 

environment and stuff and I said, 'Okay. in two months . . . I wmt you guys to hand in 

. . . an assignment on something to do with the environment. Thût's al1 I'm going to tell 

you. You can do a model, you can do anything you want, as long as i t  has an 
environmental theme. "' 

Teacher 5 1100 (Mrs. Kosko) describes the choices above as "choices within limits." 

She provides these to students in her class and cites various examples: which novels to 

read, which assignments to do for novel projects, and which math units to complete first. 

However. she also refers to a wider participative role in the classroom-beyond simply 

choosing one project over another-in which her students are sometimes engaged. 

"Sometimes," she says, "1'11 sit down and brainston with them. The kinds of themes that 

they would like to leam about, anything ihey'd like to know about and then 1'11 maybe 

choose a science theme out of that or a socials theme." Teacher 62 100 (Madame 

Tremblay) also refers to participation in the classroorn: "We have negoiiations in the 

classroom for certain things. If they want to or if they feel . . . two or three times in the 

year we decided to remove the point system because they felt they didn't need it 

anymore. . . . So for general management in the classrwm we have-they can participate. 

they cm suggest things." 

Interestingly, none of the examples of choice here, even those referring to greater 

participation in the classrwm mentioned by Mn.  Kosko and Madame Tremblay, are 

those in which students would mdce or be given choices on a routine or extended basis. 

Teacher 73100 (Mrs. Munke), however, does refer to an example of choice in her 

classroom which goes beyond cumcular choices or options king offered perhaps a few 

times a month. She describes weekiy "Time Management Fridays." On these days 

students "get an outîine of al1 the things which are scheduled. They have an outline of ail 

their assignments, and they sit down and they put in the time and they decide what 

they're going to do when." Students, notes Mn. Munke, love Fridays. "1 guess the thing 



that I've noticed the most with that," she states, "is they have become more responsible 

and 1 think that carries over into the other days of the week." In this example, like the 

brainstorming of Teacher 5 1 100 or the negotiating of Teacher 62 100, students participate 

more widely in their life in the classroom, and on a regular basis. 

Interestingly, although most teachers give students choices in class, not al1 of them 

discuss these stntegies in the context of the development of student responsibility as do 

those teachers who are confident that students can be responsible. and work to develop 

student responsibility in their classroorns. For example. Teacher 78 100 (Miss Davis) 

speüks of offering choices to her students. Of her class and responsibility she says: "1 

think they're a good group of kids that can, and do. . . . My class had to, a while ago, 

complete a novel assignment and 1 let them choose from about five different novels. let 

them choose from a couple of different assignments. One of rny students did not one, but 

three assignments and only one was required so . . . . That was part of the goal setting 1 

did with them. They set goals of what they wanted to achieve by the end of June." In 
Miss Davis' classroom king able to choose widely is a part of the developrnent of 

student responsibility. 

Apxt from acknowledging the need to allow students to demonstrate their iearning 

in different ways. teachers rarely speak about the benefits of choice for students in 

classroom. Teacher 62100 (Madame Tremblay) and Teacher 73 100 (Mrs. Munke) are the 

only Time 8 teachers who do. Madame Tremblay notes that as a result of offering more 

choice to students she has seen 

a willingncss. . . . In the beginning . . . the studcnts didn't seern ta hrivc much pridc in wtiat 
ihey were doing and it was just, "It's donc, that's what you askcd me la do, it's donc now." So 
that's when we started doing more projects thrit not twenty-four would be thc same, it's al1 
different. . . . I t  secms to me thcy seem to be morc proud and to producc morc, to do more and 
to incrcase the motivation. 

This benefit is not likely to be seen by the few teachers who offer no choices in 

class. 

STUDENT PERCEPTIONS 
The Learning Environment 
Distuptive Claisstooms 

Some students (nine of the thirty-four Time 8 students) describe their classrooms as quiet 

places which are conducive to leaning. The classroom, explains Student 78301, is "easy 

to work in . . . cause it's not very loud and everyone respects you and stuff." Student 

79307 says simply: "It's quiet and you can concentrate. It's fine for me; it's quiet." 
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Unfortunately, more students (fifteen of the thirty-four Time 8 students) report that 
their classrwms are noisy and disniptive and that under these conditions it is difficult to 
work. Student 62307 says. "Sornetimes it's loud in the classroom and you cannot 
concentrate so you just can't work." This student also notes a concern of adolescent 
students about talk in the classroom: "And everyone's talking and you think that they 
might be talking about you. So you just cm? think." Students who are uncooperûtive and 

disruptive are perceived to be a bother by others, and a burden to the classroom teacher. 

Student 24305 notes that disruptive students demand more of the teacher's time and 
attention: "They goof around and waste time. and then the teacher will have to talk to 

them. and like the children might intempt his lesson, and then he will have to tülk to 
them and we are son of waiting for him to teach again." 

Cenainly disruption and unruliness occur more in some classrooms than others. but 
in general disruption is an ongoing or worsening problem for these students over their 
late elementary school careers. Al1 students comment on the problem of noise and 
disruption even if they are currently in a quiet classroom. Student 25301. for example, 
notes that "stealing other people's things" is a problem in his classroorn. He adds. 

however, that "this is the only class 1 have k e n  in that steals things," but that "just about 
every class is noisy." Student 54301 says that his classrom is "usually rowdy." There are. 
he adds, "some kids that really act up every now and then." When rsked how many he 
replies, "almost half the class." He points out that he can't concentrate on what he's 
doing, and when asked how the situation compares to other years, says. "It's worse this 
year." Three students in the Time 8 data who are in term teaching situations. where 
double classrooms of students are assembled together. cite noise and disruption as a 
particular problem. 

When asked what he would do to rernedy the noise situation in the classroom if he 
were the teacher, Student 25301 says: "1 don? know. 1 would make sure the noise level 
was down so that people would work." He adds, however. that "everybody, including me. 

could try to be a little quieter, and not let the noise get out of hmd." Although this student 
acknowledges that he and his classmates are ultimately responsible for the noise levels. 
students in generai suggest that setting the direction initially for the tone of the classroom 

and expectations with regard to working conditions is their teacher's responsibility. The 

desire among students that ieachers rectify the problem of noise and disniption is 
common. Student 62307 would like the classroorn to be quieter and has spoken to the 
teacher who has said, "It's a problem that you just have to put up with." When asked 

whether the student has explained to the teacher that he is a student and can't make his 



classmates be quiet. he replies, "Sometirnes 1 think that." This student adds that he has 

been in classrooms where talking and disniption have not been a problem and it has been 

due to "teachers; sometimes the teachers. sometimes the kids are just more responsible." 

Meeting Individual barning Needs 
For many students school is not a fun place to be. and leaming is not engaging because 

they are not leming anything new. Eight of the thirty-four Time 8 students, for example, 

comment that they are bored. While some students have more difficulty leaming. none 

mention that the work itself is too complex. Student 26304 (Time 4) says: "1 get bored 

because most of the stuff. like French, 1 had already been in French Immersion and 1 

already knew d l  that stuff . . . and 1 get bored easily in Math. A lot of times 1 just get 

bored." For some students school is boring because they are doing what they have dready 

done before. Others are insufficiently challenged, and the pace of instruction is too slow. 
"Sornetimes. " notes Student 73306, "1 feel like it's too easy and 1 want to have more 

challenging things to do. And sometimes 1 don't think that, it's just boring to do that." 

When asked to provide more detail about what she finds too easy this student declares, 

"Because like for division, she wants to teach us how to do division. but I'm really good 

at division and 1 find that's really boring just waiting there and I just finish the questions 

in a couple of minutes." Student 51304 tells a similar kind of story: "Like most of the 
iime we do, like math, and then we keep on doing the same sort of math. We keep on 

getting questions over and over again . . . and we have to do al1 the stuff we leamed al1 

over again and it gets bonng at times." Examples of boredom in math, in particular, are 

especially comrnon arnong these students. 

Occasionally students speak of teachers who are able to provide sufficient but not 

excessive instruction, and sufficient but not excessive time, to meet the needs of d l  

students for either assistance or for challenge. Student 23306, for example, notes that 

lots of times my tcxher explains it, likc i f  we're doing a new page he'tl sometimes even-he 
spends the wholc lesson how to do it. But i f  everyonc rcally gets it, then he'll let us get right 
down to work and if  everyone is finished then you get to play a math g m e  or something. Likc 
there's one unit when we were doing fractions and multiples, we still had to play. You sat up 
on your chair and then the first person uound the room, stiuts with one, say WC were doing 
multiples of three, every time you would hit a multiple, you had say beep or boop or whatever 
the sound wsis and &en he kept going . . . and i f  you missed it you h d  to sit down. 

Although there is mention of curriculum modification for students with learning 

difficulties, students rarely if ever speak of modification of curriculum for those who are 

very capable. No students mention challenge groups or challenge projects. Student 23306 





non-traditional ways of dernonstrating learning are favoured by these students over 

copying notes from the blackboard, but they are not found in d l  classrooms. 

Academic Support 
h c k  of Teacher Exphnation 
About half of the students from the Time 8 data collection round report that their teachers 

explain things well. "Our teacher," says Student 24304. "makes sure that we understand 

everything. which makes everything much better. If we don't understand anything. then 

it's kind of hard to work and do everything." Of her teacher Student 22301 says: "Well 

she explains our work really well. She gives us time to work on it. . . . If we don't get 

what she is saying, we put our hand up and let her know that we don? know and then she 

explains everything. 

Receiving instruction before being asked to cornplete a task is particularly 

important to students. Student 72307 notes this: "My teacher is really good. . . . She gives 

us a lesson before we do anything, like for math if we're reading a page. she gives us a 
lesson and that helps a lot." 

Unfortunately. not al1 classrooms are like these exemplars. According to Student 

74303, her classroom can be "at times" a difficult place in which to lem.  This occurs. 

she adds. "when we're learning something new." The specific problem is "figuring out 

what we're supposed to do." In the Time 2 data, for example. only six of forty-three 

students claim that their teachers explain things well. 

Interestingly. as the earlier section on learning needs suggests, for some students 

there is too much explmation. Student 24302. whose math teacher is Teacher 25100 

(Miss Halstrorn). says that she would like to see changes in math. "1 don't like it," she 

notes. "We alwqs get homework in math. My teacher never gives us enough time to do 

your work." When asked why she says. "She always keeps on explainhg it over and over 

again." 

Soücüing HeIp from Teachers 
Arnong the Time 8 teachers there are some who help out students unstintingly. The 

comrnents of these students are without reservation of any kind. Student 28301 reports 

ihat this year her classroom is "fine" because "the teachen are helping us lots." Student 

24306 notes positively that in her class the teacher "helps everyone . . . he helps us dl." 



The students quoted above, however, are among only fifteen of thirty-four Time 8 

students who report that their teacher helps students. Among the Time 2 data only 

thirteen of forty-three students comment that their teacher helps ihem, and only six in 
Time 4. 

Many student reports on teacher helping in the Time 8 data are qualified by 

comrnents that the teacher is available at times for help, that he or she will help out, or 

would probably, when the student approaches with a question. Their comments differ 

from those above in that they suggest that teachers are not proactive about providing 

assistance. Student 743 1 1, when asked whether he has opportunities to tûlk to his teacher 

about his school work individually, says, "Do you mean does he ask you?When told yes 

the student replies, "No." When asked whether students can get individual help the 

student then adds, "Yeah. . . . You just usually put up your haiid and he helps." Student 

62307 says, "And like if you need help dl you have to do is ask and she'll probably help 

you." Students must take the initiative, seeking out assistance spectfically when they 

require it. Even then it is not dways available or provided. 

Although some students (sixteen in twelve classrooms in the Time 8 data) report 

that the teacher will occasionally make a comment to them individually about their 

schoowork, a number of students comment that individual discussion with the teacher 

about schoolwork does not happen at al1 (ten of thirty-four Time 8 students). When asked 

wheiher the teacher talks to her individually about her schoolwork Student 61303 

responds definitively: "There is no time that I remember that she has to me." She adds, 

however. "She has done it to other people." When rsked when the teacher sets aside 

special time to speak to students about their work she states again: "She hasn't done it. 1 
don? think she has ever done it to me." Student 283 16 reports that her teacher does not 

talk to students about their work during the schoolday, but does so "usually only like [ai] 

parent/teac her interviews." 

Peem Hclping Peers 
There is strong comment from students about helping one another to learn and 

positiveness about classrooms in which teachen encourage and facilitatc help between 

students. Student 61303 describes her classroom as "easy . . . because 1 know everyôody 

and 1 know 1 can ask them and 1 don? need to be shy." Student 283 16 also describes her 

classroom as an "easy" place to l e m  "cause there are some older kids and like if you 

need help you look to the older kids and they can help or the younger kids will help you." 



In the classroom of Student 283 16 above where the younger and older children help 
each other the multigrade (5/6/7) structure of the classroom facilitates cross-age 
interaction. In other classrooms simple grouping strategies facilitate student-to-student 
help. About working in groups Student 63304 says. "When 1 work with [friends] it's fine, 

it's easy work too." Student 72307 suggests that "they c m  help you with things. As long 

as it's a good gmup you don't get too noisy." As much as students appreciate being able 
to work and seek help from friends, this is not a feature of al1 classrooms. Only seven of 

thirty-four Time 8 students report that they receive help from or give help to other 
students in their classrooms. Seven of forty-three students (from four classrooms) in the 
Time 2 data report on student-to-student help, and only two in the Time 4 data. 

Classroom 24\00 is one of a few that stands out where help from the teacher and 
help from other students is concemed. Student 24306 explains that in her classroom the 
teacher helps students, seeking them out. rather than simply waiting for them to seek him 
out. In addition, students help one another, and help the teacher help one another. The 
teacher uses a vuiety of strategies including grouping practices. Student 24306 explains: 
"He goes around to groups and asks how we are doing and if we understand it, and then 
we answer, and if we are having difficulties then a group of studenis cm go to the front 
and he'll explain more about what to do." When asked whether she and her friends like 
working in groups. this student replies, "Yes. because usually if we are not in groups, if 
we are separate, then if we need help there is nobody to tum to and we have to walk 
around the classroom to get help and if we are in a group we can tdk and we can discuss 

things." "Some people," she ûdds. "if they are finished their work quickly and they know 
what they are doing, if someone has a question they will help Mr. Griffin answer the 
questions." When asked why she likes this classroom, in which there is rnuch cooperative 
and group learning, she replies: "1 don't know, just being with everyone else and 
knowing how to work together. Well. everybody works together, and I find it better to 

work in the classrmm with everyone else." 

Occasionally, however, students comment that they prefer working on their own. 
Student 22301 says, for example: "If we are doing r project and somebody [doesn'i] 

finish it. it dœsn't get done. Al1 by yourself and you don? have to rely on another person. 

if she's done it or not." There is some comment from students like this about the 

difficulties of cooperative leaming that is not appropriately structured to include both 
indvidual work and group tasks, and individual and group evaluation. or not monitored 

adequately by teûchers. Students are unhappy if group work means they end up 

shouldering the burden of work for d l  or some of their group members. 



Gem'ng Hclpfron Horne 
Some teachers communicate to their students that they can or should ask their parents for 

help with schoolwork at home. When asked whether the teacher encourages students to 

get their parents' help with homework Student 23306 sqs :  "Yeah. He says if you don? 

understand, get your parents to help you. that's what your parents are there for." When 

asked whether her teacher expects her to get help from her parents, Student 62303 replies: 

"1 think so.. . . Well. she usudly says that if you need help you can always ask your 

parents or her." 

Some teachers are more specific about how and with what parents should help their 

children. When asked whether his teacher expects him to get help from parents, Student 

63304 explains: bbWell. for homework. if you have homework, like he usudly says you do 

it without your parents help. like 1 mean your parents cm help you. like, say whût if you 

add that and that. but they cm't tell me to write the answer and do it. But they can help." 

Student 28301 says of his teacher, "She asks something like proof-rend our stories to our 

brother or sister." 

There is not a consistent or unanimous perception among students that their teachers 

expect or would like parents to help their children, or that they expect children to seek out 

that help from parents. Only six of thirty-four Time 8 students (from five classrooms) 

state explicitly that their teacher either asks, encourages. or expects them to get help üt 

home from their parents (seven of twenty-four students from six classrooms in Time 4; 

nine of forty-three from six classrooms in Time 2). In fact. many are unsure about 
whether the teacher does expect them to get help from their parents. Student 72304 

reports: ''1 guess. I'm not too sure though." This answer is common. When asked whether 

the teacher expects that students will get help from their parents if they are having trouble 

Studcnt 56304 comments: "1 don't really know about that. 1 have asked my parents before 

to help me with my homework. But the teacher hasn't really brought ûnything up like that 

before." 

There is a sense among students that although seeking help from parents is 

acceptable, their teachers are available and would like students to ask them for help fïnt. 
When asked whether the teacher expects students to get help from their parents. Student 

24304 says: "Sometimes. He usually helps us. He doesn't redly expect us to get help 

from our parents, but he said if we need help from our parents that we can ask him, he 

doesn't mind helping us." When ssked whether the teacher expects students to get help 

from their puents, she says: "No. . . . He usually tells us what to do, he explains it." 



Although students can comment to some extent on whether their teacher expects 

them to get help from their parents, they do not have a sense that teachers communicate 

this directly to their parents, or to parents overall for al1 students. Only two of the Time 8 

students (in two clasrooms) and four of the Time 2 students (in one classroom) report 

that the teacher speaks directly to their parents to ask them to help their children, and it is 

certainly not something about which teachers cal1 home. Teacher requests for help !O 

which students refer are usudly made on a individual basis. For example, Student 77308 

notes that the teacher phones his mother personally when he is having trouble. "to say my 

Morn nteds io heip me ai home or if i have io do sornething at home or if I haven't got 

my homework done in lots of time. Like some people don? do d l  their homework so they 

get in big trouble. That's what she does." As this student notes, when teachers ask parents 

to help their children this is typically becsuse there is a special leming need or the child 

is not completing his or her homework. 

Respect and Care 
Sensitivity to Student Sensibilities 

According to students, ided teachers are those who are sensitive to both the academic md 

emotionsil needs of students. These teachers take care not to embarrrrss students in front 

of their peers. Often this simply means speaking to students about work or behaviour 

privately, rather than in settings in which others cm overhear. Students do not cite 

examples of teachers who extend this kind of courtesy. However, they are quick to point 

out when their teachers do not do this. Student 22305 indicates that she always needs help 

at school, and says: "1 always 1 feel embarrassed. Ms. O'Heam dways tdks out loud 

when 1 ask her something. 1 feel embarrassed." The student adds that she doesn't feel 

cornfortable asking the teacher to repeat an instruction "cause she always talks out loud." 

When asked whether she would prefer that the teacher corne to her when she puts her 

hand up she notes that "even if she does, she still talks loud." When asked what she 

would change the student says, "If she would talk lower, so it was not so loud so 

everybody could heu." Asking the teacher for help is aiso difficult. She fevs that her 

classrnates "might stan laughing cause maybe 1 don? know what to do." This student 

wishes for teacher sensitivity in both determining that she needs help, and in providing 

that help. 

Sensitivity to student sensibilities also encompasses respect for the process-the 

mistakes and fumbles-of leming. About this there are also few positive comments. 

Teacher 23100 (Mr. Desjarlais) is Student 23306's favomite teacher so far. When asked 
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why he says: "Well. he has a really great sense of humor. Like he doesn't get al1 angry if 
you make a mistake and he's patient and if we do something wrong, he'll son of malce a 

little bit of fun of it, so we don't feel that, or anything." Student 79305 likes school 

because "the teacher's really nice and she lets us . . . like she doesn't get mad if we forget 

our homework or nothing. She's really good." 

Sometimes this kind of support and respect for the process of leaming is not the 

case. Of her teacher Student 25305 comments: "Sometimes 1 think she expects too highly 

of us, like 1 always feel that . . . 1 am not allowed to make mistakes. like if I make a 
rnistÿke then she wiii be mad or something." When asked what happens if students make 

mistakes Student 25305 says: Well, some people she kind of-if they have k e n  making 

really stupid rnistakes, sometimes she kind of ridicules them a bit. . . . 1 don't think it is 

really fair." In classroom 75 LOO, explains Student 75304, the teacher is "always raising 

her voice and yelling at us . . . alwoys sending somebody out of the room." For students 

yelling is disrespectful and discouraging. 

Interestingly, one student in Time 8 refers to classroom expectations for positive 

behaviour and sensitivity among students, and the benefit to students when these noms 

extend beyond teacher/student relationships to student/student relationships as well. In 

classroom 62100, says Student 62307 there is "mainly one mle-respect each other." 

Student 62307 appreciates this because, as he explains. "in past years like 1 have k e n  

cnticized because 1 kind of get good marks on tests and like I'm called names but during 

this year it hasn't been as bad because of that rurule, respect each other. It has really 

helped." 

Minimal Persona1 Interaction with Teachers 
Although students dislike public acknowledgement which might embarrass them 

personally or academicdly, they are keen to be recognized as individuals by their 

teachers in personal interaction. Some students (nine of thirty-four from Time 8) report 

that teachers will talk to them occasionally about things they do outside of school and 

take an interest in what they do. Siudents are pleased about this. Student 63304 says that 

his teacher is "interested in what we do." Sometimes. accounts Vary within classrooms. 

Student 79305 reports that the teacher doesn't talk to them about their friends or activities 

outside of school, but Student 79307 reports that: "She says about cross country skiing; 

she asked how 1 did in the race. I was in marathon oc her birthday." 
In most classrooms very little of this individual personal exchange iakes place. The 

kind of teacher interest in student lives demonstrated ûbove is not widespread. Student 
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28301. for example, says that the teacher does not talk to him about life outside school 

and Student 54301 reports that his teacher talks to hirn neither about his schoolwork nor 

what he does outside school. When asked whether she gets to talk to her teacher at al1 

about things that she does outside the school, Student 74304 replies, "Kind of. but not 

really though." When asked whether he has the chance to do that Student 743 11. in the 

same class, says, simply. "No." 

Two Time 8 students report on more in-depth teacher interaction with students. on 
an individual basis based in curriculum. Student 29304 explains. "In our journal [the 

teacheri writes little notes after comments and stuff." When asked whether he talks to the 

teacher about things that he does outside school, Student 72304 says. "not really" but 

then. upon further thought. adds, "Well. everybody has sort of like a chance to say 

something that they did every moming. . . a discussing, to talk about stuff." These kinds 

of indepth exchanges as part of daily classroom routine are rare. 

Most often when students are asked whether the teacher tdks to them they report 

incidents in which they initiated conversation or volunteered some information 

themselves. For example, Student 5 1314 comrnents that she talks to her teacher about 

herself: "1 told her about my older brother. . . . His wife had a baby on St. Patrick's Day 

and that's her birthday and 1 was just telling her about that." Siudent 78310 says that 

students tdk to the teacher " if we did something fun or something." 

About teacher revelation of self, there is only one comment arnong Time 8 students. 

Student 5 13 14 notes that her teacher "says what she does on holidays." Two other Time 8 

students report thrt their teacher shares personal interests. but they provide no details 

about this information. Teachers don't often share their personal lives and selves with 

students. 

Student 24304 reflects thoughtfully about teachers and students getting to know one 

another more personally, and the importance of this for students: "1 trlk to him about 

dance dl the time. Like sometimes it doesn't feel fie is a teacher, like he's seems like he's 

my friend sometimes when I'm talking to him about things." This teacher is one of her 

favourites: "1 think that's why because if you really don't like a teacher, like you're not 

redly going to do the work." 

Teacher Fairness 

Of the thirty-four Time 8 students, only seventeen (in twelve of nineteen classrooms) 

report that their teachers are fair. Five students (in three classrooms) report explicitly that 

their teachea are not fair or sometimes not fair. According to Time 8 students faimess is 
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demonstrated through consistent application of standards, appropriate discipline, and 

inclusion. 
Students report that some teachen apply standards and expectations consistently 

and others do not. Student 29304 says of her teacher. "With homework. she has to do the 

same thing with everybody even if you just forgot your book." When asked whether he 

thinks his teacher is fair. Student 78302 says. "Yeah. I'd say that. yes . . . because if they 
don't finish their work when they're due, she would make them stay after school or 

whatever because their work should be finished when it's due." 
Students who report that their teachers apply standards consistently. however. also 

suggest that this is informed by understanding and empathy. According to students. 
teachers who are fair also realize that sometimes extenuating circumstances apply. 
Student 28316 considers her teacher to be fair: "Sometimes if homework is supposed to 

be due today and it's not. she'd give you an extra-say it was due at 8:30, she'd give you 
uniil 2:30 or until tomorrow moming. But if it's not in by tomorrow moming then you'll 
have to stay after school till it's finished." Student 23304. however. says that her teacher 
is fair, "sometimes. sometimes not." She .cites an example: "Well, for being liate. 
sornetimes it's not your fault for being late or maybe you went to the orthodontist. Once 1 

was five minutes and he gave me the [Iate] essay. 1 didn't think that was fair." 
When asked whether her teacher is fair Student 24304 sums up quite 

philosophicaily the issue of consistent expectations versus allowance for human failure 

and unforeseen circumstiuice: 

Ycslh, what you really have to think ribout is  what is fair. Like we werc talking about this the 
othcr day at school. Whai is fair'? Some kids corne in and they ncver do their homework and 
onc kid, who has always dane thcir homework and they have boih forgoiien thcir homcwork, 
hc lets the one kid that h;is always done their homcwork off and thc person well, ihat's not 
fair, Thc whoic clus decided that it is fair, i f  thrit person just forgot oncc and the other person 
is forgetting al1 the time. 

When the interviewer cornments that students in this class talk about r lot of things. 

Student 24304 replies: "Yeah. We taik about feelings in our class and how to watch other 

people and l e m  their feelings. Like. 1 guess it's good for us to leam." This kind of open 
discussion about fairness and standards is unusual in classrooms. 

For students, appropriate discipline is also an aspect of fairness. Fair teachers 

punish or chastise those who are deserving. but do not do so to those who are undeserving 
of punishment. Justice is an extremely important issue for students. Student 28301 reports 
of his teacher that "she is fair. She, like, she sees, like. somebody bugging you she stops 
them and maybe they, like, try to lie, she tells them that 1 saw that or something like that. 



She's fair." This student adds that "like sometimes when we get a class detention, like 
one person is not doing anything. she lets them go home. Like she watches some people 

and they get to go if they're not doing anything but they're working." 
Teachers who impose class detentions are clearly seen as unfair. "Weil. states 

Student 25305. "the teacher says that we should be quiet, but some people don't listen 

and she gives us detentions if we talk and stuff and sometimes she gives class 
detentions. . . . 1 don? think they are fair, because some people weren't doing anything 
and the other people were." The teacher. this student maintains, "could just give out 

individual detentions." Accordhg to Stubnt 5330 1, Teacher 54 100 (Ms. Lurie) is also 

unfair for this reason. Student 54301 provides a detailed example. prefacing it with a 
caution: 

This may sound kind of stupid. . . . Like we were in these groups o f  thrce and one boy in my 
group he acts up like every day. He's not quite sane 1 think and he was putting paper balls up 
his nose and running riround the class and sneezing thcm on people's desks and we gat caught 
laughing ai him so WC had to, so  everybody wha got caught that day had to write a thrce page 
essay on behaviour. So we go! caught laughing at him and he didn't have to do it. . . . And 
anolhcr boy, hc was laughing too, but shc didn't really take him into considcration bccause 
whenever she looked at him he would bc like writing on some iopic but evcry time she was 
looking al the cliiss hc would be "Oh, yeah, yeah," and laughing ruound and stuff. 

As Student 25305 suggests above. faimess is simply a matter of addressing students 
individually about transgressions which Teacher 54 100 (Ms. Lurie) did not do according 
io Student 54301. Fair teachers do not, or rarely. impose class detentions. Student 24306, 

who describes her teacher as fair says, "There has been a few times that he has lost his 

temper. like he has gotten mad at the whole class and given the whole class a DT. but 
other thün that he talks to people individually." Teacher 61 1 0 0  also tdks to students 
individuall y about transgressions. If they are rnisbehaving, says S tudent 6 1 303, "she 
brings us outside and starts talking to us." This approach to discipline displays the teacher 

sensitivity defined as lacking by Students 22305 and 75304 in the "Teacher Sensitivity to 
Student Sensibilities" section above. 

Fairness is also demonstrated by teachers when they make efforts to include al1 
students and ensure that al1 students participate. "Shc never picks just like one student all 
the time, " states Student 62307 of his teacher. "she always tries to pick each student so 
that it isn't just one student doing everything and the rest are always working. Every 
student gets r chance." Student 72307 believes that her teacher is fair because she also 

"doesn't just pick the ones who always know. that always put their hands up. She goes 

around and 1 like that idea. Because people who don't know will just sit there." 



Those teachers who are reported as fair by their teachers also do not favour one 
student or a group of students over others. Student 63304 says of his teacher, "He is like 

saying to every student, he doesn't prefer one student or another." Student 63308 

testifies, similarly: "Well. he doesn't just stick up for that person. He just likes 

everybody ." 

Student Voic&tudent Choice 
"Additive" Listening: Listening to Student ldeas and Accepting Student 

Suggestions 

In classrooms in which teachers listen io students basic courtesy is extended to students 

by teachers: they take the time to listen to students' ideas and opinions. Student 54301 

explains that if something is said in class discussion the teacher "would give full attention 

to it." When asked to describe what "full attention" means he says: "Well, she won't 

intempt or say 1 don? think that is a good idea and stuff. She would listen to it and [say] 

'1'11 tüke that into consideration,' and stuff like that." 

In classrooms in which teachers listen to students, teachers not only listen 
courteously. but also act on that information if possible. In classroom 62 100, for example. 

the teacher "listens to our ideas and she decides with Our information and she's usuülly 

pretty good," says Student 62303. Listening to student ideas does not mean. however, that 

teachers accept al1 ideas. Some ideas are better and more sensible than others. and 

teachers make judgements. Student 24304 confirms that "if it's a good idea, he'll do it  

and stuff like that." 

Often when students affirm that teachers listen to their ideûs and opinions this is in 

the context of certain subject areas or activities such as physical education, free time and 

field trips. Student 23301 says that students in his class "put up . . . hands first. and 

suggest what to do in the free iimes. . . . She says, 'Okay,' and she says the one she 

likes." Student 61303 also says that his teacher pays attention to students' opinions and 

ideas bbespecially for gym." However. when rsked whether students are given other 

choices. or asked to contribute ideas for other subject areas he replies. "We never really 

do that." 

In some classtooms students may make suggestions and share ideas. but these are 
not necessarily considend seriously by teachers. Almost al1 Time 8 students report that 

their teachers will listen to them. but that teacher responses vary. Not al1 teachers take 

student ideas seriously; not al1 teachers will act or try to act on student ideas. Student 

25305 says that her teacher listens to student ideûs. However, when asked whether she 
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acts on them the student says, "not usually, but sometimes." She explains that students in 

the class feel that their ideas are not listened to, but they "still give their ideas. Sometimes 
they think it is unfair that she doesn't listen to them." When probed agin about whether 
students have input into what goes on in the classroom she replies, "Nope, not usually." 
Student 72304 says simply. "No." 

Sometimes students are given curricular/subject area choices by teachers: a choice 
from among several options, the opportunity to choose a specific topic within a broad 
topic area, or a niethod of presentation from various alternatives. Twelve of thirty-four 

Time 8 students report that they make choices of these kinds in their classrooms (eighteen 
of forty-three students in Time 2, and eleven of twenty-four students in Time 4). For 

example. Student 73304 says of her teacher that "lots of time in art she gives us about 
four things that we can do and we can choose which one we want to do." Student 23304 

reports that for a particular science assignment students "had n choice of either doing a 
skit or a drawing of it." In these cases students are given choices. but the options from 
among which they must choose originate with teachers. Thus. these choices are 
constrained or limited. They do not represent full participation by students, but are 
"listening" insofar as they indicate an awareness by teachers of the various needs and 
pre ferences of students. 

Students have many preferences and ideas about how the classroom situation could 
be improved and they sometimes approach teachers with ideas and suggestions. Six of the 
Time 8 students (in five classrooms) report that they have approached or plan to approach 
the teacher with an idea or suggestion; eleven students (in ten classrooms) report that they 
have not. More often than not, however. students wil! noi ipproach the teacher because 

they either know the tercher will not respond at ail, or they are not convinced that their 
teachers would be receptive to these ideas. Although Student 25305 believes that her 
clrssroom is too noisy she has not mentioned this to the teacher even thought she thinks 

that the teacher "would probably agree with me." She would not. in general, approach the 
teacher with a suggestion or criticism because, as she says, "1 am just really shy about it. I 
wouldn't want to-1 would be afraid that she would disagree and stuff." She adds, 

"Sometimes 1 get nervous when I'rn talking to Miss Halstrom." Student 23304 would like 
to do more projects in class, but has not suggested this to the teacher. When asked what 

she ihinks the teacher might say she responds, "I'm not sure." 

Class meetings are a convenient and appropnate forum for eliciting and addressing 
student suggestions and ideas, and for giving students voice in general. However, only 



two Time 8 students (in two separate classroorns) and one Time 4 student report on this 

prac t ice. 

Attentive fitening: Focus on Individuels 
Sornetimes, but rarely, the kind of teacher listening that students describe is a deep and 

thorough attentiveness to students. In contrasting the listening of her current teacher with 

that of a favourite former teacher S tudent 79305 effectively illustrates the subtle 

difference between listening in w hic h a teacher accepts students ideas. and deeper 

pedagogical attentiveness to students as unique and valuable individuals with legitimate 

concems. When asked whether her current teacher pays attention to what students have to 

say, Student 79305 says, "Oh yeah, she-when we raise our hand and give her an idea, 

she-sometimes she changes her ideas and gives our ideas." When asked to give an 

example she says, "Okay, let me see, like uhm. in math we would do r question and she 

would show us a way to do it and then someone would Say, 'Oh, last year we got a way 

how to show it,' and she goes, 'Thai's a good idea, you can do it that way too if you 

want."' While this is certainly a positive practicc, the student speaks even more 

emphatically of the deep, respectful attentiveness of her favourite teacher which wrs 

reported earlier in the Expectrtions section: "She would listen. i'm not saying the other 

teachers wouldn't listen. but she would be more interested in everything you say. She 
would always pay attention and never-she'd think we were her kids. She would pay 

attention to the kids." The listening of this favourite teacher goes beyond student ideas. 

The teacher demonstrates a pedagogical attentiveness to the child as individual, a 

listening which enables the teacher to get to know the child better both personally and 

academically. 

When teachers listen attentively to students issues discussed are often significant, 

and sometimes personal, going beyond simple curriculum choices. Student 23306 says, 

"One thing that 1 redly like about our teacher is that even if you disagree with him, he 

likes to hear your opinion." This student gws on to explain that "there's this one girl in 

our class and she's kind of a feminist and he doesn't get mad at her. . . . So because of her 

he tries to be a little more fair between boys and girls." When asked to provide more 

detail about this she explains that 

in the beginning of the year he was kind of partial to the boys because he's a real fan of sports 
and dl that kind of stuff, so  he was more partial to the boys than the girls, but then the girls 
started to make a fuss about it. . . . Like say, if we needed someone to go to help [the vice- 
principai] to set up something he'd always pick the boys because the boys have always been 



stronger than girls. But rhen we started ri fuss about we're just as strong as they are. So he 
stmed [to bel a lot more better about that. 

About her teacher Student 23306 says in summ'uy. "It's not like he listens and then 

doesn't do anything about it." 

Importantly. these teachers (five among the Time 8 group) listen to al1 students, 

and, like Teacher 23100 (Mr. Desjarlais), always respond. Of their teacher who listens 

attentively, Student 24302 says, "He takes the time to listen." Student 24304, also in the 

same class, says. "He listens to the kids, he doesn't just listen to himself." Listening 

attentively means taking the time to do so, and bcing sinccrc in onc's interest in whar 

children have to say. 

Participative Listening: Colhboration 

Sometimes. the listening that students describe signals a willingness of tenchers to draw 

students in as participative members of the classroom. Giving students choices is a good 

first step. However, in a more participative classroom students are not simply or only 

asked or allowed to choose from among a number of limited curricular choices. They 

participate more widely in curriculum and in direction-setting and decision-making for 

the classroom. 

Regarding cumculum Student 62307 explains of his teacher: "She doesn't just say. 

'Now, do this. do that.' It's like. 'You want to do that?' and, 'Well, it's your idea.' Like 

she doesn't rnind if we do something." When asked whether her teacher gives students 

choices, Student 24306 replies: "Yes, he does and we usually ûsk what he would prefer, 

but he usually says whatever we want to do. . . . like he asks what we think we should do 

and just how we feel we should go about doing it." In these clnssrooms students take a 

greater part in determining the nature and direction of their work. 

In classrooms characterized by "participative listening" (five in Time 8) students 

feel less constrained. They are considered to be responsible by the teacher, and are aware 

of the consequences if they are not. Student 23306 comments on the approach of her 

teac her: 

1 don? know, he just lets us, like he's-some ieiichers I've hiid, they've sort o f  kept cveryone 
on a leash, like they don't let them do anything, like just keep ihem. Mr. D. lets us sort of  
hûvc a freedom, but sometimes he says 1 give you a bit o f  freedom and you take i t  and run 
away, so i f  he does give us something, like say if you're allowed to work in twos or go s i t  
wherever we want, and we do get too wild, he'll put us back whcre we were bcfore. But if 
we're k i n g  good then he lets us smy there and he trusts us. 



Participation in the classroom is also demonstrated by the teacher's approach to 

classroom management and discipline. For example, some students participate in setting 

niles and organizational guidelines in the classroom and some do not. Twelve Time 8 

students (from six classrooms) report that rules in their classrooms were determined by 

both teacher and students together. Student 24304 speaks of the rule-making process in 

her classroom: "Well, the first or second day of school. we al1 sat around and we thought 

of a lot of niles together and then we just wrote down and we picked the most important 

ones we thought. So it wasn't mostly the teacher saying, These are the rules and you have 

to foiiow them; we ail thought them up together." Fifteen Time 8 students (from ten 

classrooms) report that the teacher set the rules in their classrooms. When asked wheiher 

students took part in a meeting or were asked their opinions about rules Student 22305 

says, "No, [the teacher] just told us that we just have to go by the rules." In the classroom 

of student 74300 the rules also came "from [the teacher] . . . . he tells you." 

In classrooms where students participate in establishing rules and guidelines 

teachers do not abdicate al1 responsibility. Teacher participation and teacher input are 

important. This is a collaborative effort. and agreement is key. The comments of students 

in these classrooms are notable for their references to a collective that includes the 

teacher. As Student 77305 notes: "We a11 thought up the niles at the beginning of the 

year. We al1 decided on what good rules would be for the class." 

PARENT PERCEPTIONS 
Meeting Student Needs 
Some parents, although not a great many (seven in Time 8. from six classrooms). report 
on the efficiency. effectiveness and dedication with which the school and the teacher 

respond to their child's needs. Parent 72204, for example, has a child with a leaming 

difficulty. Of school personnel, she says: 

I've found they're really willing to listen and work it out, but it's k e n  rcally difficult for the 
teacher this year to try and get inside of what's happening with his problem kcause hc's a 
very bright little boy who ripperus totally normal and il's uhm . . . she's rcally stnigglcs and 
I've appreciated the fact that she has not given up the struggle, that shc has really tried. It's 
not easy for me to understand and 1 live with him." 

She adds that "they've k e n  really good this year about modifying the arnount of work 

. . . the adjustments that have k e n  made in the curriculum for his leaming problem." 

Although this parent is pleased with the school's and the teacher's efforts to meet her 
child's needs, the satisfaction came only after much effort of her own on her son's behaif. 
A knowledgeable parent who is a district consultant, she intervened over evaluation and 



reporting. Of the process she comments, "When we decided to get in and modify the 

report card, what we discovered was that my concept and [the teacher's] were totally 

diffennt." She adds that she got the psychologist involved and "the teacher was resentful 

of thût." As much as al1 of this was difficult for the teacher, the puent sums up positively: 

"1 donTt know that anything more could have been done that hasn't k e n  done. I've asked 

[the teacher] to look at videos regarding his problem that she's willingly done. We've had 

long conversations about what it means to have a processing problem. It didn't come 

easy, but certainly over the course of the year we've both worked very hard nt making it 

the best possibie situation that we could." 

Very occasionally parents whose children are capable report on teacher efforts to 

provide extra challenge in the classroom (three parents from Time 8). For example, 

Teacher 28 100 (Ms. Thompson), srys Parent 28216, 

always has suggestions. Like, Sandra does well and whiit shc has been suggesting is that 
Sandra push herself that much furihcr, because she is very capable of doing work, instead of 
just sitting back and saying okay I did that, now I've got frec time. Actually, what she dws, 
too is she h;is ideas on the board on the side of thc dassroom for kids ihat are sort of at that 
levcl, where thcy cûn look. I t  gives them ideûs of what they should do. Or if they rire doing 
some kind of project, where the basics of the project, evcrybady docs, but if kids want to do 
more, shc gives them ideas. "Go do this, or go do that." That's definitely hclpful, becausc 
somctimes I think the kids can't think of what clse thcy can do Shc's g o d  thrit wiiy. 

Often, however, parents report that their children are not chûllenged in the 

classroom, or comment in no way about their children's specific learning needs king 

met. This is particularly the case for children who are academically capable. Parent 

77205, for exmple, believes that her son is not challenged in class, but is quite generous 

nonetheless regarding the teacher's efforts: 

You have to understand with hred that 1 spcni thc past threc ycars trying to gct him into some 
kind of advrinced education becausc he is absolutely tircd of leming the same thing ovcr and 
over again. So thot way it's hard to kcep him motivated and 1 think Mrs. Brewer has that 
trouble tao; but she has such a big class she just doesn't have the timc. That's k e n  ihe ciisc al1 
the way dong and whût happened with Jared was up until this grade, hc was the tericher's 
helpr and he helped in his brother's class and he helpcd oihcr studenis, he helped his teacher 
and so rather than sort of pushing him into more aciidemic things, they uscd him, 1 feel, you 
know what I mean? 

She adds, 'They still haven't given Jared something that he cornes home and he has to 

come to me and sry, 'I can't do this Mom. 1 need help.' So they 're not-ihey ' re still not 

challenging hirn to that point. He brings homework home and he sits down and he's done 

in ten minutes." 

Generdly, parents perceive there to be greater efforts made in classrooms to meet 

the learning needs of children who are experiencing difficulty, such as Student 72304, 



above, than those who are not, such as Student 77305. About this issue Parent 25205 

explains that there are no longer prograrns for gifted children, in which her daughter took 

part the previous year: "They just cut it right out of the budget, because 1 guess, well, if 

you have to choose between gifted children and children who have leaming disabilities. 

you really have to help the ones who have leming disabilities, right? 1 mean, 1 think so, 

so 1 don't know. Cassie, she cm do everything, and she doesn't really get bored. . . . 1 

mean sometirnes maybe she gets bored, but . . . ." Comments from parents like this about 

insufficiently challenged children who are bored in class are also not uncornmon. 

Often parents of academically capable children will report that the child seeks or is 
provided with challenges outside of school. Their dauphter, says Parent 72207 "has a rare 

combination of drive and ability" and "may not get enrichment at the school, but she gets 

it with-she does her own poetry at home and she's in the band and conservatory piano 

and composes her own music. So she does it on her own outside of school; so she gets it." 

Help and Explanation from the Teacher 

There are few comments from parents about the nature of the helping relationship in the 

classroom. Five Time 8 parents and eleven Time 2 parents comment that the teacher 

helps their child. Typically, comments about help provided by the teacher are from 

parents whose children need remedial assistance. Parent 24202 notes that the teacher has 

put her in daughier "in a help-in-math class, so she's getting individual help with her 

math. which has definitely improved." In addition, she notes that. "he spent extra time 

with her . . . at lunch hours or after school. If she's having trouble with something, he's 

available." Parent 72204, whose son has a leming disability (see comments in the 

previous section) also coments positively on the help that is given her son: 

The extra cime that's taken . . . at the end of the day there's ûlways an cxtrri few minutes io 
mûkc sure thai he gets to fil1 his agenda book out, becûuse he doesn't rilways catch things if 
thcy corne orally. She makes sure that she spends a couple of çxira minutes at ihe end of the 
day making sure that he understood what it is ihat he's supposed to do, which has been 
tremendously helpful. 

Certinly, the fact that teachen provide remedial assistance when and where it is 

necessary is good. Comments about teachers king helpful to al1 students. or making help 

available daily or on a regular basis, however, are less frequent. In this regard Parent 

77208 affims that "the teacher is good about that too." "If he brings homework home 

and if he doesn't undentand it and we don't undentand it then he can brhg it back the 

next day and she explains it to him and he has time to do it." Parent 21209 (Time 4) also 

speaks of the help made available to students. This panicular teacher, and only two others 
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among the entire teacher group mûke help available to students in the moming. Parent 
2 1209 explains: 

Mr. Sutcliffe does everything he can and he's available to them ewly in the morning. . . . 
When [my son] wris falling behind he wiis going in at eight every morning and that made a big 
difference. When he did pooriy on a test, especially in math and things like thiit Dave wou1d 
let him come in eariy for another week and then rcdo another test, and the differences were 
just-and it was Dave's way of caiching too what they didn't comprehend. 

In some classrooms. on the other hand. parents clearly perceive there to be less help 
provided to students overall. Of Teacher 78100 (Miss Davis) Parent 78202 says. "1 feel 

that therc's times when Jonathan . . . he'll come home wiih some difficulty in regard to 

math and 1 will sit down with him and explain something to him which might simplify his 
problem, whereas maybe at school he didn't get the same type of attention." This is 

something about which parents feel strongly. and which ;irises in comments about their 
children's schooling overail. Parent 24202. for example, comments of "other years. when 

there's been times when I've k e n  annoyed thinking that the teacher isn't doing the 

teaching, I'm doing the teaching because she is coming home consistently. everyday. not 
understanding the concepts and 1 felt that 1 was learning and teaching her more than the 
teacher was." 

Varying Teacher Respect for Students 
Parent sense of teacher respect for student varies. Almost al1 parents (twenty-seven of 

thirty-four Time 8 parents (and thirty-six of forty-three Time 2 parents) comment that the 
teacher does respect their child and they cite a variety of examples. ways in which the 

teacher demonstrates his or her respect: praising students (seven parents), listening and 

tdking to studenis (eight parents), and acknowledging and treating students as individuais 
(twelve parents). Teacher respect for students is seen by parents as r recognition of 

students as individuals and a demonstration of that in the classroom. 
Typicdly parents obtain a sense of whether the teacher respects their child through 

communications from the child him or herself about the tericher and the classroom. For 
example. Parent 24202 is sure that the teacher respects her daughter: "It's a feeling 1 get 

and it's also the feedback from ways she cornes home and to says, 'Oh, 1 got this today,' 

or 'He said this today.' She gets to do something special, you know." Because parents 
don't often witness interaction in the classroom and therefore do not gain firsthand 

evidence that the teacher respects their child. there can be uncertainty about whether 

respect is demonstrated to al1 students. even among parents who are certain that the 
teacher respects their child. When asked whether she thinks the teacher respects al1 the 

- 153- 



children in the class, Parent 28216 says: "That's hard to Say, because 1 haven't ever 

actually spent time in the classroom during class time. From a personal point of view. 1 

would certainly think that she does, but as I say, I certainly can't say for sure." When 

asked whether the teacher respects al1 students Parent 22205 replies. "1 guess. I don't 

know." Many parents are not certain thüt respect for students is a general feature of 

teacher interaction with al1 students. 

Despite the fact that twenty-seven of thirty-four Time 8 parents reply affinnatively 

when asked whether the teacher respects their child there is doubt among some of those 

parents. Puent 28201. for example, 1s not sure. When asked whether the teacher respects 

her son she says, "I would think so." When asked how she would expect the teacher to 

demonstrate that respect she adds: "That's really tough. 1 don't really know. I've never 

really thought about that. . . . 1 would h o p  she would, but distinctly, 1 don't know. . . . I 
don? know." Parent 132 14 (Time 2) also says, "1 don? know. 1 would imagine hc 

respects her. 1 have never seen him deal with her a lot." 

For five of the Time 8 parents and six of the Time 2 parents there is absolutely no 

doubt: they are certain that the teacher lacks respect for students. When Parent 25201 is 

asked whether the teacher respects her sons she replies: "1 think she's very strict on him. 

Respect him? Sometimes yes. sometimes no. I don't think she respects his feelings at 

times. 1 think she respects him as a person but I think at times when a little bit of 

understanding probably should be applied in respect to someone else's feelings at the 

time and how they feel is not." When asked whether the teacher respects her son, Parent 

28202 (Time 4) States: "No, absolutely not. She thinks that he's a little pain, he's 

stubbom, he tells lies. It's al1 negative." 

Occasionally parents will report that their child's teacher has demonstrated both 

respectful and disrespectful behaviour. When asked about the relationship between his 

son and the teacher. Parent 63208 speaks both positively and negrtively about the 

teacher : 

Well, like 1 said, il's just k e n  maybe the 1 s t  month thrit things have gotten worse. He's k e n  
saying that Monsieur called him a jerk onc day, but he didn't Say, "Jason, you are a jerk." He 
said, "Jûson, you can be A jerk sometimes" and so Jason took that qquite offmsivcly and hc's 
had a hard time being as close [O him since then cause he huri his feelings. But on the other 
hand, he's-like 1 said he kept Jason an hour and a hdf after school for a kart 10 hem tdk on 
helping him on how he cuuId havc a better relationship with friends and 1 thoughi that was 
pretty good of him. 

This sense that teachers are disrespectful sometimes is also reflected in the 

comments of Parent 54201. When asked whether she senses that the teacher respects her 

son she says: 



Somewhat. She has a bit of a sruciistic nature and 1 think he found her very hard to gel used to 
at the beginning of the year. Actually the first teacher he hasn't been really cornfortable with. 
And his teacher that he had for the two previous years wris very easy going and very kind and 
think he found that a big shock this yew to get somcbody who was sucastic would be a very 
good way to describe her nature and abrupt and 1 think he had a hard tirne getting used io that. 

When asked to rate her child's teacher on a scde from one to 10, however, Parent 54201 

is very accomrnodating: "I'd would still put her up at a seven or eight. She speaks very 

highly of Darren when she talks to me about him and she is respectful to me. 1 guess. 

Interestingly. these instances of lack of respect share a common theme: the use of 

insensitive or less than tactful language by teachers. Parent 333 11 (Time 4) commcnts on 

an incident of this kind and sums up the issue incisively: "We have been very concerned 

about a comment made by a teacher to my son asking if he was deaf. 1 want to talk to the 

teacher about why. There are better ways of communicating with a child. He is growing. 

He should be nourished." 

Listening to and Talking with Students 
Eight Time 8 parents (seven classrooms) report that the teacher listens to their child. Only 

one Time 4 parent and one Time 2 parent feel this strongly enough to report it. Parent 

78202 explains that her son's teacher "listens to what they have to say. Whether she 

agrees with them or not, she still listens to them." When asked whether the teacher 

respects his son, Parent 62207 says: "Yep. 1 think she does. She's a very caring person." 

He adds, "1 think she talces the time to talk to them." 

When teachers listen and tdk with students both are able to get to know one another 

better which is positive and beneficial according to parents. Parent 24204 believes that for 

this reason her child has found it eûsier to leam in class. "1 would say," she explains, "that 

he spent a lot of time talking to her. 1 think he spends quite a bit of time, of personal time, 

or I think he has a lot of interactions with the kids. She stays ûround quite often after 

school and helps hirn clean and stuff and he just spends time talking to her so in r non- 

structured situation. She's got to see him as a person and 1 think that's really important." 

Only Parent 24204 and one other Time 8 parent comment that the teacher shares his or 

her personûl interests with their child. 

For Parent 79207, too, the fact that her child's teacher has taken the time to get to 

know him has been helpful. This teacher is "younger so she just communicates the best 

with the children. 1 find the younger the teacher, they understand the children better. 

Cause he's had an older, much, much older teacher and she didn't talk to the children as 

well as this teacher did, really trying to understand them." Teacher 79100 (Madame 



Boucher), she adds, is the one her son has "liked the most." Because this teacher 

communicates well with students, explains Parent 79207, "that makes it easier for me 

cause he's just a happier child. Cause he's had one teacher before that he just did not get 

dong with at al1 and he was going through a redly tough time. He couldn't talk to her, 

she wouldn't listen to him and so with Jeanne, she communicates redly well with him 

and so it reaily-it's just communication which makes it a lot easier." 

This is not the case in al1 classrooms. Parent 142 1 1 (Time 2) recounts an incident in 

which the teacher did not listen to her son: 

Appiirently he wasn't givcn an opportunity to say what had happcncd and the lerist you could 
do is  hear him out, since she made sure that he heard her. 1 think she should have at leai ,  even 
if hc w u  wrong, which chances are he probably w u ,  but the point i s  thai she should have let 
hirn explain, "Well, 1 was out here getting a drink. Thût's why 1 w u  on ihe othcr sidc" or 
"Sean risked me io get his runners and that's why 1 wris talking to Seon" or, you know, but she 
kept saying, "No, no, no, no" and she wouldn't Ict him Say anything and thai rinnoys mc 
bccause oft'ien what you sec isn't what had happened and that happens a lot in schoot. 

In situations such as these, the teacher demonstntes disrespectful behaviour to students 

by failing to listen. 

Recognizing and Valulng Students as Individuals 
Some parents (five in the Time 8 data) comment that teachers see and acknowledge 
students as individuals and demonstrate respect in this way. When asked whether the 

teacher respects her daughter Parent 22201 says: "Yes. because when you go to the 

classroom, in the three-way conversations that you have in the interviews or even just 

greeting, she responds to the child. Some people kind of overlook kids, go around and 

talk to the adults, so it's kind of nice. She really values their opinions and acknowledges 

them king there." Parent 23206 says of Teacher 23100 (Mr. Desjarlais): "Her teacher 
tends to be a bit of kid of himself, he fools around with the students, and teases them and 

son of thing. 1 think he thinks of himself more as a peer than a superior. . . . He appears to 

be a good teacher and 1 think he does respect his kids and ueats them ail as individuals 

and as people and takes them for what they c m  do. . . . 1 think he tends be the kind of 

person who values a person individually." 

Most often when parents note that the teacher responds to and acknowledges their 

child as an individual they cite as an example the fact that the teacher asks their child for 

help or singles them out to complete specid tasks. When asked whether she has a sense 

that the teacher respects her child Parent 24204 responds: "Oh, yes, most definitely. . . . if 
Mr. Griffin needs some help, 1 think he talks to her because she cornes home from time to 



time and tells me that he needs this or he'd like that and could he borrow this and could 

he borrow this and could he borrow that, because we have the art store in the house 

there." 

Teachers, these parents note, will often cal1 upon the special talents or skills of their 

students. Capable students are often asked to help the teacher and to help the teacher help 

others. Parent 282 16 says of the teacher and her daughter, who is academically strong. 

and the teacher: 'They have r very good relationship. . . . She used Sandra's help a lot for 

different things that she's doing, if she needs some help she tends to ask Sandra to help a 
lot," 

When calling upon students for special assistance terchers typically focus on 

students' strengths. Most often, as in the case of Siudent 282 16 above, these are academic 

strengths. However, Parent 72204 says that her son, who has a leming disability is 

"often asked to do things. especirlly around computers and any technological things; he's 

son of become the school expert. He's even requested by other teachers to corne to their 

room and corne and help organize and set things up. He's k e n  dlowed to do that." In the 

case of students who experience difficulty, such as Student 72304. teachers will 

sornetimes highlight other particular skills and strengths in order io recognize these 

children. In these data, however. there is less evidence of teachers calling upon those who 

are not academically strong than those who are. 

Although most parents see teacher attempts to cal1 upon children for special tasks. 

especially those who are capable, as a positive sign of respect, not dl do. Parent 77205, 

who earlier notes that her child is not challenged in class, mentions that he has typically 

been "teacher's helper." "Rather than pushing him into more academic things," notes his 

mother, "they used him, 1 feel. you know what I mean?' 

Apart from teacher efforts to single chilciren out for special tasks there is little 

evidence of general appreciation for d l  students by teachers or attempts by teachers to 

develop this m o n g  students. When asked about whether the teacher respects her son 

Parent 63204 says: "He gets recognition in the class. . . . 1 think they appreciate what each 

other does. They applaud 1 think. Ryan told me where they've clapped for him and I think 

they do that for other kids too. if somebody's made progress or done something." Parent 

63204 is the only parent in these data who reports on classwide effons to recognize 

students. In addition, few parents mention ongoing teacher effons to individually 

recognize their children other than academically. Parent 56204, however, says that 

students in her daughter's class "are always getting letters from the teacher. Oh yeah, 

during the year she would send something like, 'Thank you Serena, you have been 



cleaning the blackboards every day this week and it is so nice to come in the moming 

because you have done such a good job," and, you know. just little things like that during 
the year. She would send a note to express the appreciation." Patent 56204 is the only 
parent who mentions this kind of personal expression from teachers. 

Inclusion and Participation in the Classrmm 
There is little said by parents about inclusion and participation of students in the 
classroom, about teachers inviting students to collaborate. apart from their comments 

about teachers listening to students and their recognition of students as individuals. No 

mention is made by parents of teacherlstudent negotiation of curriculum or classroom 
niles, for example, or even of class meetings although there are several teachers in the 

Time 8 sample who hold these meetings. The closest any parents come to references of 
these kind are cornments from Parent 23206 and Parent 24206. About involving students 
Parent 23206 says of Teacher 23100 (Mr. Desjarlais): "1 think her teacher in particular 
wants to make them feel involved in the school and feel wanted as people. 1 think that's a 

general theory in the school, 1 think a policy they're committed to, it  seems to be." 

Unfortunately, this parent does not specify what she means by involvement. Parent 24206 

comments, "1 feel ail around that Mr. Griffin encourages the kids to tiike an active part in 

the classroorn and you know he really stresses cooperation." This parent is not specific 

either about what an active part in the classroom means, or whether the cooperation to 
which she refers is that between students, or between students and teacher. 

SUMMARY: STUDENT/TEACHER INTERACTION 
Teachers here do not generally believe that students respect them enough or even at dl. 

They are firm in their belief that they themselves should respect students, but it is not 
always clear from what they say that they do dways demonstrate respect, or even if they 

do this sometimes. 
Some teachers in this sample think that students are and can be responsible. Others 

believe that students are not or canot  always be responsible about their schoolwork. 
Those who do believe that students cm be and are responsible typically have developed 

structures or implemented procedures in their classrooms to facilitate the acceptance, 

demonsiration. and growth of responsibility by students. They also provide choices to 

students. Most teachers contend that they offer students choices in class. but these are 
usually limited choices: "picking" frorn alternatives rather than "choosing" based on their 



own interests. Those who offer the most opportunities for real choice-teachers who 
believe that they have an active role to play in the development of student responsibility 
and who focus on responsibility in the classroom-often comment on the benefit to 

student motivation and interest. 
According to students here their classrooms are often noisy and disniptive. Some 

are more quiet and conducive to learning, but even these are punctuated occasionally by 

disniption that is imtating to students. Students like learning when it is "funw-and when 
innovative and interesting methods and curriculum are used in class students notice. 
These, however, are not ot'ten mentioned. Students are, in fact, often bored in class. 
Modification of curriculum is more common for students with leaming difficulties or 

disabilities, than for those who are academically gifted. According to students, choice in 
their classrooms is limited. Although students do have classroom preferences (especially 

about noise, cumculum, and student groupings). they rarely approach teachers with 
suggestions. In some classrooms teachers do elicit suggestions and listen to student ideas. 
Some go further, listening more attentively to students. and actively involving them in r 
collaborative classrwm. 

There is little evidence presented by students of regular. individual interaction with 
teachers about their schoolwork. Some terhers help. and explain satisfactorily, but not 
all. For students who are satisfied with their teachers help is an important feature of the 
classrwm. Students also appreciate opportunities to provide and receive help from one 
another, and seek this out even if formrlized opportunities aren't available. They are 
especially positive about classrooms in which help iunong students is encouraged. 

Little mention is made by students of teacher support and respect. Some teachers 

demonstrate fairness through consistent application of expectations and standards. 
appropriate discipline to individuals. and inclusion of al1 studen ts; others do not. S tudents 

cite occasions of public embarrassrnent caused by their teachers which sometimes occur. 
According to students, positive personal social interaction of a general nature with 
teachers does happen in some classrooms, but is not frequent and is often initiated by 

students. Little interest in students' personal lives is demonstrated by teachers, students 

contend. 

Among these students there is not a sense of a consistent approach or attempts by 
teachers to have students seek assistance from their parents ai home in fonnal ways. They 

do not, either, have a sense that teachers communicate this directly to their parents, or to 

parents overall. 



As for parents, many here believe that students are insufficiently challenged in the 
classroom. Although there is little parent comment about the helping relationship in the 
class, weak students usually seem to get help (but not always immediately) and strong 
students are not challenged. In sorne classroorns, parents maintain, teacher praise and 
encouragement serve to support students; in others little of this is apparent. Some parents 

comment that teachers listen to and acknowledge students as individu& These are seen 
as signs of respect which are not evident in al1 classrooms. Teacher respect for students is 

most commonly demonstrated by singling out students for special tasks, and this is cited 
more frequentiy than any other signs of respect. There is M e  sense among parents of 
choice in classrooms, of inclusion of students in collaborative ways, or of respect for 

students overail. 

PARENTISTUDENT INTERACTION 

STUDENT PERCEPTIONS 
Talk About Schooi 
Parents Ask About School 
Students report consistently that their parents ask them about school. About half of the 
thirty-four Time 8 and forty-three Time 2 students comment that their parents initirte 
school-related discussions at home. Typically, students note, parents will ask their 
children about the day and whether they have homework. When asked whether her 
parents ask her about school Student 23306 replies: "Yup. Like if there's sornething 
coming up or something we are tdking about, if something interesting happens we'll sit 

there and talk about it for a few minutes and then they always ask me, 'How was school 
today?' They ask, 'Do you have any homework?'. . . If I say that I do have homework, 

they ask if 1 understand it or need help with it." 
Sometimes, as the above quote suggests, parents' questions are about homework or 

lead directly to assistance with homework. Sometimes they are simply a spark for 

discussion about the schoolday. For example, Student 22301 explains that "after school 
[my mother] usually asks, 'What did you do today?' and 1 Say the sarne thing. Computers 

or math and show her my library book. If there's something in cornputers, 1 tell her about 

it, whatever 1 do." Often these discussions take place around the evening meal. Student 

62307 says, "Usually at the dinner table every day they say, 'Oh, what did you do today?' 



and we tell them." This comment about conversation over dinner is common arnong 

students. 

Students Talk About School 
While parents do ask their children about school. students also initiate school-related 

discussions at home, informing their parents without prompting about what they did and 

what happened. When asked whether he taiks to his parents about school student 62307 

says: "Yes. Like whenever 1 feel as if it is time to talk 1 usually just go up to them and 1 
talk to them about how my school work is doing, how good it is. what 1 could do to 

improve it that my teacher says." 
Either way-in response to parental inquiries or on their own initiative-students 

are typically not hesitant to offer information. When asked wheiher they talk to their 

parents about school almost al1 students reply thüt they do (forty-two of the Time 2 

students; thirty-three of the Time 8 students). "Yeah. al1 the time," States Student 72307. 

And usurlly students are not uncornfortable talking. Twenty of the Time 2 students 

volunteer that they like talking with their parents. As Student 73304 says. "1 like talking 

to my Mom about things that are happening at school." 

Student 79305 sums up the range of discussion about school that occurs in the 

home: 

1 talk to them about activiiies going around; track and field thai's coming. And ycah 1 talk to 
thcm about researches, about how I 'm doing.. . . Homework. It's not my favouritc subject 
but, um, I 'm good with i l . .  . . We ialk about gym. WC talk about fricnds, like how we'rc 
gctting along. 1s there any trouble with your-with your friends. 

A f'ew students mention that they do not (two only of Time 2 students) or do not 

often (three of Time 2 students) speak to their parents about school or things that happen 

there. Student 22305 says that she speaks about school "only if [my mother] asks me." 

She adds, however, that she tells her mother "if we are doing something. If we are doing a 

project on Canadû. when it's due and 1 tell her about science." Although some students 

will not seek out their parents to talk about school. conversation often takes place 

anyway, usually becûuse parents pursue discussion. 

Shrdrnts As& for He@ 
Students do not hesitate to ask their parents for help. Twenty-six of the Time 8 students 

and thirty-six of the Time 2 students report that they will ask their parents for help. "1 ask 

my mom for help al1 the time whenever 1 need it," notes Student 22305. Almost d l  



recount how and under what they conditions they ask for assistance. When asked whether 
he goes to his parents to ask for help or whether they check with him. Student 62307 

rernarks, "1 ask them, like if there is a complicated math question or another question that 
1 just can't get through 1 go to them and 1 check with them just to see that it's donc right 

so that 1 didn't get it wrong." 
Interestingly, student data suggest, parents are not the sole providers of assistance in 

the home. Student 73304 describes the circumstances in which she requires help from 
someone other than her mother: "If she can't help me . . . like with those word things 

they're kindÿ . . . they're in math and at the end of your page and each pige is like if 

Brirn had five cookies and Melanie has eighteen how many would there be? Thcn my 

brother usually helps me cause he's really good at them." Students aiso cd1 on their 
friends for assistance. Student 5 13 14 documents a comrnon practice among these Grade 4 

to 7 students: "Usually, likc if I'm not sure about the answers, 1'11 phone my friends." 
Not surprisingly, capable students often note that they do not require or desire much 

help from their parents. They do not seek out assistance as much. Student 23306 exphins 
that she will be taking Advanced English in Grüde 8 "so 1 don? really need help in that 
subject." In these cases. parents offer their assistance. but are called upon less often. 

Positive and Productive Helping Relationships at Home 

Student data show that overwhelmingly parents help their children with schoolwork. ln 
Time 8 data, for example, thirty-one of thirty-four students recount instances of parent 
help; in Time 2 data forty-one of forty-three students report that parents help them. 

Students comment that parents are willing to help with any schooiwork. wherever the 
child requires assistance. "Whenever 1 have trouble," says Student 77305, "they alwûys 

help me." As noted eûrlier, parent help is not solely dependent on student request. As part 
of after school discussions parents typically ask if students have homework and if they 

need assistance. 
Like most students, Student 62303 maintains that her parents will help her "if 1 need 

anything." Student data suggest, however, that typicrlly parents help more with 
mathematics and language, particularl y spelling, than any other of the subject areas. 

When asked about the subjects for which her parents provide the most assistance Student 

62303 notes, "Probably math, spelling and English." This is so for most other students as 

well. Math is a subject area in which students encounter particular difficulty for which 
they seek specific help at home. Alrnost al1 students report working on math with their 

parents. 
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In addition to helping students with math and spelling parents also provide 

assistance in a variety of other ways. They help students study, proofread materials, give 

opinions and suggest ideas. and assist with projects. They help students gather resources 

and take thern to the library, and also provide specidized assistance based on their own 

interests and expertise. 

While students acknowledge that thcy will accept help from "whwver's there" 

(Student 51314). there is helping-task differentiation among mothers and fathers. 

Typically and consistently, students perceive their fathers to be more capable 

mathematicians and üpproach ihrm for üssistimce in math. Mothers. on the other hand, 

are more capable with language, spelling and social studies. according to their children. 

dthough a few fathers are reported to have ski11 in literatture as well. Student 25301 says 

simply, "My Mom is better ai spelling. my Dad is better at math." When isked where she 

goes for help with math Student 23304 replies. "Math and science. my dad helps me." 

Nineteen of the Time 8 students report that their parents can help them with their 

schoolwork al1 the time. When asked whether his parents are able to help. Student 25301 

replies: "Yes. The odd question they don? understand." Student 61303 says. on the other 

hand, that he will ask his parents for help. "if they understand it. which is very unusuûl." 

Since student 61303 is a French Immersion class, this comment is not surprising. 

However, student perception overall of parent inability to help is rare 

Generolly. the helping relationship at home between students and parents is a 

positive one and students are appreciative of the help their parents offer. Twenty-five 

Tirne 8 and twenty-six Time 2 students report that they enjoy having their parent help 

them, andor that they and their parents work well or comfonably together. '$1 like iheir 

help," says Student 24306. "because if 1 cm't understand something they will tell me and 

then 1 will realize how to do it right." Parent help is a pmicularly welcome "last chance" 

when students have not understood at school because the teacher has not or was not able 

to explain well. About math help, Student 23304 says. "Sometirnes the teacher dwsn't 

explain it so 1 just go home and my dad explains it a lot. if 1 don't understand." Where 

help is concemed a positive parent attitude is especially reaffirming and encouraging to 

students and also makes working together enjoyable. Student 72307 says of the assistiuice 

she receives from her parents: "It helps me a lot. My dad will explain it. And explain it 

over and over until he knows for sure that 1 undentand. He never gets annoyed. It really 

makes me discouraged if I cm tell they're getting annoyed." 

Although most students indicate that helping exchanges generrlly proceed well. 

problerns do occur and sometimes parents and students have difficulty working together. 



Fifteen Time 2 students and sixteen Time 8 students reveal that they and their parents 

encounter difficulties from time to tirne. Parents, students suggest, sometimes have 

difficulty with subject matter knowledge. Students typically describe this as "not 

understanding." Sometimes students are simply leaming new content in school or using 

new systems (e.g., metric measurement), technologies (e.g ., computers) or teac hing 

methodologies that were not part of their parents* elementary school experience. In these 

instances parents must l em something new or reacquaint themselves with material that 

they leamed long ago. About helping with math, for example. Student 74304 says: "My 
rnum, she usuaiiy does the question a couple of times cause she hasn't done it for such a 
long time before she cm actudly help me. . . . She usually has to refreshen her memory 

cause she doesn't quite get it at first." Although students are conscious of difficulties 

posed by cunicular knowledge, their comments are ultimately positive. Students report 

parents c m  usually help them in the end. 

Interestingly, time is a rwely cited constraint among children. Although parental 

work schedules can affect parenthtudent collaborative efforts this is mentioned in the 

Time 8 data by only three students, and not at al1 by Time 2 and Time 4 students. For 

students, time constraints in their parents' lives are not a significant impediment to in- 

home helping relationships. 

PARENT PERCEPTIONS 
Talk About Schwl 
Parents As& About School 
Parents consistently report that they ask their children about school. Commonly when 

children and parents gather in the home each day-after school or ai dinner tirne- 

parents ask how the student's day was, what they did and what happened. They also ask 

whether the child has homework and offer their assistance. The comment of Parent 742 1 1 

is typical: "When he cornes home, like our nomai practice is first we ask what have you 

done today at xhool, what homework do you have or assignments and do you need any 

help with that?" 

Sometirnes student will volunteer information on their own to their parents, but 

often parent questions are necessary in order to elicit information from students. For some 

parents asking questions is a regular strategy. "1 think 1 have to ask him more," says 

Parent 78202, "1 ask hirn first how school went, what was exciting to him that day." 



Students Talk About School 
According to parents. students will generally taik quite willingly and openly about 

school. Twenty-nine (of thirty-four) Time 8 parents report positively on this. Their 

comrnents suggest that a rich discourse about school and academic matters takes place in 

the home. 

Parents note that students discuss their academic work and what they are leaming. 

especidly if it is of particular interest to them (usually during homework time), and 

results from tests and assignments. "She's always telling me how she did on her test and 

what she did and how many p y r s  of niüth slie go[ sornplrted and things like that." states 

Parent 79205. Students will also talk about the general happenings of the day, special 

events and activities, and what others have done. Parent 23206 reports that her daughter 

"volunteers 'The Good. the Bad and the Ugly' if they happen to somebody else." 

According to parents students also share information about the social aspect of school 

life. "Her priority i s  not schoolwork." edmits Parent 24204 "so 1 know more about the 

social aspects of the classroom than 1 do about what's actually k ing leamed and taught 

until it gets to be homework time and she is having trouble." 

Students' personal problems are also the subject of after school conversation, 

although as they enter adolescence and seek more independence students often become 

more reticent and private. Parent 25201 notes thût her son tdks about "more the bnd. He 
doesn't come home and say. '1 had a really good day today,' but he will come home and 

say. 'You know, 1 had a detention today' . . . something like that." Parent 73206. on the 

other hand, explains that her drughter will "express that she's upset but a lot of times she 

won? go any further. but it's usuaily just something amongst a group of friends that's- 

so 1 guess she'll confide in me only to a certain point." 

Studenrs Ask for Help 
As noted above, parents ask their children if they need help with homework, usually as 

part of their discussion about the schoolday. Parents also explain. however that students 

will generally ask for help if they require it (twenty in Time 8). Parent 24202 explains 

that her daughter "consistently asks." This mother adds that her child also asks her father 

for help: "She doesn't ask me for help with math, she asks her dad. . . . I'm definitely 

better in the English and Socials department and he's definitely beiter in the math 

department and they've figured thrt out, so she goes where she figures she can get the 

most help." Typically, parents note, children will ask for help in subject areas that are 

difficult for them or with special problems that they have encountered. 

- 165 - 



Parents explain, not surprisingly, that students who are capable and can easily 

complete their work on their own, ask for help less often. Parent 79205 provides an 

example: "When (my daughter] needs help, yes, she does ask, if there's something, but 

like I'd said. she's a pretty strong student there; she cornprehends basically everything 

that's going on around her." Students who prefer to complete work on their own. who ;ire 
becoming more independent. also seek help less often. "She's very independent that 

way," explains another Parent 74204. "I've offered and offered till the cows come home 

. . . and 'Nope 1 can do it, mom.' But when she does bnng us something to proof read or a 

math situation-'Cm you heip me with ibis?'-then we do help her." 

Occasionally. parents note, students will hesitate in asking for help because they 

feel confident, or. rather, falsely confident, that they cm complete the work on their own. 

They may feu that their parent may not be able to help and do not want to risk 

embmassing him or her, or are uneasy about working with a critical parent. Each of these 

factors is cited only once in the Time 8 data, however, and ultimately did not prevent the 

students in question from obtiiining the help they needed. 

Positive and Productive Helping ReIationship at Home 

Qualitative data from parents reveal that al1 parents help their child at home. with 

schoolwork directly and with a variety of other things indirectly related to homework and 

assignments. Naturaily. parents whose students are capable academicnlly provide less 

direct assistance than those whose children are experiencing difficulty. As Parent 282 16 

notes. "just for the most part she gets her homework. she's capable of doing it and 

doesn't really need rny help." However, parent data suggest that most homes are hives of 

activity related to schoolwork, that parents support and try to support their children's 

schoolwork as much as they cm. 

Parents help with homework in general, and respond specifically when the child 

needs or requests assistance. They answer questions and assist their child when he or she 

is stuck or does not understand. Parents also help their children review material leamed at 

school and practice for tests-especially spelling-and proofread and edit written 

assignmenis. They provide assistance with school projects which include suggesting 

ideas. helping to obtain resources from the library and elsewhere, organizing material. 

and providing general guidance. When asked how she supports the leaming of her child 

at home Parent 73204 explains, surnrnarizing parental effort in generai: "Well, certainly 

just helping with homework and projects and things like that. . . . 1 just always make sure 

it's done and if there's any questions certainly help with th&' In addition to helping 
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students directly parents provide reminden to students, helping to keep them on schedule, 

particularly with longtem assignments and projects. 

Parents report that they are conscientious about following up teacher suggestions 

for help or review at home. They will work with their child if he or she has missed 

something at school due to absence or has failed to understand new learning entirely, 

even if the teacher does not specifically ask them to do so. "If 1 notice that she needs the 

help or the teacher has commented that she's a little behind in something," strtes Parent 

79205, "then 1 help give her the push." When parents are not able to help they will often 

point their child in the direction of assistance (other farniiy members or the teacher) or 

towvds resources that are not available in the home. Like students, they also report thrt 

there is gender differentiation with respect to help: fathers tend to help more with science 

and math; mothers tend to help more with Ianguage and social studies. 

In addition to providing assistance and material support that is directly related to 

homework and projects, parents also try to provide opportunities and materials. such as 

books and encyclopedias. and encourage activities which support general leaming at 

home. This include visits to libraries and museums as well as other cultural. sport and 

travei activities. Parent 24204 epitomizes these efforts: "1 get in extra books, extra 

reading material, videos. art supplies, you name it. We either have it, have done it. have 

bought it, rented it, bonowed it. We go to museums, musicais, plays, take them on trips 

and do tourist stuff and read. Send her to Jûpan, spend money on them." 

Parents also make efforts to talk with their children about world issues and othcr 

academic matters, and encourage their children to read. When asked to describe how she 

helps her child Parent 24204 replies: "The same thing that 1 been teaching her, oh. life. 

and every time something new happens we talk about it and discuss reactions and discuss 

what ifs. How do 1 help her to l e m ?  It's a daily thing." 

Most parents also do their best. within their capacity and means, to provide the in- 

home kind of cûre, support. encouragement and extra-curricular activities that will 

provide a firm foundation for the child's leaming and work at school. Parent 73204 

ex plains: 

I'd like Alison to pmicipate in a lot of things, so  1 think support to try things even if she 
ihinks that she can't d o  thcm . . . just the support. Getting her to bed where she has enough 
rest that she can function properly and making sure things are completed . . . keep her hedthy 
. . . 1  don't know, just al1 those things that make a child able to function properly at school." 

Parents. like students, typically report that the helping relationship ai home is a 

cornfortable one (twenty-one in Time 8). Parent 63208 comment typifies parent response 

to helping: "Yeah . . . 1 like doing stuff with them." When asked whether her son enjoys 



the experience, she replies, "Definitely, yeah." Parents are satisfied. as Parent 78202 

points out. when they are able to help their child: "1 feel good when I'm able to help him 

understand. I won't help him do anything. but . . . it makes me feel good when I show 

hirn a system that works for him." 

Like students, parents also comment that problems occur and sometimes the two 

have difficulty working together. Twenty Time 8 parents reveal that they and their 

children encounter difficulties from time to time. Parents too describe the major problern 

as "not understanding" but do not perceive this to be an insurmountable problem. Lack of 

understanding and lack of skills. rather than lack of intellecturl ability. are often a 

problem for parents whose formal educrtion is minimal. Parent 22205. whose daughter is 

in Grade 6, comments that she is still cornfortable helping her child with schoolwork, 

adding that "they haven't got into any of this stuff that 1 don't know yet. It's pretty well 

basic." 

"Not understanding" may also mean that parents have forgotten the particular 

material the students are leaming. that they are not familiar with new methods and 

terminology, or that their children are learning content in school or using new 

technologies that were not part of their own school exprience. Math is the most difficult 

subject area for parents: both the content and the methods can be a problem. 

Understanding is dso a problem for parents of French Immersion students who do not 

speak French. However. this barrier doesn't forestdl help entirely. French Immersion 
parents do their best. "Oh sure, yeah . . . my French is limited." noies Parent 63204. "but 1 

help as much as 1 cm." 

There is a greater sense among parents thon students of constraints upon helping 

originating from the teacher. Three Time 8 parents, eight Time 4 parents and eight Time 

2 speak specifically of this kind of obstacle. Parents comment that not knowing what is 

happening in the class prevents them from assisting as they might. When asked if there is 

anything thût prevents her from doing more to help her child ût home. Parent 72204 says. 

"Not knowing the content of the curriculum-not the content, I know the content of the 

curriculum-but the what the teacher happens to be focussing on at the time, the theme 

work." Parent 16222 (Time 2) suggests that "if they do a project and . . . they know it is 

going to be a kind of difficult project, they cd1 you and Say, well. we are are working on 

this and this is what our aim is and this is what we are after and if they told me a little bit 

more of what they wanted then 1 could probably help her easier." In addition, parents 

comment that they cannot help their children at home when they do not know that the 

child is having difficulties. If teachers alerted them to problems, which does not always 



happen. they could provide remedial assistance at home. As Parent 1721 1 (Time 2) notes: 

"We don? find this out until we see the report cud. And we would Say, 'What's this? 

Whût happened here?' 1 did talk to Mr. Kelley and said 'Look, 1 can't help you unless 
you tell me what's going on."' When teachen alert parents. parents maintain. problems 

are often easily remedied. Parent 32205 (Time 4) notes that her son "hadn't understooâ 

one concept in math. The teacher hadn't taken him aside and helped him. Once we knew 

what it was we spent twenty minutes one evening and he is now back getting A's agrin. 

That is the kind of feedback we are looking for." 
Like students. parents comment that helping is more enjoyable and easier when 

students are receptive to parent help. and that "Who's right" arguments can also cause 

difficulty in the helping relationship. Parents also acknowledge that their approach to 

helping is important, that helping relationships are less productive and less hmonious 

when parents are demanding and criticai. Most parents-whose lives are busy with work 

and farnily concerns-comment that tirne is scarce. but none report that lack of tiine 

impedes them entirely from helping their children. 

Despite the difficulties and limitations to which parents refer, they generally feel 

that they are helping their children to the best of their ability and resources. When asked 

whether she is satisfied with what she currently does to help, Parent 22201 replies: "1 

think so. 1 think that 1 do as much as 1 cm." Most parents comment similarly. but at the 

same time twenty-six Time 2 and eleven Time 4 parents report that they could and would 

like to do even more, 

Developing S tudent Responsi bilit y 

According to parents, responsible students are those who know both what work they have 

to do. at school and ai home. and do it to the best of their ability. At home this means 

completing homework; rt school it means completing one's daily work. For parents 

responsibility also means participating and responding in class, and planning and 

organizing for tests and longterm assignments. Responsible students do not procrastinate 

and leave everything until the last minute. Twenty-eight of the Time 8 parents report that 

their children are generdly responsible, aithough some (eight) indicate that their children 

are weak in some aspects of responsibility. Six parents report that their children are not 

responsible. 

Of the elements of responsibility cited above, students, parents note, have the 

greatest difficulty with studying and planning ahead and completing longterm 

assignments. "She tends," says Parent 28216 of her daughter, "to kind of leave things to 
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the last minute. . . . Instead of saying. 'Okay. 1 have two weeks, 1'11 do a bit.' and kind of 

get a time schedule for how to do it, she tends to leave it to the end." This child is one 

whom her mother otherwise describes as having "everything done that's supposed to be 

done, handed in on time and she does it very well. . . . She's responsible. She knows that 

it has to be done and she does it." 

A number of those parents who comment that their children are responsible claim 

they have always been this way, that it is an inherent characteristic of the child thnt is 

independent of tirne and place. As Parent 24204 explains of her daughter: "Therc's no 

probkm. The kid's a keener-beaner. She's a self-starter." Parent 7421 1 says of her son: 

"He's extremely responsible. 1 think that's his personality; he's been that way since he 

was really young." 
Those parents for whom responsibility. and developing responsibility, is a concem. 

see a role for themselves at home. Many parents characterize this role as one of 
"reminding" not only with regard to homework, but also and especially longterm 

assignments and studying. Parent 63204 comments chat as far as responsibility is 
concemed, her son is "pretty good for a Grade Four. He knows what he's got to do. We 

have to nudge him . . . rernind him. I mern he's not perfect. that's for sure. "Nudging" is 

especially important, Parent 54201 points out. when students are first assigned work to 

comptete at home. but also for longterrn assignments and studying for upcoming tests. 

even when students are generally responsible and always complete their homework. 'This 

year." says Parent 54201, "was the first yeûr he has had homework and he is bringing it 

home and mentions this project is due in a week and so I might then say. 'You have 

hockey on Wednesday and you're going out to a basebdl g m e  on Thursday. That leaves 

you with two nights.' 1 might give him that kind of direction but he is bringing the stuff 

home." 

Many of these parents. even those who comment that their children are "naturally" 

responsible, suggest in their comments that there are variables or factors that contribute to 

the degree to which their child is responsible. These factors include the work itself, the 

child's interest in it, and the teacher. Parent 63208 characterizes her child as one who 

lacks responsibility, who knew about a book report for two weeks, but "left it for the last 

night from start to finish." She adds, however. that without procrastination he completed 

a research assignment on Alexander Mackenzie which "he thoroughly enjoyed. He talked 

about it d l  the time and ended up with an A on it, and he did it on the computer and he 

was quite proud of himself. . . . He did that al1 himself." Parent 23204 comments that 

generdly her daughter is responsible and knows what assignments have to be done, but 





donPt know, 1 wonder about that," says Teacher 23 100 (Mr. Desjarlais). Teacher 

responses are often framed in the conditional tense. For example. Teacher 24100 (Mr. 
Griffin) says. "1 mean as far as education 1 think most parents could help in some way. be 
involved some way." Teacher 28 100 elaborates: "1 think in most cases, the stuff that we 

are doing that they should feel qualified. 1 don? think that there's anything that we are 
doing that would be too much. like judging on meeting the parents and meeting on the 

conferences. they al1 seem quite capable to me of handling what it is chat we are doing 
and 1 guess that is why we do cal1 upon them to proofread and sign things. But generally 

speaking, 1 think they should." 
Teachers' comments that parents "could" and "should be able to help and "could 

and "should" feel capable of helping suggest that they are not confident about the extent 

to which help is taking place in the home. In fact, nine Time 8 teachers believe that 
parents could help their children more and only three of dl of the Time 8 teachers claim 
that parents are doing al1 that they can to help. The perceived absence of parent help in 

the home is seen by teachers as lack of parent support for their efforts. Teachers often 

describe this problem as lack of follow-through in the home. Teacher 25 100 contends that 
"some parents honestly believe that when they say to their kid. 'Do you have homework,' 
and the kid says, 'No 1 finished it,' the parent without checking that, they honestly feel 

that they have supervised." Teacher 7 2 1 0  describes a student in her class who "lives 

with his Dad and his Dad means well but there's just . . . 1 guess there's just not the 
commitment there to make sure he's got his work complete and it upsets everything." 

In the last quote above. the implication is clear that many parents are not really 
interested in what their children are doing. There is a strong sense among teachers that 

parents, or at least some parents, do not help because they do not want to. They are not 
interested. Arnong Time 8 teachen. for example, there is only one teacher who States 

explicitly that not wanting to help may not actually be a problem. Eight of the Time 8 

teachen comment outright that parents do not want to help. Teacher 62100 says, "Sorne 

parents seem to choose not to be cornpletely involved." She explains that she tried to get 
six of her students involved in a home program to improve their times tables mastery: 

"They had to to it at home. Four out of six worked really well, but tw-unfonunately 
the students dida't get the support at home." Interestingly. she focusses on the negative, 

the two whorn she daims did not help. rather than the four who did help. 

Among the teacher data here positive parent support is reported most strongly from 

the French Immersion teachers and from teachers in the Time 4 private non- 

denorninational xhool. French Immersion Teacher 63 100 (Monsieur Laurent) notes that 
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he gets "a good response" from parents. "1 found parents are very concemed about how 

well the kids achieve in the classroom and how they compare also, with their peer group," 

he explains. "1 find parents very supponive with the hornework and if they find that the 

child is having particular difficulty with it, they'll usudly phone and set up an interview 

or something similar. And then behûviour, the same thing." The private school teachers, 

in contrast, see at-home help as negative. Parents, they contend. help their children too 

much with schoolwork, especiaily projects. Teachers report that they have had difficulty 

discriminating the child's work from the parent's and they are concerned that students 

have the opportunity to do and leam from their own work. Teacher 34100 (Tirne 4) says: 

"The only problem that 1 personally have had is parents doing too much of the work. 1 

have set it up better this year so that parents are more educated about what they should be 

doing. They have started to realize what their role is and that has been different this year." 

Sometimes these teachers will request that parents take a slightly less active role in the 

completion of projects. Teacher 34 100 says that she has sent parents "a little note: Don't 

help the children too much with projects. It's the child's job, not the parents."' 

While teachers seem to focus on the deliberaie non-involvement of parents they cite 

at the same time a number of constmints extemd to the classroom that affect the helping 

relationship at home including lack of time. language. and the challenge of 

adolescentlparent relations. Teachers also point out that parents may not understand the 

curricular material of the classroom or have the skills to help their children. They 

emphasize, to a much greater degree than parents, inherent parental inability and lack of 

education, and the discornfort and lack of confidence which may result from this. "A lot 

of parents can't do the work," explains Teacher 51 100, "not just language problems. 

Some of them can't do the math or don? understand what they're supposed to do." 

According to teachers, not knowing the cumculurn or methods dso poses a problem for 

parents in helping their children. When asked what prevents parents from doing more to 

help their children l e m  Teacher 24100 replies: "That's a tough question. Maybe just r 
lack of knowing what's going on in the school." In addition, teachers occasionally remark 
that expectations rnay play a part in difficulties with helping at home. School and home 

expectations rnay differ and parents may not always know what the expectations of the 

classroom are and what to emphasize at home. 

Interestingly, when teachers speak of the barriers posed by cumculurn, methods, or 

expectations they neither suggest that they rnight be responsible in part for this difficulty 

nor that there may be a role for teachers in remedyiog this problem by informing parents 

and helping them CO understand. Only one in al1 of the Time 8 te ache^ suggests, and 



rather subtly and indirectly. that she might have some responsibility in sharing either 

expectations or information or both with parents. When asked what prevents parents from 

helping their childreti more with schwlwork French Immersion Teacher 62 100 (Madame 

Tremblay) says: "Probably a lack of communication. Ideally 1 would like to have them 

more informed in certain subject areas." 

SUMMARY: PARENTISTUDENT INTERACTION 
According to students. parents ask about school. Students also report that they themselves 

initiate discussion about school. Most often this takes place on a daily basis. Students aiso 

ask for help with schoolwork and parents offer assistance. Helping relationships in the 

home are extensive and intensive. Parent data are consistent with that of students in 

suggesting that there is huge "academic" discourse in the home and strong helping 

relationships. that students ask parents for help, and parents offer assistance. Typically 

parents and students are cornfortable and enjoy working with one another, but there are 

occasional difficulties and tensions. Personal relationships between adolescent students 

and parents often become a problem ût the Grades Four to Seven levels. Students 

contend, however. that parents are usually able to help, and they appreciate this 

assistance. For their put. parents strive to provide assistance in the home whether the 

teacher works to facilitate this or not. However. both helping and taiking appear to be 

facilitated by teacher practices. 

Among teachers there is doubt about whether parents are able to help their children 

at home. Teachers focus overwhelmingly on barriers to help in the home. They perceive 

there to be a great many obstructions. among which are lack of parent interest, parent 

innbility and lack of education. According to teachers parent "could" and "should" help. 

but they are not convinced that parents actually do so. Teachers do not at al1 perceive the 

home helping relationship that parents and students describe nor do they have a sense of 

the extent to which discussion about school takes place in the home. They are not aware 

of how much help students are getting ai home. and how much parents and students 

actually talk about school. 

In general. teacher perceptions about student/parent relationships and activities 

differ from those of parents and students. In addition, there is more consistency within 

and between parent and student comments about the parent/student relationship than there 

is in teacher comment about studenilteacher interaction. Although homes differ in their 

membership and by socioeconomic and sociocultural characteristics they are strikingly 

similar in these data with respect to the nature of studentlparent relationships and 
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activities regarding school. Homes appear to be more alike one another in this regard than 
classrooms. 

PARENT/TEACHER INTERACTION 

PARENT PERCEPTIONS 
Reporting to Parents 
R e m  Ca& 

In British Columbia schools report cards are mandated and use is standard. Five reporting 

periods are required. Three of these reports must be written; two are informal reporting 
periods which schools can determine individually. School practices Vary, not in the 
quantity of "reports" made available to parents. but in the specific nature and quality of 

the report to parents. Differences among teachers and schools are most apparent in the 
range of informal reporting practices. Sometimes schools will decide on a schoolwide 

approach to the informal reports; sometimes teachers are free individudly to decide on 
the kind of informal reporting to be done, at leüst for one of the informal reponing 

periods. Typically, one of the informal reports is designated as a formal parent-teacher 
con ference. Holding at les t  one parentlteacher con fer ence is standard prac tice. 

There is among these parents much discontent about reporting strategies and report 
card format. Only nine of the thirty-four Time 8 parents report positively on the 
communication of information about student progress and achievement from teachers. In 

general parents often don? feel that report cards tell them enough. "1 have felt out of 
touch," notes Parent 34202 (Time 4). "1 have had very little contact. We would get report 
cards but they are not very informative." 

According to Parent 78202, not being fully informed or aware of their child's 
achievement and progress is "a parent's biggest concern nowadays . . . especially the 

lower intermediate grades. We donTt know where our children stand." This parent speaks 
specificdly of anecdotal report cards: 

It's very hard for a puent to understand how iheir child is doing when dl they'vc had arc 
written reports. . . . His 1st report card that he did get, um, the teacher did indicate whether he 
was average or not, or below average or above average, but I dodi know if she's taking that 
on a classtoom level, or on a school level, or i f  she's triking ihiit on the district level. So it 
really doesn't tell me, percentage wise, where he is." 



For this parent, and for many, report cards. particularly those that are anecdotal. do not 

provide enough information about a child's weaknesses which is crucial for parents who 

want to help their children. 

According to parents letter grades provide them with more infonnation about how 

their children are doing. about how they "stand" in the class. Once again, parent 

preference for this information aises from concem about providing assistance. For Parent 

2830 1, like the others, knowing how her child is doing "on a scde in the clüssroom" is 

important "because if he's falling down, like when is al1 this going to be caught up. right? 

He's falling behind the average student he obviously needs extra work." Parent 28201 

suggests that not only is comparative data (letter grades) important but also full 

information about classroom standards and norms. Ail of this enables parents to 

contextualize their child's achievement md better cues them to the need for assistance. 

Puent 28201 refers to how her son is doing "in cornparison to other students. Like if the 

average kid. if the test was out of ten, and the average kid got four and Craig got five, 
then to me that must have been a hard areû and nobody understood. Or if the average 

student got ten and he only got two or three. then he must have missed out somewhere." 

She notes that she has received this kind of information from her elder son's high school 

math teacher and it helped her to understand the challenges of the course and her eldest 

son's achievement and effort. Parent 28201 and others point out that this kind of 

information aboui the class as a whole (e.g.. class means. mode. median) cm be given to 

parents without jeopardizing confidentiality at an individual level. 

Those parents who do receive regular interim reports, or weekly reports in a work 

folder (as opposed to required informal reports) point this out and speak favourably of 

these procedures. Parent 54201 says of her child's teacher: "She sends home a thing 

every Fnday. It's about their behaviour in class, whether their assignments have been met 

and stapled to an "R", probably at lest  two assignments a week, a spelling test, Say, and 

mûybe a math quiz and I redly enjoy seeing that. Every single Friday it cornes home. 

And that keeps me on top a lot more than a three month report would do. So 1 am quite 

happy with that." These frequent reports enable parents to be current with their child's 

progress and achievement. Often they include mid-terni grades. or percentage scores for 

tests and assignments in different subject areas, which also keep parents up-to-date, 

especially in the absence of letter grades. Many parents, like Parent 54201 above. suggest 

that three written report car& is not enough. Tm much time elapses between these 
reports, and parents are not kept sufficiently up-to-date. Parents who receive interim 

reports appreciûte them especially for this reason. They are not a common feature of 



regular classroom reporting practices, being provided by only two Time 8 teachers and 

three Time 2 teachers. 

Three- woy Confctences 

When parents comment extensively about conferences with teachers, they do so about 
three-way conferences which are reported by eight Time 8 parents (from six Time 8 

classrooms). Regular interviews are referred to by only three of the remaining Time 8 

parents. Parents who are involved in three-way conferences are pleased that students are 

involved, that the discussion includes them, and believe that these conferences are 
beneficial for students. Parent 23204 has alw ay s been positive about even traditional 

conferences because, as she notes, "we ûlways discuss what happens after anyways." 
However, she adds: "lt is a little bit better doing it with the students, as well, especially 
when they get older. Cause 1 think they get something out of it too." Parent 23206 

describes their three-way conference and its benefits: 

He basicaliy went over the report card with us and why hc gave the marks he did for the 
subjects, how shc was doing in what subjects and if she w s  having riny pmicular problcms in 
relating in one m a .  Amanda was also there rit the interviews. Thc student is also ihcre with 
the parents, so it's the student, the parcnts and the tericher together . . . . So the student knows 
cxrictly what the teacher is tclling the parents and vice versa . . . . She gels to have input. If she 
disagrces with the teaçher's view , . . shc is allowed to say so and it crerites a discussion and 
you know what cxactly is happening. 

Conferences in which a discussion between student, parent and teacher is created are 
collaborative; al1 participate. 

For parents three-way conferences are also beneficirl, particularly if they feel that 
they are not just passive observers. In the best of situations parents are invited to 

participate, to contribute their knowledge about their child and their responses to their 
child's progress and achievement. Says Parent 73206: 

With the parent teacher interview 1 found-and students too, ii wsis actually student led-um, 
1 felt very cornfortable mentioning the things 1 would likc to see Thea have the opportunity to 
do. I wûs asked what I thought were her strong points and it's something I've never been 
asked before. 1 rhink ii was a very positivc time for Thca too because we wcre dealing with a 
lot of her strong points. 

While three-way conferences do involve both parent and student, these individuals 
may not necessarily be involved any more effectively than in traditional conferences. 

This depends on how the teacher structures the conference. Preparation, and a clear 

understanding by the individuals involved of their roles and responsibilites, appear to be 

key. Of three-way conferences in her child's class Parent 282 16 says: 



I t  works out well. The way they set up is the children prepare; they have a basic formula that 
they want the children to use. They photocopy an outline of the stcps the children are 
supposcd to go through and then al1 their work in  a folder, that they decoraie and everything, 
they make i t  special. They actually make up an invitation, that you're invited to. Basically the 
children run the interview, the teacher jus1 sort o f  pops by ai  some point and adds a bit more 
information and she's got the wriiten report that shc has done with the evaluation. The kids do 
a sample evaluation and the parents are asked to do an evaluation. 

This conference involved the participation of al1 individuals. Although the child lead the 

interview, parent and student assessed the child's work and, importantly, the teacher also 

provided an evaluation. 

When thrie is iittle teacher pürticipüiion and when iracher abandons responsibility 

for the conference. this is apparent to parents. and is perceived as a weakness. Parent 
5420 1 comments: 

1 guess the firsi meeting thcy hacl these child-lcad conferences instead of reports or as reports 
and this year shc never rcally spokc ioo much about Darren. Darren lcad the liitlc conference 
and we were there for about half an hour and saw his work and that wris ii. There wasn't much 
contact, mind you therc wiis sinothcr mothcr i n  the room rit thc same time and she was trilking 
with her a lot so 1 really didn't have the opportunity to talk with her. 

When a number of parents and children are in the classroom at the same time becûuse 

other conferences are k ing  conducted concurrently. access to the teacher. who must 

circulate, is limited. 

The fact that other parents and children are in the room at the same time also means 
that there is more noise and disruption. For parents here. appropriate setting and 

conducive atmosphere are key to a productive conference. "1 don't like the way 

parentlteacher interviews are conducted at all," says Parent 28201, "you've kids mnning 

around. you've got parents that have got younger ones and older that are interrupting 

you." Of her own conference she says: 'There was a two year old running around. like 

taking papers off and the mother screarning and I'm trying to cary on conversation with 

this teacher, right. It was awful." The fact that there were other people in the room was 

particularly distressing to this parent, apart from the Iack of calm, because of the issues of 

privacy and confidentidity. She recails her conversation with the vice-principal: "Like 1 

said to Mr. Chong, 1 redly didn't know that Johnny. that his behovior problems were 

because his parents were divorced last week. That's none of my business. And this is 

what was going on." 

Teachedparent confidentiality with respect to the student is also important to some 

parents. Parent 22201 also liked the three-way conferences but wonders "whether it's a 

bit more guarded conversation when the child is there." She adds: "Perhaps I'd like to 

have one when the student isn't there. 1 think it's a good idea to get the three-way 



exchange, but then I'd like to be interviewed separately too." Parents do occasionally 
mention that they'd also like to have to the option to rneet with their child's teacher alone. 

When parents discuss traditional parentlieacher interviews they often comment that 
they feel rushed. that ten or fifteen minutes is not enough in which to go beyond 

superficial conversation, and that they feel pressured by the schedule, and sometimes by 

the teacher. to get in and out of the classroom quickly. Parent 23304 is one of the few 
parents who speaks positively of the time her daughter's teacher accords to individual 
parendteacher meetings. In fact, she maintains that they don? often need to meet with the 

tracher apart from formai interviews because of the iime spent in these meetings. "Oh. 
yes." she says, "1 don? feel that-because it's quite extensive. he takes quite a long time 
and explains everything and shows everything and the work and dl that, so we don? feel 

the need to go more often than twice unless there's something that happens." This kind of 
comment is unusual. Parent 28201, for exarnple, was not satisfied with her original 
parenilteacher interview because she felt she did not have the time to discuss with the 

teacher the problems her son was having in class. Even for parents whose children do not 
have leaming or academic difficulties. ten or fifteen minutes is insufficient discussion 
time. 

Ongoing Communication from Teachers 

Student P Iannem 

The student planner is the most widely reported teacher practice of communication and 
involvernent reported by Time 8 parents, and it receives the most favounble comment 
among al1 parents. Fifteen of thirty-four Tirne 8 parents comment directly on its use (six 

in Time 4 and 5 in Time 2); thirteen of seventeen Time 8 teachers speak of its use in their 
classrooms. For parents the planner is a source of information about the classroom and 

about what their children are doing. Of the planner Parent 5 12 14 says, "Karyn . . . puis 
down whai she's supposed to do and we have to initial that so we know exactly what's 

happening." Parent 23204 adds, "1 like ihat kind of thing-the journal, so thüt you know 

that this is what they had to do and yes, indeed she did it." 
For Parent 24202, and for many others, the planner is not only a means of keeping 

up to date about what her daughter is doing. It is also ü valuable and convenient means of 

communication to and from the teacher, especially about academic matters. Parent 24202 
explains: 

1 really Iike the idea of passing noies back and forth in the student planner. 1 think that this is 
redly a good idea. 1 was really irnpressed when it first came out a couple y e m  ago. . . - 



Because it really did open up the lines of communication, because you could see everyday, 
oh, well, you have this and this and this to do and oh, this wsis due by then and the teacher's 
also looking at it and iniiialing it and seeing that you're iniiialing it and you crin wriie in there 
sornething about oh, you know, excuses about something. Or, it's Iike with ihc teacher, he 
said to me, "Please make sure that you check her homework" because-and then of course 
that opened up the Tact that 1 didn't know that she wasn't doing her homework. She just said, 
"Oh, no, 1 did thai," 

Because the planner comes home daily, information exchrnge is regular and 

immediate. Parents dso  see the benefit of the planner for their children and "not for just 

their homework" (Parent 56204). For many parents this is an important organizntiond 

iool in grnerd, which helps to teach students to become responsible for their own school 

and home lives. "1 put very little value on what was written down," says Parent 56204. 

"What 1 valued was that they had to keep the book and write things down. . . . So now she 

looks at that list and it may be something like, not just page so and so for math, but ask 
about, can you drive for a field, or ask about something else for the next week type of 

thing. So it's got these kids into that mode." 

For Parent 72204, whose child has a learning disability, the planner hns been 

important in helping her son remember and organize his work. This mother points out, 

however, that she also found it facilitated closer relations between teacher and student. 

The texher got to know her son better. as a whole person with interests outside school. 
When interviewed, Parent 72204 was so enthusiastic about commenting on the student 

planner that she preempted the interviewer's question: 

You didn't ask me about the agenda book. Isn't that one of the questions'? Maybc I should 
have mentioned it. I'vc found thai, piuticularly with Ian's problems, with having short icrm 
memory problem, absolutely invaluable. He ncver forgot it. It came home reguiarly every day 
and that really wris hetpful and Caihy and 1 used that to grcût advantalc, sending norcs back 
and forth. And 1 feel that he'll cany ihat on in high school now that he's usccl to it. 1 certainly 
will encourage him to because it has ken rcally uscful. 1 didn't want to miss cornnienring on 
it because it is such a strong force in his life and the teachcr commented on how nicc it was 
kcause 1 used it too, Because hc has difficulty rcmembering things, 1 wrote down his piano 
lesson, . . . what nights hc went shooting, what nights he had this to do and thai to do and 
when s k  looked in the book, she said she staried to see him as a whole person. She w;is reaily 
interested in secing his othcr intercsts and the other things ihat he did. So 1 ihought ihat it 
really opened up the communication. 

It is important to note that planner use varies arnong clûssrooms. Some teachen are 

more consistent in their use of planners. and more careful about requiring daily use and 

following up with students. Parent 24202 notes that her daughter's teacher encourages the 

use of the planner: "They get a detention if the student planner is not signed by the 

parent." Parent 22201 exploins that in her daughter's classroom parents also have to sign 

each night. However, she isn't sure if the teacher looks at the plannen everyday, but 

notes "written things coming home ond Carly will write notes for her in it too. So I think 



she must read them." The planner is a help to her daughter. but she adds that regular and 

consistent use is important: 'They had them 1 s t  year. but there wasn't a mandatory they 

sort of keep on with it. They sort of kept on top of it the first year and they kind of sluffed 

off with it and think she would have got r lot more benefit if she had better planning and 
organization." 

Parents often become less concemed about the issues of consistency and regularity 

of use, and follow-up by teachers and themselves, as iheir children become used to using 

the planner and more responsible about keeping track of and completing their tasks 

independently. Parent 23204 notes that her dûughter has "son of gotten into the habit" of 

using the planner regululy. About seeing the planner and signing it everyday herself she 

says. "1 can't quite remember if we did it at the beginning of this yeu, for a time. then 

Lindsey was so good about that we just stopped doing it." Interestingly. however, she 

adds that her daughter used the planner last year and parents were required to sign 

everyday: "It used to be a requirement that we sign. like last year for instance. she 

brought the book home everyday and we initialled it and made sure that we looked it 

over." So, her daughter benefited from the "better planning and organization" to which 

Parent 22201 refers above. becorning more responsible through consistent use of the 

plmner, iifter which time the parent stepped away. 

Work FoIdem 
Parents also comment favourably on the use of student work folders sent home regululy. 

or the receipt of schoolwork sent home for signature on a more informal basis. Parent 

74204 reports that Teacher 74100 (Mr. Winton) sends student work home in a folder. 

When asked to describe sorne ways in which she and the teacher work together she cites 

this as an example and says: 

Whenever they hnvc a test, or ihcrc's a notice that cornes home or an iissignment, he wants us 
to look iit it. He sends it home and we have to sign, like a hornework shcet. We hovc to sign 
that and date it and comments we ciin put on therc with Leah. So there's a communication 
there, so he knaws that we are having a look at thc tests, that she does and whrit shc's doing 
on it and he knows that we've looked at [hem cause we've signed them. So if there ever was 
any problems, I'd feel 1 could phone him or talk to him ût the school. 

Parent 7421 1 in the same class also replies similarly, in response to the same 
question above: "Um, he has homework lists that he has to bring home and then 

homework has to be looked over and assignments that he has finished . . . and then we 

sign the sheet and send it back with comments to the teacher. And that's done, 1 believe 

once a week." This practice is reponed by some parents, but is not widespread. Eight of 



thirty-four Time 8 parents report on work k ing  sent home by teachers (and ten in Time 2 

from four classrooms). Two other parents from the Time 8 data al1 in the same school 
report on work being sent home in their child's "Communication Day" folder (a 

schoolwide effort) which is received once a week on the same day and contains al1 school 

and classroom correspondence. Although sainples of student work may also be included 

in the folder this is not necessarily the case every week. In only two Time 8 classrooms 
and three Time 2 classrooms is schoolwork sent home on a regular basis. in a weekly 

work folder. These teachers also send home interim reports which are a part of the work 
folders. Only those parents who receive work folders for that express purpose cite its 

regular. anticipated arrivnl. Other parents who receive work or tests for signature on a 

more ad hoc basis do not comment on regularity of mival. 

Information f'rom the Classroom: Previews, Overviews & Newsletters 

When asked about information coming home. parents often mention school information 
newsletters and notices from classrooms which are typically about upcoming events such 
as field trips. These kinds of communications help parents to feel less excluded because 

there is at the very least basic communication from the school about what i s  happening. 
Parent 23206 notes that her child's sc ho01 has a 

Communication Day on Wedncsday, wherc they bring-dl the studcnts bring home the 
notices in ii plastic bag and therc's a little form that the parent has to sign saying that they 
received the forrns and if thcre is anythinp to go back you'rc supposed to scnd thcm back the 
ncxt day in the same envelopc with the form. . . . So the communication system is quitc good, 
so we don't usualiy miss any notices about what's happening. 

Parent 25205 also refers to the "general newsletter they send out." meaning the school 
newsletter. When asked whether newsletters are received from individuai teachers about 
what they are doing in the classroom she says, "Not usudly." This is true for most 

clüssrooms here, as well as for the receipt of previews, newsletters that outline the 
curriculum for the coming term. Only one Time 8 parent (62207) reports receiving 

classroom newsletters on a regular basis and only one Time 8 parent (22201) mentions 
the receipt of previews. 

Only four of the thirty-four Time 8 parents report specifically on receiving 

information from the teacher about curriculum and instruction in the classroom. Parent 
22201 does note that her child's teacher is "very organized and has a set course of what 

things she wants to do. Like 1 think there's always been a good feedback through the year 

of ihings they are planning to do." Teacher 22100's efforts to infonn parents dso extend 
to more detailed information such as project outlines. Says Parent 22201: "She sends 
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individual notices through the classroorn that things that are to get done presently or in 
the future, so you know if you have to get up to the library to get books, materials and 
you have to collect things at home to do, and how much time you're going to have for it. 
stuff like that. Again last yeu there wasn't proper deadlines and al! of sudden something 
was due and there she was in a m d  panic to get it finished." When parents do not know 
what is going on in the classroom they often feel excluded from their children's 
education, as does Parent 24202 because "sometimes [my düughter] cornes home with an 
assignment or a project without full instructions or I'm not sure. I'm asking her questions. 

like, 'Weil, how long is this supposed to be?' and 'When is this due?' and 'Where's your 
instructions about?"' 

Most parents are not as fortunate as Parent 22201 and Parent 51214 who also 
receives home project outlines. Puent 72204, for example. notes that she has never really 
known "the cumculum thmst at the time." She has received "a curriculum summary with 
the report cûrds" but adds: "They tend to bring home û fairly distorted view of what's 
going on. The math has k e n  very easy to foliow because the text book has k e n  coming 
home and you know which chapter they're working on, but social studies and that, it's 
somehow I've had trouble figuring it out." 

Often, as parent 72204 points out above. parents do receive an overview note in 

report cards about whrt students have studied over the previous term with perhaps some 
indication about what is coming up. a practice that is expected of teachers in many 
schools. This seems to be a more prevdent practice than regular classroom cumcul~m 
new sletters or advance previews about upcoming study . Parent 29204 says: " We' ve 
always been kept well informed. This year they sent us progress letters throughout the 

year. . . . Just kind of like, at the end of a quuter. like November or so, she sends a letter 

saying that the last two months we've k e n  focusing on social and science." In most cases 
these are, as Parent 29204 indicaies, lfter-the-fact" summaries, and while they inform 
parents, do not facilitate the provision of parental help while study is ongoing. 

Telephone CalIs 
While the receipt of general teacher telephone calls home is not common, parents do 
report more often on these than on the written information cited above. Seven Time 8 

parents mention having received telephone calls from teachers (seventeen in Time 2). 

When parents do mention that they have received telephone calls their comments are 
often accompanied by a remark that the calls are more often about behaviour than 
academics, and always negative, that teachers only cal1 home with bad news. Parent 
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25201 says, "1 have never gotten a phone cal! regarding Roger's academics, which really 
upsets me." This was particularly bothersome to Parent 25201 because over one term her 
son's marks declined and she was not inforrned irnmediately: "Roger went from king an 

A/B student to a C- student and 1 never once got a single phone cal1 regarding his 

academics, or he is stniggling, or anything. 1 didn't know anything about it until 1 got his 
report card." She adds that over the same tirne period she did receive telephone calls 
about behaviour. 

According to these parents teachers tarely make "good news" telephone calls. Of 

phone caiis home to report go& news. Parent 23206 says, "No, the teacher's never done 
that." She adds, however. "1 would be very pleased with that." When teachers do make 
good news calls parents are typically pleased. Parent 16206 (Time 2) feels part of a team 
with her son's teacher and explains why: 

1 fecl he hiu iremendous conccrn for Keith . . . just because of the phone çülls 1 get and he-in 
Tact, he phoned a couple of weeks ago to t e l l 4  wrisn't hcrc but [my husbandl took the cal1 
and he said thar Mr. McPhail phoned to tdl us that he felt thar Kcith handled a situation quitc 
maturely in school here and he thought it was greût and he just wanted us to know thai and 1 
think for a tcacher to do that-he is thinking about and he is taking timc to make the cdl and 
make us awuc of that. 

When asked how she and her husband felt about the cal1 the mother said, "Oh, we both 
liked it." As the cornments of Parent 16206 suggest. teachers who toke the tirne to cal1 
parents about good things are rated highly by parents. Parent 17226 (Time 2) feels that 

she hasn'i iedly worked with her son's teacher, but adds that "we have talked about his 
courses a few times and he hûs phoned me-twice-to let me know that he is doing 
really gooû. So, 1 feel that he is a really good teacher." 

Teacher Efforts to Involve Parents in Instruction 

Parents rarely mention that teachers have asked them to help their children at home with 
homework on a regular, ongoing basis. Only three Time 8 parents report that the teacher 

specifically asked them to work with or help their child at home. For exûmple, Parent 
22201 says: [My daughter] was having a bit of trouble with the unit and so [the teacher] 
sent a little bit extra work home for her to get caught up in that, so she understood it. 

When we had the parent interviews she went over some things she was having problems 
and to work on at home a bit." Only a very few parents note that the teacher has requested 

that they work with their child on a particular project or a home leaming project. other 

than Science Fair projects. Typicdly teachers mdce blanket recommendations that 



parents help their children with times tables. and that parents read with their children or 
encourage their children to read. 

Parents often note that teachers gave them ideas or helped them l e m  something 
that would enable them to help their child better, which they seem to distinguish from 

king asked to help or work with their child. Nine Tirne 8 parents from seven classrooms 
report on this (six Time 4 parents in four classrooms, and 23 Time 2 parents in 10 

classrooms), usually the result of parent request. Parent 28201 says of her son's teacher: 
"She gave us several ideas, say like we made up cue cards, smdl ones, very small ones. 

for math so that we could cary with us if we were in a car and you are stuck in traffic and 
he could do that. Or we'd be sitting cooking dinner and do them up or read the 
instructions on the soup cans-not that there was anything 1 needed to know, but 1 needed 
him to read it. So, you know. she came up with several good ideas." Parent 79207, 

mother of a French Immersion student. comments: " Yeah, yeah, um, yes, a certain 
French/English dictionary. Also. helping us out by getting us their math book in English 
so that when he bnngs his French math book home, we know exactly what it's al1 about." 

While most teachers do little to involve parents at home. some are more active than 
others in this regard. In these data Teacher 73100 (Mrs. Munke; Tirne 8) and Teacher 
2 1 100 (Mr. Sutcliffe; Time 2 and Time 4) stand out. Parent 73204 notes a wide nnge of 
activities that the teacher has organized or suggested that students and parents work on 
together at home. Both Parents 73204 and 73206 refer to home activities that the teacher 
recommended specifically to them as individuals or to a small group of students and also 
those which she has implernented for the whole clrss. For example. when asked whether 
there are ways in which she and the teacher have collaborated to help her child leam 

Parent 73204 refers to the teacher's efforts to involve them at home: 

We'vc certainly k e n  working on a lot more reading and spcnding a lot more time rcading and 
that was certainly one of Mrs. Munke's recommendations is just to work on tliat. . . . And 
letting her read to me. Yes, definitely. And multiplication, helping hcr. We made little rhymcs 
up on how t0-6X8 is 48, Alison go close the gate, or some silly little rhyme we worked up 
and that's how we worked on that. And that came, of coursc, tiom the interview with the 
teacher. lust the weaknesses and the arcas she felt Alison needed to work on. And right now 
. . . ihey're working on where they have a story that is sent home with them and they have to 
andyzc and by the title of ihe story they h d  to figure out What do you think this story is 
about*? and thcn read the story and there was certain questions and then how closc was what 
you thought the story wris going to be about from reaâing the title ro what the story w u ,  this 
type of thing. So this is on top of her regular reading each night. . . . And of course, 1 didn't 
mention with the reading record, that is initialled by the parent and the time frame in which 
they read i s  also marked down euh night; so that i s  redly kept mck of as well. 

Parent 73206. in the same classroom, also mentions the reading record and refers to 

an activity which the teacher designed for her daughter and a small group of other 



students in the classroom: bbWell. she sent home a booklet on study skills which Thea 
worked with and I've gone over with her." A full battery of home activities for al1 
students such as that organized by Teacher 73100 (Mrs. Munke), and referred to by 
parents 73204 and 73206, is rare. No Time 4 parents mention home learning activities. 

Five speak of never k i n g  asked by the teacher to help their child, and one parent from 

the private non-denominational school reports that the teacher specifically asked her not 
to help her child. Home learning activities are a feature of only three (Time 2) 

classroorns. 
There is little invoivement of parents in chssroom in instruction. Of Time 8 parents 

sixteen mention volunteering efforts at the school, but only four report on involvement in 

the classroom during classtime. Often parent volunteer efforts are related to the 

classroom, but don? take place inside the clüssroom. Parents perceive little sense of 

invitation from intermediate teachers, which contrasts with the full welcome extended by 
primary teachers. When asked whether an invitation has been extended Parent 25205 
replies negatively and then comments on the kind of help desired by intermediate 

teachers: 'They only want you if they need someone to drive them somewhere or 
something like that." Occasionally parents are in the classroom for special events. but 
none report having been invited into the classroom simply to observe the class in 

progress, and twenty Time 8 parents make quite explicit the fact that they have not done 
so. About observation in the classroom Parent 72207 says: "1 didn't know ihat 
opportunity existed. 1 would have figured the teachers would have felt they were king 

scrutinized." 
Interestingly. parents comment on the value of being in and out of the classroom for 

volunteer-related tasks w hic h give them an opportunity to see "accidentally" w hat is 

going on inside the classroom. The sight of the class in progress is intriguing and 

interesting to parents. Parent 54201 larnents not king able to help out in her child's clas: 
"Maybe it would be a lot better if 1 still be able to attend his class through grade four. five 

and six . . . . Because when you're in the classroom you see what is going on. Even if you 

are there just cutting vegetables in the back corner you get the whole atmosphere of the 
classroom." 

Teacher Efforts to Cornmunicrite and Collaborate with Parents 

When there is little communication from teachers to parents either about what is 

happening in the classroorn, or about the child's work parents often feel excluded from 
their child's education. Four Tirne 8 parents, five Time 4 parents, and thirteen Time 2 
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parents report feeling excluded from their child's classroom and educrtion. When there is 

communication from teacher io parent parents are pleased and they do not feel excluded.. 

Those parents who characterize their relationships w ith their child's teacher as good 

(thirteen each of the Time 8, Time 4 and Time 2 parents respectively) typically mention 

satisfactory communication. At the very least they receive simple communication from 

the classroom (and school), either through newsletters, siudent planners. telephone calls. 

meetings with the teacher, report cards. or a combination of these. 

Although parents often describe specific teacher practices such as planners and 

nrwsietiers when speaking of the communicative efforts of teachers. quantity of 

communication is not the sole criterion necessary in order for parents to feei infomed or 

that communication is taking place. Parent 23206 says of the relationship that she has 

with her child's teacher: "Well, 1 kind of like the way it is now, actually for this year. 

This open communication and making sure that everyone knows what everyone is doing. 

that's what 1 like most." She then ûdds of the relationship: "We haven't had any 

communications with [the] teacher. other than the interviews we've had. Like I sûid, he 
never rushed us out of there, we tended to go into discussions about this sort of thing. It's 

always been very good and we've been very pleased." In commenting on "open" 

communic;ition and the fact that she was not rushed this Parent 23206 suggests that the 

quality or characteristics of the communications are as important as the means or 

frequency 
As this and many other parents note, opennness is a key qurlity of communication, 

Openness represents teacher willingness to communicate openly. and to do so honestly 

ûod without concealing or withholding information. When asked to describe the ways in 

which she and her child's teacher work together Parent 24206 says: "Just in that he is 

really open. If 1 do need to go in to speak to him about something. he'll tell me exactly 

what is. . . . When Samantha was picking coune outline for next year, 1 was asking about 

some of the things that might be available to her and he was very frank." Sixteen of 

thirty-four Time 8 parents (twelve of Time 4, and three of Time 2) repon that the teacher 

is open with them; two Time 8 parents report that the teacher is not. Responding to 

parents is also an aspect of open communication. The most basic teacher response is 

answering parents' questions thoroughly, without sidestepping, or prevaricating, or 

concealing, or withholding. About the teacher's response to her concems Parent 79205 
says: "Problems are taken care of, questions are answered. I've never felt fnistrated or 

anything with the teacher. I've always gotten her cooperation on whatever I've needed." 

Parent 5 1214 cornments. 'The questions I've had are . . . you know, she answered." 



Satisfactory, open communication is also characterized by a willingness on the part 

of the teacher to listen to parents. demonstrating a respect for them and their point of 

view, taking them at their word. Parent 23204 acknowledges that teachers can not always 

meei every parental demand or preference, but that these must be taken into account. 

Speaking of her child's teacher, she says, "1 mean. you can't always act on everything, 

but at least he listens to them and accepts them." Seventeen Time 8 parents from eleven 

classrooms report that the teacher listens to them; three parents report that the teachers do 

not. 

Teacher openness and open communicütion ultimately extend to collaboration, a 

sense among parents that not only are they free to communicate, and that they do so, but 

that they are also able to participate equally. Parent 24202 gives some sense of this kind 

of collaborative relationship: "If there is a problem on either end that it's verbalized 

immediately. . . . there's no discomfort with talking to each other. that you don* t feel that 

you're taking up much of his time, or something, that the teacher doesn't hesitate to cal1 

and or wriie in the student planner. The lines of communication are open and . . . there's 

no fear on eiiher end." This collaboration is also characterized by response on the 

teachers' part, a response that simply goes beyond answering questions or listening to 

parents'suggestions w hich might simpl y mean considering parents' views but abandoning 

them. Responding means acknowledging and respecting parent comments and 

suggestions and acting on that communication. Of Teacher 73 100 (Mrs. Munke), Parent 

73206 says, "I've had the opponunity to speak to her through being at the school 

sometimes but 1 find that during the parent teacher interviews you feel very free to have 

any input that she would like and that what you say is taken into consideration." In this 

collaboration parent input is permitted and sought. As Parent 73206 comments of a 

conference with her child's teacher. "1 was asked whnt 1 thought were her strong points 

and it's something I've never been asked before." 

In collaborative relationships both parties not only communicate freely and openly, 

but work together. As Parent 78210 notes of her relationship with her child's teacher: 

"They don't hesitate to phone if there is a problem and talk it over with you rather than 

just deding with themselves; they talk it over. Let the parents be a little bit more 

involved." The idea of mutuality is communicated clearly in the comrnents of Parent 

23204 who says of Teacher 23100 (Mr. Desjarlais): "He sends the information home; 

he's very open and warm at the meetings. 1 don't know, he's just an easy person to talk 

to, you know he seems to share your ideas of what you want to achieve that your child 



achieves in school. He's doesn't seem to have a barrier between you and him and that's 

what 1 like." 

Parent comrnents about collaborative relationship dso refer to the role of parents in 

these relationships. Parent participation is required; mutuality requires that parents 

interact with teachers as they would like teachers to interact with them. Parent 7421 1 

appreciates the fact that "the door is always open if there are problerns there. 1 think we 

are kept up to b t e  with what he's doing with what's sent home." He adds. however. that 

"we ourselves as parents, we are continually communicating with him." Parent 23204 

refers to the teacher's honesty and emphasizes that this is as important for parents as it is 

for teachers: "We've had very good communication with the teacher that Lindsey's had. 

He's been very open and honest and he's a very casual person, but he tells exactly up 
front what al!. He tells you straight up what's up. We appreciate that and we in tum do 

the same thing." 

Of the thirty-four Tirne 8 parents eighteen (from twelve classrooms) believe that 

they and their child's teacher are working together; six parents (of five classrooms) state 

explicitly that they do not believe themselves to be working with their child's teacher. In 
the Time 4 data, on the other hand, only six parents feel themselves to be working with 

their child's teacher. Three of the Time 8 parents who believe themselves to be working 

with the teacher cite only the student planner as evidence of this relationship. When asked 
to describes ways in which she works with her M d ' s  teacher Parent 22201 says, "Well, 1 

guess again those homework books." Thirteen of the othen who responded positively (of 

a total of eighteen) cite the fact that they receive some communication from the teacher, 

or feel that they are able to get it if so desired. This suggests that a basic level of non- 
face-to-face interaction between teachers and parent-communication to and from one 

another, and basic information received by parents about what is happening in the 

classroom-is considered to be collaborative. The counts also suggest that a greater 

degree of collaboration is far more rare. 

Parent Communication to Teachers 

Visiting the Ckstvom 
Although parents may not often participate in the classmom those who are able often visit 

the classroom-when picking up their children, dropping off lunches or forgotten 

materials, obtaining work for a sick child, or taking care of other school-related tasks. 

Eighteen Time 8 parents (six in Time 4 and ten in Time 2) report visiting the classrooms 

in these ways. These visits, typically before or after school or at break times, bring the 

- 189- 



parent into casual contact with the teacher at which time questions can be asked, and 
comments offered. Parent 78210 says. "1 pick Lauren up occasionally and then 1 go in 

and Carol's always really good about chatting if there's a problem." Often parents will 

visit the school or classroom expressly to create a presence and initiate informal contact 

with the teacher. Parent 29204 explains that she visits the classroom "probably once 

every two weeks, I just pop in, say hi and how's it going." 

Parents are quick to point out that visiting the classroom does not necessarily mean 

that they do or can drop in at any time. Parent 28201 says: "1 pop in to visit quite 

reguiÿriy. I've never ken when they've actually k e n  inside the classroom. You know, 

when you go into to pick them up when they have a dentist appointment or something." 

Although five Time 8 parents do report that they have observed the classroom in progress 

(or were free to do so) their comments reved the observation consisted of surreptitious or 

covert glances they managed to gain from outside the classroom or while passing through 

on other activities. Of her presence in the classrom. Parent 61203 notes. "I've dropped in 

to give [the teacher] notes to give home to the children a few times. so I've stwd iuid 
listened at the door and felt quite pleased with what I've heard." Parent 72207 confirms 

that she has not formally observed a lesson, but adds, "Actually 1 did walk in to get 

Belinda one day but I didn't sit in on a lesson, but I've been in there and I've seen . . . she 

has good class control." Parents' visits to the school, and volunteering efforts. provide 

glimpses into classroorn life not easily gained othervise. 

Calling and Meeting with the Teacher 
Twenty-nine of thirty-four Time 8 parents indicate that they feel free to cal1 or visit their 

child's teacher (seven of twenty-four Time 4. and ien of forty-three Time 2 parents). Says 

Parent 78210 says, "1 think just, you know. . . . they're approachable, you can phone them 

anytime . . . same as Miss Davis, they're always available." While parents comment that 

they are free to do this only eleven parents report that they actually do telephone or have 

done so. Twelve report that they have not or do not do so. When parents do contact their 

child's teacher these cdls are often made to obtain or clarify information. Parent 79207 

says, "Just one time he was mixed up with his homework and 1 phoned her to confirm it, 

just exactly what did he have to do and she was just very informative. "That's really 

about the only time I've haà to cal1 her," adds Parent 79207, "there redly hasn't been any 

problems." In other cases parents cal1 the school if the child is having a difficulty which 

they wish to address or there are ongoing problems in the classrcmm about which they are 

concemed. Sometimes these concems are addressed over the telephone, but usuôlly these 
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calls are instrumental, made to arrange a meeting with teachers, or ultimately lead to r 
meeting king organized, in order to discuss parent concerns. 

Ten Time 8 parents report having met with the teacher, apart from formally 

SC heduled interviews. When parents meet with teachers they often have questions. are 

gathering or clivifying information. or have a behaviourd or academic concem about the 
child or the classroorn. Parent 54201 notes a variety of concems about which she has seen 

the teacher: "1 think the spelling has always been a problem and 1 discussed that again 
this year with this teacher and the handwriting and the disruptive class and the problem 

wiih the student teacher. 1 think that was about the only things we've had to deal with this 
year." 

When students are behaving appropriately, are capable academically or not having 

any problems in school, there is little need, parents say. to either cal1 or go to the school. 
Parent 25205 explains that she hasn't called the teacher "because Cassie does very well in 

school and there redly hasn't been anything. She doesn't get into any trouble either. she 

is good." Occasionally parents who do not c d ,  or feel they do not need to cal1 the school 

express confidence that the teacher will cal1 them if there is a problern. Parents also feel 
less of a need to meet with the ieacher when they are confident about communication 
from him or her. "She'd let me know if there was anything 1 need to know about or a 
problem." says Parent 78210. This confidence that the teacher will inform the parent 

immediately about a problem is. howcver. not widespred among parents. 
When teachers are available to parents and mdce themselves accessible. parents are 

satisfied that they have sufficient opportunities to meet even if, in fact, few face-to-face 

meetings take place. Most Time 8 parents (twenty-five of thirty-four), for example, report 

that they have sufficient opportunities to meet their child's teacher. (Only six Time 4 

parents. by conuast. report positively on this.) When asked about opportunity to meet 

Parent 282 16 says: "Yes. You know, she's there every day at school and in the classroom 
and is dways aviulable to talk to." When asked whether she feels she can visit her child's 

classroom to talk to the terher Parent 5 1204 replies, "Yeah, regularly, whenever 1 want 
to, whenever there's a problem, they're right there." For some parents k ing able to cal1 

even extends to the teacher's home. "1 can cal1 her anytime day or night. at the school or 
at home. 1 feel very cornfortable with her teacher," says Parent 79205. Although making 

their home telephone numbers available to parents is received enthusiastically by parents. 

few do this. only three arnong al1 of the Time 2, Time 4 and Time 8 teachers. The fact 
that only twelve Time 8 parents report that the teacher is consistently available to them 

suggesis that for many parents this is not the case, be it by telephone or in person. 



Parent Advocacy: Parent Efforts to Collaborate with Teachers 

The collaborative relationships described earlier (in "Teacher Efforts to Communicate 

and Collaborate with Parents") are those which teachers initiate and guide. These teachers 

draw parents in to collaborative relationships and activities; they work in ways which are 

collaborative. Data here. and that presented earlier in "Visiting the Classroom" and 

"Calling and Meeting with the Teacher," suggest, however, that parents are also 
intervening or advocating for their child. Parents are prepared to stand up for their child's 

interests at school should there be need to do so. and many actually do so, on their own 

intiiîtive iuid independent of teacher efforts. 

Often parents' intervention or advocative efforts take place in response to conflict, 
from problems that parents or the child or both are experiencing. In advocating, parents 

signal a wish to be heard, to be made part of the instructional relationship in the 

classroom-and in so doing to resolve the conflict. These problems often concem 

children who are academically talented and whose parents believe they are noi being 
challenged in the classroom, or children who have some learning difficulty and whose 

parents believe they are not getting the help or support that they need. Parents may also 

be concemed more generally about the leaming situation in the classroom, or about the 

child's behaviour and the school's response to it. 

Sometimes parents' advocative efforts do not meet with success (although this is 

not frequent in Time 8 data). Five Time 2 and two Time 8 parents report that the teacher 
did not follow up on on their concems. Three Time 8 parents, five Time 4 parents and 

two Time 2 parents comment thrt the teacher does not listen to them. By not listening to 

parents or not following up on their concems, teachers demonstrate an unwillingness to 

collaborate. Both listening and responding are two of the characteristics of open 

communication as cited by parents, and are important aspects of collaboration. 

Parent 54201, for exmple, is concemed about the fact that her son's classroom is a 

disruptive one, that there are a nuniber of students who create mayhem. as a result of 

which it is hiud for her son and others to work. About this she has made a suggestion, 

which the teacher and school have not taken up: 

I think maybe she could offer . . . those children who are working, offering a chance-they'rc 
al1 in portables right now-offer them a chance, Okay, you have finished your project, would 
you go to the library to work on a special research project or have some computer time in the 
school.. . . And offer them those kinds of almost rewards for finishing your work and a 
chance to get out of the zoo in the c1;issroom. And 1 think those could be set up fairly eûsily. 

When asked about the response, she adds: "1 think that actually even the principal said 
that was a good idea that they would follow through with it. But if it has been followed 



through 1 think [my son] mentioned once he got out for something or other but it has only 
ken  once and that was a good two months ago that this happened. So 1 don? think that 

the response has k e n  good." 

When asked whether in fact the teacher is open to her concems this parent responds: 
"She is quite willing to talk about concerns, but 1 get the impression that she feels that she 

is doing everything that can be done about it and take it or leave it. That's sort of the 
attitude I'm getting." When asked whether in fact the teacher listens to her and uses the 

information that she provides she says: "To her liking 1 think. 1 think she probably tunes 
out what she doesn't want to heu and maybe absorbs a small amount of it." 

In the following example. the parent has persisted over a number of years, and has 

not yet met with success. Her child, she feels, has not been challenged in school. This 
year's teacher (77 100: Mrs. Brewer) has not responded to efforts that Parent 77205 has 
made on her son's khalf. When asked what the ided parentheacher relationship would 

be like she replies that 

ii 'd be . . . they 'd do what you ask. . . . You have to undersiand wiih Jared ihat 1 spcnt ihc pas1 
threc yems trying to get him into some kind of dvanced cducation bccause he is absolutcly 
tircd of leming ihe same lhing ovcr and avcr again. . . . I've k e n  asking for thrcc years for 
Iwed to be pushed a little hruder and I've alwûys k e n  told that wc'll get io i t  next week or 
wc'll gct ta it ncxt rnonth or we just can't gct to it cause we can't find the rcsourccs or timc 
or. . . . I fccl a littlc likc I've been stning along. . . . But thcn. now wc're herc in anoihcr yerir 
and it's the same old thing. 

Despite her lack of success. she, like other parents who are persistent. continues to 
advocate on her son's behalf. "Maybe that's my personality," she says. "1 don? like to let 

things slide if 1 think it's an issue." These parents want to work with the teacher, but in 
neither case does the teacher respond to parent efforts. Had they done so communication 
would have been productive, and collaboration would have ken  effected. 

When parents advocate on their children's behalf, teachers sometimes do respond 
and collaboration begins to occur. Often this takes place after much persistence on the 

part of parents, sometimes over several yeus. When asked whether the teacher is 

attentive to her concems and suggestions Parent 78202 comrnents: 

1 ihink she listens to the parents' opinions. She understands, I think, more so naw than liist 
year, since she's known mc now for a few yesits now, whai Jonathan is like, so when I sort o f  
go in there a i  ihe beginning of the year and introduce myself and say this is what my son's 
likc and this is what I 'd like io the sec, she's aware of it and . . . hc's the type who nceds to be 
pushed: . . . Now you've got to do this, now get it dane. And she doss do thai, She is awue of 
certain things and 1 think maybc this is one reason why 1 don't get as many phone calls 
probably because she is pushing him and making sure he gets it done. 

The following example, in which the teacher responded to the parent's advocative 
efforts. involves a parent whose son is having difficulty at school and also needs "to be 
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pushed." Hen the parent was persistent and a collaborative relationship evolved from her 

efforts to work with the teacher. Parent 28201 acted as an advocate for her son, 

approaching the school near the beginning of the year. She had been unhappy with her 

son's progress, whom she characterizes as a low-achiever, and the situation in class, in 

particular what she saw as the lack of both academic press and support. Of her son and 

the situation she says: "He's not a bright student, he's average, maybe even at the lower 

average. He seems to get lost in the shuffle. Like it's go at your own speed. The type of 

child he is, he'll do it when he's forty-five and he needs somebody on top to say, 'Craig 

you have to do it, you have io do it by this time. it has to be done this way and do it,' you 

know what I mean?" 

Parent 28201 and the teacher saw each other during the first parentheacher 

interview, but the parent was not satisfed with her initial discussions with the teacher: 

At first, no. Then I end up going to Mr. Chong, the Vicc-Principal, because I was really upset. 
This wûs l u t  fall in Septembcr/October. . . . He set up a private meeting for the teacher and 1 
to go over. Cause ai thc very beginning Craig was having an cxtremely [sic] arnount of 
trouble. . . . WC went right back to basics becstuse he was going into Grade Five not cvcn 
k i n g  able to add two and two, or subtract fivc and three and whatevcr. Nor king able to spell 
because up until this year cverybody said i t  wiisn't important. Just put your words down the 
way you think, just get your words down on paper. All of  a suddcn you've never k e n  taught 
how to spell, Gee . . . saying this [is] al1 wrong and I'm not going io aççept it. So he felt that 
he was defeatcd bcfore hc even started.. . . What we ended up setting up was ri 

corrcspondcnce every Jay through the student planner where she wrotc in it what she 
expected out of Craig for the day and we would wriic baçk saying, T o u  know, WC spent an 
hour with Craig tonight and he still didn't get the concept." Or, "Yes, hc did his work and i t  
did cake him a longer time than was projected IO." And so we did that cvçry single driy. 

Finally. by the end of May, parent and teacher were no longer working so closely in 

tandem. "We've decided to let Craig have the responsibility of getting his work done and 

to do it  on his own" comments Parents 29201, which, she adds, has been working out 

"not bad." When asked whether the teacher listens to her and uses the information she 

provides she says: 

Now, 1 think so. . . . I don't know whether it's because I had gone to Mr. Chong and he 
became like a mediator betwcen the two of  us, 1 don't know. Or the fact that wc actually 
finally got to s i t  down and say this is the way I've been with this kid for ten yerus, and we 
have, not behavior problems, but this thing where you have to structure him in a wriy that this 
energy is therc, right. Bu! that he uses towards his schoolwork, or whaiever. And k i ng  his 
parent and knowing that you have to be sitting on top of him and saying "Craig you have to 
do it this way and you have to do it now." 

When asked if her son responds well to that kind of structure she says, "As long you keep 
it and you don't let up. Don? Say. 'Oh, you cm do it later.' Then he's fine; it's got to be 

constant, though." When asked if that is happening more in class she replies, "1 think so." 



In this case the parent's persistence at working with the teacher eventuated in a 

meeting at which time they were able to sit down and discuss the child's situation at 

length. During the meeting the parent was able to fully inform the teacher about her son 

(a characteristic of parental advocative effort common to al1 examples here). With this 

information. teacher and parent were able to devise a plan in which they would both work 

with the child, attempting to build his ability to work responsibly. They communicated 

daily in the student planner about their efforts and the child's work. They developed a 

collaborative working relationship which h d  an impact on the student. 

Strongly advocative parents like Parent 28201 and Parent 78202 are often very 
persistent. Their efforts are ongoing, unflagging and zealous. They may even inteniene 

before potentid problems c m  occur. anticipating their child's needs, and then informing 

the teacher about this. Parent 23206's comments about herself effectively dexribe these 

parents: "If there is a concem, what 1 do is 1 go to the school and 1 ask to talk to the 

teacher and it doesn't matter whatever time or priod it is, if it's a subject or if she has a 
problern with another student. or she is upset about something, 1 make an appointment 

and 1 discuss it with the teacher or with-if he's not available, 1 go right to the principal 

and speak to the principal about it." For some parents this is important above al1 other 

involvement. These parents often comment that they iue not excluded from their child's 

schooling because they do not give the school the opportunity to do so. As Parent 78202 

notes, "I'm down at that school everyday . . . basically most of the time alter school. but 

I'm always ai . . . my kids' classrooms md . . . they've never had that chance." The 

efforts of this particular parent paid off. as noted above, when the teacher in whose clûss 

her son had been for two years, finaily began to exen some academic press on her son in 
response to input the mother had given her. 

Unfonunately. not dl parents have the opportunity to be at the school frequently to 

create a strong presence, and mmy parents who are not constrained by work or time are 
not advocates to this extent anyway. Some give up after having met frustration dong the 

way , becoming alienated from the classroom and SC hool. Parent 2520 1. for example, 

notes that when she has received telephone calls from the school they have been about 

behwiour problems and never about things positive or academic. After trying to respond. 

but not feeling that she was part of an effort that included both h ~ m e  and school, she gave 

up. S he explains: 

We don't even punish [our son] mymore. We've had, 1 think, three phone ciills this year and 
we've told him we're not punishing him. You can punish him at school and we'll biick you up 
100% on tha. Roger lit a match in Scicnce which wu-and he shouldn't have had matches so 
hc did get in trouble at home for that. He lit a match in Science and blew it out and he was 



suspended for two days for that which I didn't agree with. 1 agree with, yes, he necds to bc 
punished in some way, but 1 thought that was pretty harsh. But i told him rit the timc ihai 1'11 
support it and 1'11 explain it to him but as friras k i n g  punishcd at home, there won't be any. 

She adds: "There have been times, when 1 have chosen-me and my husband both have 

chosen-to just stay out of it and explain to both of the kids that those are the 

consequences of his actions and that those are the school rules and whether we agree or 

disagree with them, he hiis to abide by those niles. . . . And he knows I'm not going to 

phone the school up and defend him." It is interesting that the parent characterizes her 

action as supportive of the school. when in fact she does not support what they have done 

at dl. By stepping back, however, she continues the cycle of abdication of responsibility 

in not approaching the school on hcr son's behdf and atiempting to develop some kind of 

collaborative relationship with them. Neither one tries to collabonte with the other. 

Sometimes parents will not opproach the school to advocate on their child's behalf 

for fear that there will be repercussions in the classroom, that the teacher will "take it out" 

on the child. Three parents from Time 8 (from two classrooms) do not intervene for this 

reason, including Parent 25201 above (and two in Tirne 2 and two in Time 4). About 

k i n g  involved at the school, and approaching them with problems Puent 25201 says: 

"Not this year; 1 didn't even make an effort. In the past 1 have and found that it just made 

it more difficult for both my kids so this year 1 didn't even make an effort." This parent 

explains further, speaking of her child's teacher, that "she should have an open-door 

policy that's known to the parents, 1 think, without feeling they have to be on the 

defensive, without worrying it was going to be taken out on the child. Parent 54301 says 

that although her son was initially happy that his father was going to the classroom to tolk 

to the teacher about the disruptive students in the class, "he expressed some concems: 

'Well, am 1 going to get into trouble because this has happened?' And we reassured him 

that, no, this was to help the situation."' 

Sometimes parents do not intervene immediately, depending on the nature of the 

problem, because they are interested in developing in their child the ability to handle 

problems indepndently. This occurs most often when the problems are of a personal 

relational nature, between the child and friends or the child and teacher. Parent 29204 

comments: "Well, we discuss it at home and if she has a problem then 1 suggest to her 

that there are alternative ways that she can handle it. And 1 suggest thût she handle it. 

Only when 1 feel undw pressure is k ing  placed on her, do 1 intervene." Parent 62207 
refea to a pmblem that his son had with friends at school and then explains that "we've 

instructed our son as to ways that he could solve the problem and eventually it son of 



worked itself-tumed around. 1 don't-in many cases going there and trying to solve the 

problem for him is likely. well, a short term solution. It might work for the next couple of 

hours but the minute you're off the parking lot, things are often times worse." It is 

probable that parents advocate less in these situations not only becûuse they want to 

develop responsibility and independence in their children, but dso because they involve a 

third party, another child. In these cases the situation is more complex and difficult for 

both parent(s) and teacher. 

TEACHER PERCEPTIONS 
Reporting to Parents 

Reporî Cuds 

Approaches to written reports do not vary much on a school to school basis. Teachea are 

required to complete three written reports and two "informai reports." Teachen comment 

little on written report cards. and practice among them appears to be similar. Only very 
occasionally does teacher approach to the written report vary. Teacher 61 100 (Ms. 

Collerson) is notable in this regard: 

One thing 1 did this year before the report cards . . . 1 sent a noie home saying besidcs thc 
obvious on the report ciuds, "Ae there any p;uticular rireas you'd likc mc to addrcss on your 
child, riny things ihat you'd particuliifly like to know?" kcause we often have . . . parents sûy 
'This report card doesn't iell me anyihing . . . it docsn't tell me what I want." So I sent ihar 
home so that parents could s k  speciiïcally about the child's rcriding comprehcnsion. spccific 
ihings sometimes they wanted to know. . . . 1 think puent were glad to gct thrit input. 

This kind of invitation for input and feedback is rare. Ms. Collerson is the only teacher 

here who speaks of it. 

Some teachers do report in written form more often than twice or three times a year 

to parents. sending home interirn written reports (between forma1 reporting periods) 

which are not required. Only Time 2 Teachers 14100 (Mrs. Wilder) and 15 100 (Mrs. 

MacLeod), and Time 8 Teachers 54100 (Ms. Lurie) and 74100 (Mr. Winton) report that 

they do so. Teacher 54100 (Ms. Lurie) notes that a weekly report is sent home "that has 

work that was done during the week." She descnbes the report: 

(111 h;is khaviour, whether they have donc homework. So i l ' s  a little check list and then clip 
and a M e  place on the b x k  where eithcr 1 can write a note or the parent can write a noie. So 
sometimes it's you know, " X  rerilly needs help on multiplication facts and should do Lhis. 
That kind of stuff. So it's a two way communication through thai. And then sometimes some 
of the kids, the daily kinds of things and they're really not geiting their work done. So, ye&, 
there are some specific kinds of things and then also they can sec actually what's 
happening. . . . Sometimes we have encourûged thcm to go over i t  together with the kids. Kids 
to do the corrections. I t  varies." 



According to Teacher 74100 (Mr. Winton), who includes a short interim report in student 

work folders sent home weekly, the reports have "really helped to bnng about change." 

The reports not only "managed to keep a record" of student progress throughout the year, 
but were a clear, concise. and regular means of communication to parents. 

Teacher comrnents about reporting also reveal the use of a variety of required 

infonnal reporting strategies which include conferences (reported on separately here), 

brief written summaries. rounds of telephone calls, student and parent evaluations of 

student progress and student goal statements and evaluation. Apûrt from conferences (and 

voluntüry interim reports), iittle is said about these by teachers. 

Poorly-Aîtended Interviews 

Al1 teachers report on puent interviews or con ferences that are held at their schools. 

Parent-teacher conferences are traditional and typically happen once before Christmas. 

When the second written report card is issued parents are generdly invited to cal1 to make 

an appointment with the teacher if they feel r need; teachers may make specific requests 

for some parents to come in again. Teachers 22100 (Ms. O'Hearn), 23100 (Mr. 

Desjarlais) and 29 100 (Mrs. Wenzel), dl at Nightingale School, as well as Teacher 28 1 0  

(Ms. Thompson) report that thcir schools set conferencing times for dl parents in the 

spring also, as a second informal report. Teacher 23100. alone among the tacher group 

here, notes that he held two meetings with parents (in line with the practice at his school). 

but found these to be so positive that he extended the invitation to parents for the third 

written report as well. 

Although school approaches to conferencing with parents Vary (the number of 

con fer ences, the format of the con fer ences), comment among teachers on parent 

participation rates is quite consistent. Typically teachers are disappointed in less than 

complete attendance by al1 parents at interviews. Teacher 24 1 0  (Mr. Griffin) reports that 

interviews were held at his school, but adds that he has "a very poor turnout for 

interviews. 1 think for my first report there was an interview and 1 might have seen a 
dozen." He explains the procedure: 

We let them know that was considered a reporting pend and there was a schedule set up and 
they could either come in and fiIl in and 1 would put it down for them or send a Ictter with 
your child and 1 could put it down and a lot parents just didn't contact me. . . . What 1 put 
down in my leiter was . . . this is a time, days, and the interview will go  from such iuid such 
hours and to such and such hours. If you can't rndce it, 1 can make oiher arrangements. Pletise 
phone me and 1'11 let you know. A lot of pmnts even that ciui't make, 1 still expect that ihey 
will phone. 



That interview was what he calls "an informal report." Written reports did not follow 

directly. but came later. 

Interestingly, three Time 8 teachers report complete or almost complete attendance 

by al1 parents at interviews. Teacher 73 100 (Mrs. Munke) remarks that she had "parent 

teacher interviews with every single parent in the classroom." She comments: "We wrote 

the report cards with the parents. . . . We sat down and we went through al1 of their work 

and 1 had the form there and 1 filled it in and essentially what went home on that report 

card was everything that we'd discussed during the interview, including comments thrt 

parents wanted to see on their chiidrens' repon cards about their children." For parents at 

the schools of these three teachers-Teacher 5 1 100 at Meadow Brook (Mrs. Kosko) and 

Teachers 73 100 (Mrs. Munke) and 72100 (Mrs. Graham) at Beachside-conferences 

were structured such that a written report was completed at that time and receipt of the 

student report was contingent upon parent participation at the con ference. Thus, parent 

participation was virtually guaranteed. 

Successfuf Three- way Con fennecs 
Those conferences on which teachers report in greatest depth among dl the data involve 

teachers, students and parents. Nine of the seventeen Time 8 teachers (from 7 of the 8 

schools) speak of three-way conferences specifically. Mention of these kinds of 

conferences is most frequent arnong Tirne 8 teachers who consistently report favourably 

on them and on the positive reaction of parents. For Teacher 22 100 (Ms. O'Hearn) three- 

way conferences were an interview option rt her school. She chose to do thiç and 

describes the procedure: 

Thc students and the parents had to both attend. Thc portfolios the students had went home 
prior to it. Thcy shmd their portfolios at home and thcn brought them back to school. At that 
point there was discussion by al1 threc. . . . Then we rcviewcd and then we lookcd rit the next 
conference and then wc set new goals or just continucd with what we had set in the first tenn. 

As noted above. Teacher 23 100 (Mr. Desjarlis), at the same school, was so pleased 

with the conferencing format that he conducted three-way conferences a third time for the 

parents and students in his class. Of the interview pmcess in general, he says: "You know 

in my interviews that's the big time when I really get to communicate and sit down and 

it's really been positive experience. 1 ask them quite frankly if they like the interviews or 

would they rather not and maybe its because I'm sitting face to face. but they al1 Say, or 

85% of them Say, they like it and want to do it again. even in Our final report where they 

don? need interview." When asked specifically about the three-way process he notes, "1 



give them the report card about fifteen minutes prior to them coming in and they read it 

over and then we discuss the issues and set goals at that time." This, he says. is done, 

with the child and "if there's a problem. or the parent has a question, then often 1'11 just 

direct it to the student. . . . It's very informai. really. 1 just sit down and chat with them." 

Ongoing Communication to Parents 
Calting and Meeting with Parents 
Almost al1 teachers report that they cal1 parents on the telephone (fourteen of nineteen 

Time 8 teachers). However. teachers do not usually call d l  parents and they do not 

usually call for a variety of purposes. Teacher 54100 (Ms. Lurie) says that her calls. 

which are like that of most teachers. are "mainly around a specific need to talk with 

parents." Most often these "needs" involve incomplete schoolwork or homework. or 

behavour problems in the classroom and. thus. notes Teacher 77 100 (Mrs. Brewer), the 

calls to parents are "usually the bad news calls. Johnny did this today and I need your 

support. Please talk to him and whatnot." 

Seven Time 8 and seven Time 4 teachers report making telephone cülls. Only 

occasionally are these "good news" calls. Teacher 78100 (Miss Davis) explains: "1 don't 

make as rnany good news calls as 1 would like to. but 1 make them once in a while. 

especially if it's somebody who I normally make a call home if it's not good news. And if 

they've had a really good improvement. 1 try to let their parents know that." Among 

teachers in general. however. these "good news" calls are rare; the negûtive calls 

outweigh the positives. 

When teachers do make calls-especially good news calls-they comment on 

positive response from parents, and benefit to themselves and parents. Teacher 36100 

(Time 4) speaks of 

how appreciative parents are when you take the tirne to do the followup, Just taking the lime 
when 1 am home in the evening, taking the time to give a cal1 and the parcnts arc so 
excited. . . . The phone calls are so easy io make. 1 have lessened ihc number of actual 
interviews through phoning and making the parents a w m  of things before they tdce place. 1 
see attitude change, 1 can mûke the parent aware before they show up in test scores. One of 
the ihings 1 have lemed is that parents don't like surprises. They don't like k ing  called in 
when the damage hiis been done. A lot of them think that no news is good news. I f  they don't 
hear from the teacher things must be O.K. 

Teacher 2410  (Mr. Griffin) explains that he calls parents "to set up meetings to discuss 

their child's behavior or how they are doing in academic subjects and that sort of thing." 

When asked how parents respond to these calls he says that "usually. they like to be in 

touch with what is going on." As for parent response to g d  news calls he adds. "Parents 



let me know that they really like that." Teacher data suggest that parents appreciate 

telephone calls which provide them with information, which update them about their 

child's progress. 

Often teachers comment that when they cal1 about academic problems they receive 

positive responses and support. but when they cal1 about behavioural problems they do 

not. Teacher 77 100 (Mrs. Brewer) notes this distinction: 

There are occasions whcre 1 phone and I'm questioned: "Well did you get information from 
the oihcr parties involved?" etc-which usually you go through the process beforc you makc 
the phone call-and they're doing that out of  a sense of two things: (1) This is iheir precious 
child-and I'rn not saying that facetiously- . . . this is their child and that's the one and only 
pcrson they'te conccrned about, and; (2) 1 think they'rc just curious: "What was the process 
that you foHowed?" if it was, Say, a conilici situation on the play ground. If il's a homework 
situation, it's not usually like that. It's like, "Well, we have k e n  busy and 1 realizç that Suzy 
hun't been attending to hcr homework but we'vc k e n  having sorne . . . we've been a busy 
fmily over the last couple of weeks and, ycp, we'II gei back on trrick again." 

It is likely that "negative news" and "behavioural concern" are more often 

synonymous than "behavioural concem" and "positive news." Certainly, teachers rarely 

report calling home about positive behaviour. In addition, Teacher 56 100 (Mrs. Weir) 

suggests that parent participation is an important component of telephone interaction. She 

explains that "for the most part if 1 have been phoning where 1 have wûnted to solve a 

problem with the child 1 found for the most port that the parents have been very receptive 

and very appreciative of the fact that they are king  involved in the process of dealing 

with the problem and saying. 'Thanks for calling,' and 'Keep me posteci,' and that kind of 
ihing." 

Interestingly, three Time 8 teachers who have made greater efforts to communicate 

with parents note that response has been positive. Teacher 79 100 (Madame Boucher) 

says: "1 find that I'm cornrnunicçiing more with parents and I'm getting positive results 

and so it's much better. 1 should have been doing it a long tirne ago." Teacher 62100 

(Madame Tremblay) notes that at the beginning of the year parents sometimes 

approached the principal before speaking to her about problems. But, she adds: "Sincc 

I've been phoning them regularly that hasn't happened. 1 dso have parents phoning me at 

home because 1 have left that open. They were able to phone if they wanted to. And kids 
too, they phone on work." 

In addition to making telephone calls throughout the year teachers will occasiondly 

meet formally and specifically with individual parents apart from scheduled conference 

times. This is not common. Only five of the Time 8 teachers comment on these kinds of 

meetings. Teacher 78 100 (Miss Davis) explains chat she held more meetings with parents 



before Christmas. "They've been a redly nice bunch of kids this year," she comments. 

"I've really enjoyed working with them and I haven't really had any concerns or felt a 

need to meet with them face to face." 

Student Phnaers 
Al1 Time 8 and almost al1 Time 4 teachers were either using planners in their schools or 

were provided these by the research project. Five Time 2 and seven Time 4 teachers 

speak of this practice. Evidence of teacher use of planners is particularly strong in the 

Time 8 data. However. the use of plûnners by teachers in class with students and their 

expectations for planner use by students. parents and themselves, varies quite 

dramatically from teacher to teacher as parent data presented earlier also suggest. 

Teacher 22 100 (Ms. O'Hearn) comments that she signs student planners "daily, just 

to make sure that the kids are doing their homework. Some moms don? sign if their kids 

don't do their homework which is good." When thinking further about planner use she 

adds: "1 think the parents have leamed that I like io be organized well in advance. I'rn not 

the last minute kind of person and that 1 really stress and emphasize that at the beginning 

of the year. 1 think that in some respects some of my parents have k e n  forced to be more 

organized. Just the signing of the student planner. Some of them. 1 know, haven't ever 

done that d d y  before." When asked whether this is the fint year that she has insisted on 

daily use by evety student, she replies: 'bThroughout the entire year, usudly by January or 

Febniary some of the kids are never signing them. But this year I'm doing al1 of them to 

the end of the year. . . . It was just easier. Last year it was an orgonizationrl nightmare 

trying to figure out who was and wasn't and who should go back on it. So this year 1 just 

decided to keep them al1 on. . . . It's just easier." The consistent and careful use of 

planners by Ms. O'Hem contrasts wiih that of Teacher 23 100 (Mr. Desjarlais) who is 

also in the sarne school. When asked whether he has used student planners, he says, "Not 

in the lasr couple of months 1 haven' t." What asked how planner use had worked up to 

that point. he adds, "It worked reaily well. 1 did communicate with a few parents on a 
fairly regular basis and the other kids 1 just gave them the opportunity to use it and 1 

didn't enforce the use. . . . They would hand it into me in the moming and 1 just checked 

it. Again, 1 informed the parents that we were using and that it was there for our use and 

if they wanted to send it back for me to see do it through the planner. That way it 

encouraged the use." He explains that some parents used the planner to communicate 

with him and that some continued to do so by the traditional "scraps of paper" method. 

When asked what might have been the reason for irregular use of the planner (by both 
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students and pannts) he says, "Probably me not enforcing that I see the planner every 

single morning. 1 just did spot checks to make sure that they were using it and then 1 son 
of left it up to them. And that was mostly a time thing for me." Mr. Desjarlais explains 
that for "organized" students planner use became a habit: "I'd say probably 30% are 

using the planners on a regular basis." 

For Teacher 24100 (Mr. Griffin), and other teachers, the planner is especially 
important as a means of communication about classroom assignments. and for general 

communication between parents and teachers about students. When asked about parent 
use of the planner Mr. Griffin indicates that he informed parents about planner use nt the 
beginning of the year in a newsletter home: "If you can't phone, write a littie note in there 

and we'll see it everyday." Not dl parents have communicated in the planner, he ûdds. 
but says: "A lot of them did, you know. They might be something like, 'My daughter- 
we have to leave at 1 :ûû on Ftiday for a dentist appointment.' and even that little bit of 

communication [is good] ." 

Work Sent Home 

In order to communicate with parents about their child's performance and progress two 
Time 8 and two Time 2 teachers use weekly work folders to send home students' work. 
Two other Time 8 teachers use "theme books" which are compilations of work sent home 

at the end of a themed unit of work. Teacher 61 100 (Ms. Collerson) expirins what she 
does, why it is important for her and the impact on students and parents: 

1 used your ideii or suggestion, which I hrivc uscd in the put  but not rrs regularly as 1 have lhis 
year . . . about the folders, sending the work foldcrs home and that 1 round io bc vcry 
successful. 1 always send it home with a newsletter with an cxplanation of each assignment, 
particulrirly because the assignrncnts iue in French quitc oftcn, explaining whrit each 
assignmcnt is aboui, what is expected and then 1 always get the kids to make up a littlc 
sheet. . . . The commenrs back were "It's great to sec the work. 1 feel like 1 know what they're 
doing in the classroom." It w a  a great opportuniiy for the kids bccause they know ihc work is 
going home, there's anoihcr audience and a more important audience than me. And so to 
quality-1 don't know, how do you ever know if ihat's affecied the quality of your 
assignments. But they certainly-I've becn vcry plemed with the quality of the work that 
they'rc taking home and the parents have k e n  and also then when it cornes to report c d  time 
there iire no surprises for the parents. . . . If the child is consistently bringing home low marks 
on a comprehension test that will slert the fact. 

When work is sent home parents see it and are aware of the performance and progress of 

their child. Impoctantly. there are "no surprises" at report card tirne. 
Some teachers do not have formai work folders organized, but make efforts to send 

student work home for parent signature. Five Time 8 teachers report on this. Three of 

these, al1 at Nightingale xhool, report on the schoolwide use of Communication Day 



folders in which al1 school and classroom newsletters and notices are sent home every 

Wednesda y 

Newsletters and Project Outlines 

Six Time 8 teachers report that they send newsletters home from the classroom to parents. 

Typically these are sent out only once at the beginning of the year. as Teacher 29 100 

(Mrs. Wenzel) notes, "to say if there's anything they'd like to know, if they'd like to 

corne in and see me" or to outline general intentions for curriculum. and expectations for 

behaviour and work in the classroom. When teachers refer to newsletters other than those 

sent initidly, they are usually sent out, like those of Teacher 78 100 (Miss Davis), "once 

in a while" during the year to communication about "just what's happening in the 

classroom." Rarely are regular newsletters home a feature of classroom practice. 

The use of project outlines among these teachers is also rare. More typically 

teachers will ask students to list important dates in the their planners. Teacher 25100 

(Miss Halstrom) cornrnents on her use of the student planner which sometimes includes a 

"research note." Detailed lists of expectations and requirements for projects and luge 

assignments are rarely sent out by teachers. Only two Time 8 teachers refer to this. 

Teacher Efforts to Involve Parents in Instruction 
Often, as the teachers above point out, interim reports, project outlines, and especially 

work sent home in a folder act as a springboard for parent-initiated involvement in 

assistance at home. Some teachers sirnply have parents sign work or inform them about 

projects or student progress. and are pleased when assistance is provided in the home as a 

result. Other teachers, however, go beyond thrt  to specifically ûsk parents to become 

involved in some way. 

Thirteen of the nineteen Time 8 teachers report that they ask parents to help or work 

with their child in sorne way. However. when asked how they involved parents in 

instruction ten of the thirteen teachers provide examples of sending home extra work for 

one student or a small group of students, as opposed to initiating involvement of al1 

parents. For example. Teacher 62100 (Madame Tremblay) says honestly: "1 didn't do 

anything this year [to involve parents], unless some specific parent ûsked me for math, 

what can I do to help so and so. Or when 1 phone and mention that iheir child has 

difficulty in this m a  they ask what they can do. but no. in the general sense 1 didn't do it 

with al1 the parents." 



Sometimes teachen do involve the parents of dl the students in their classroom in a 
specific kind of work at home with their children. Seven of the thirteen teachers report on 

this, usually assistance with weekly spelling tests, or practice with math facts. In addition 

to asking parents to help their children practice math or spelling skills, teachers dso 

comment that they urge parents to read with their children, or encourage their children to 

read. 

Interestingly, when teachers seek to involve al1 parents in the kinds of activities 

referred to above, the invitation and encouragement are usually aimed at parents through 

students, and not extended directly to parents. When asked whether she does anyihing to 

encourage parents to work with their children Teacher 79100 (Madame Boucher) says: 

"No. 1 usually just talk to the kids about that." "1 know when we were doing the math 

facts," she adds, "1 tried to get them to work with their parents." When asked whether she 

has directed these requests specifically to parents she srys, "No, nothing . . . where I've 

asked them to specifically work with their child." This is an important distinction. The 

kind of indirect invitation to which Madame Trernblay refers is generally representative 

of teacher effort. 

The involvement of parents by teachers in learning tasks together with their 

children-as collaborators and co-leamers-is much more rare. For example. teacher 

initiation of home leaming activities (special home learning projects to be completed by 

child and parent together) is infrequent. Only three Time 8. one Time 2 and two Time 4 

teachers report on this kind of activity. Teacher 21 100 (Mr. Sutcliffe. one of the Tirne 2 
teachers) mentions a novel reading and discussion project that parents and students were 

to do together. Teacher 36100 (Miss Antonio: Time 4) explains that she organized a math 

project for parents and students to do together in which they were to "interview 

professionals to see how they used math in the workplace. 1 got a couple of interviews on 

videotape, so that . . . was very positive." 

When asked whether they have helped parents l e m  things that make it easier for 

them to help their child learn or better assist their child with schoolwork teachers' initial 

reply is often negative. When probed, however, most teachers-thirteen of the nineteen 

Time 8 teachen, seven of the Time 4 and eight of the Time 2)-are able to recount 

instances where they helped parents to l e m  on an individuai basis in after school 

meetings, on the telephone, or at interview time, usually by giving advice or suggestions 

about what to do or how to help, or by sharing teaching strategies or providing maierials. 

Teacher 77 100 (Mrs. Brewer) says of her efforts with parents: 



I've had them come in after school, or before school, whenever is convenient for them. and 
I've given them text books or materials that 1 have that will help them out. 1 have run off some 
sheets of a teacher's guide because Say, for example- math i s  a good examplc-if the child i s  
having problems with math 1'11 run off the teacher's guide becausc first of al1 i t  has the 
answers in it. Secondly, i t  hsrs a process that 1 have probably followcd in order to terich the 
concept. Somc parents knaw how to, for example, divide, but they leiuned how to do it 
differently but they want to teach it to the child the sme that thcy're k i n g  tciught in school. 
So 1 guess giving them an opportunity to have access io ihe instructional materials ihat we 
have here ai the school. 

It is dso important to note here again that the efforts of teachers to help parents are done 

primarily on an individual basis, not with d l  parents. 
As far as instructional involvement in the classroom is concemed. only two of the 

Time 8 teachen report on the presence of parents actually helping or working with 
students in the classroom (four in Time 4, and three in Time 2). Eleven of the Time 8 

teachers report that they invite parents into their classrooms, but typically these 
invitations are extended once at the beginning of the year in a generd newsletter or ai the 
Meet-the-Teacher Night and they are very general and open. Teacher 51 100 (Mrs. 

Kosko). notes. for example. that parents are "free to come any time and watch and 
participate." In these cases the onus ultimately rests with parents to initiate participation. 
Teacher 24100 (Mr. Griffin) says: "1 know at my grade. 1 don? get a lot of parents 
involvement. I do for field trips and things like that." However. when asked whether he 
has invited parents into the classroom during instructional time this year he replies, "1 
haven't made the invitations for that. no." Although the two teachers who have had 

parental involvement in the classroom suggest that it is helpful to them, most teachers 
here have not had parents in the classroom at al1 during instructional time. and have not 

made great efforts to initiate this kind of activity. The practice of Teacher 78100 is 

representstive of typical teacher effort to involve parents in the classroom: "I've rnostly 
just used them for field trips." 

There is a strong sense among teachers that parents are simply not responding to 
their invitations to come into the classroom. Nine of the eleven Time 8 teachers who state 

that there is little or no parental involvement in their classrooms report that parents 
simply do not participate. They perceive this as lack of support for their efforts. When 

asked whether she bas had parents in the classroom much during the year. for example. 
Teacher 56100 (Mrs. Weir) replies: "Not really. As 1 said, we extended the invitation in 

September but they haven't really taken us up. 1 have had one mother who came and 

spent at least half a day with us cause she just wanted to see what was going on." 



STUDENT PERCEPTIONS 
Reporting to Pannts 

Report Cads 

Little is mentioned by students about report cards either in terms of conveying 

information to parents or to students. When asked how their teachers let parents know 

about what they are doing in class a number of students, like Student 79305. state, "Oh, 

mostly report cards." Report cards are not often mentioned (by only eleven of thirty-four 

Time 8 students) and only very rarely as a means. or even valurble means, of 

communication. The comment of Student 62307 about her teacher stands out for its 

uniqueness: "She really brings out the-in report cards, really precisely. Like she doesn't 

leave out details thrt could jeopardize anything." 

In some classes regular interim reports that are not part of the required five reports 
are sent home. This is infrequent; only three students in two Time 8 classes and two 

students in Time 2 recount its occurrence. Student 5430 1 says, "We get like a weekly 

performance chart kind of thing and like, working well. assignments complete and 

homework complete and stuff like that." This student adds that "the whole school does it" 

or, at least, "most classes." 

Interviews 

When asked whether the teacher has ways of letting parents know about what they are 
doing in class students often cite the interview setting. Half of the thirty-four Time 8 

students speak of this. "We usually have parentheacher interviews before our first repon 

card and then he is telling us how we are doing in the classes," States Student 24306. 

Although al1 schools hold parentheacher interviews. those interviews which gamer 

the most comment from students are three-way conferences. Seven of the thirty-four 

Time 8 students speak of these meetings. "We write on our repon how we think we're 

doing, " comments Student 283 16, "and then she writes one and she'll discuss with our 

parents. What we do good what we do pretty well. . . .We have a folder we show parents 

our work and we discuss." When asked whether her parents have to wnte something out 

too Student 283 16 responds, "Yeah, at the end of the thing they write what they thought 

we did well on and what we could improve on." At that point they d l  discuss the report. 
adds the student. including "what our goal for next term is." Student 23306 reports that, 

"one thing that the parents say that they really like-during the year they cornplain that 

they don? know what's going on, cause the kids forget to tell them. One thing that 

they've done and the parents really like it, right before report card everyone gets an 
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interview, the student, the parent or parents and the teacher al1 go in and tdk about what 
you're doing and the parents cm get that if they want to. Most of them get in three report 

cards." Although this student comments that parents like three-way conferences she 

doesn't provide any comment about what she thinks. Student comments about reporting 

practices are typically factual; students rarely provide personal evaiuative comments or 

opinions. 

Ongoing Communication to Parents 
Telephone CaUs 
Sixteen of thirty-four Time 8 students report on teacher telephone calls home. However, 

not al1 of these students have received telephone calls from their teachers. Typically. 

students report, teacher telephone calls are about incomplete homework and poor 

behaviour and so are made to specific homes. When speaking of these calls, however. 

students are often referring either to calls the teacher made to other homes. or to teacher 

practice in generd. For example. Student 74304 comments: "Well. we have a homework 

club and if you miss out on homework three times you're in it. Or if you miss out on 

homework he'll trlk to your parents or something. He usually phones your parents." 

When asked whether the teacher has ever phoned her parents she says. "1 think once." 

When asked whether the teacher has phoned his parents Student 743 1 1, in the same class. 
srys: "No, but he's phoned my friends' parents before. . . . I think he just phones if you're 

bad or just checking up on you. . . . if your homework wasn't done for r couple times." 

According to students teachers rarely, if ever, cal1 home simply to inform parents 

about w hat students are learning or to inform them generally about the student's progress. 

When asked how the teacher informs her parents about what she is doing in school 

Student 23304 explains: "He once called to confirm the interview, but he doesn't cal1 and 

Say, 'Oh, we're leming this.'" About the issue of the teacher informing her parents about 

what she's doing Student 24302 claims that, "he could cal1 them. He hasn't done that 

before." This kind of cal1 is reported only twice in Time 4 data, and six times in the Time 

2 data. 

Occasionally, teachers will choose to make a round of telephone cûlls as one of their 

informal reports. In this case, the cal1 is more likely to concern student progress and 

involve " g d  news." Student 62307, for example. reports that the teacher "usually 

phones home if there are any problems or if we're doing really g d ,  because like there is 

informal report cards when she phones home." Arnong the teachers here this practice is 



not common, undertaken by only two Time 8 teachen, two Time 2 teachers and 1 Time 4 
teacher. 

Notices, Newsfeiîers and Overviews 

Most often letters that are sent home from the classroom are notices about events and 
field trips. or are school newsletters. Twelve Time 8 students report on these kinds of 

missives. For example, Student 22305 speaks of the communication folder that is used 
evcry Wednesday in her classroom: "We've got this big piece of paper. it's for notices to 

go home and the date, and you get Ms. O'Heam to sign in this little box beside the date 
and then we got how many notices you have. and a little box and beside it any retums and 
the other side is where my mom signs." 

Some teachen do send home class newsletters to inform parents about classroom 
events and curriculum. but this is rare, reported by only three Time 8 students. Studeni 
56304 comments that her teacher will "sometimes . . . send home newsletters and things 
like that to parents to tell them what they would be doing, what we're doing, things like 
that, what kind of project we will be doing next." No Time 8 students report that 
classroom newsletters are sent home on a regular basis. 

Several students (four in Time 8) report that teachers send home overviews 
detailing what students have done in class. Usually these are included "in the report 
card," states Student 29304. "not only the comments-she sends home a note about what 
we've been doing." 

Work Sent Home 

Some students (five in Time 8 and seven in two Time 2 classrooms) report that their work 
and information about their work is sent home regularly. In the clüssroom of Teacher 
56100 the work folder is cdled r "theme booklet." "We put al1 Our paperwork that we've 

done into that book," states Student 56304, "and then we take it home to show our 
parents." Student 153 14 (Time 2) provides a little more detail about his folder: 

On the first page it is about whar happened during that wcek and then what Our teacher hm 
done is in the middle. She has put down al1 the subjects and a check bcside them if  they are 
handed in and stuff and then she will tell if they are not thcre. You have to tell why they are 
not there, like you are sick or whatever. Then in the folder irself ihey will have the tesis that 
you did in the ps t  week and some daily work. I t  depends if we did a math sheet or whatever 
that would be in it, newslettcrs, stuff like that. 

Student 153 15 (Time 2). in the same class, comments that the folder has made an 

impression on her parents: "Yes, because before we started to get the folders out my 



parents didn't see the work that was happening in my class and now they are seeing a lot 

more ." 

Sîudent Planners 

Among the Time 8 data there are more reports and more detailed reports about planners 

as a means of organization for students and as a means of communication than any other 

practice. Twenty-seven of thirty-four Time 8 students comment on their agendas. Student 

planner use is reported by only three Time 2 and two Time 4 students. 

Although many Time 8 teachers use planners. usage varies from classroorn to 

classroom. Typically students record daily homework and assignments and teachers will 

often include written comments to parents about homework and student progress at 

school. Sometimes parents are required to sign after the student hrs completed his or her 

evening's work. Some teachers sign daily as well. Student 24306 explains that "we have 

daily planners and we have to wtite down what we have for homework and then he has to 

sign it and some people who forget their hornework books or they are not understanding 

it. then he will just have a little comment asking if [parents1 can sign it and make sure this 

child is doing it." When asked whether dl parents have to sign this student explains that. 

"it depends, because some people who have forgotten their homework books or who are 

not understanding it, their parents will just have to sign and the people who do know what 

they are doing, they won? have to sign it and the people who don't understand it, their 

parents will only have to sign it for a certain amount of time." Differential planner use. 

such as that described by the student above. is the most common teacher modus operandi 

reported by students here. About half of the Time 8 students report that parents are 

required to sign everyday. Although many students note that the teacher sans the planner 

ût the end of the day, and often signs, signalling to student and parent that the planner has 

ken correctly filled out, there is far less comment from students about teachen following 

up on planner use and parent signature in the moming. 

Consistent use is important. In the class of Teacher 23100 (Mr. Desjarlais) the 

plûnner has been used sporadically. About the planner Student 23306 cornments, "We 

haven't used them in a long time. . . . they just sort of drifted away." Student 23304, in 

the sme class, confinns that 

We don't use the homework book very much.. . . At ihe stririing of  the year, [piuents signed 
the planneri but then we didn'i have to anymore and he used usually to sign them. but then he 
stopped signing to make sure we h d  our homework. It didn't redly help me that much. 



Students see the benefit of planner use for both themselves and their parents. 
Student 22301, like many others, notes that she likes the planner "because if 1 forget 
something on the my math page 1 can find it in the planner." According to Student 62307 

daily signing of the planner by parents is important because "they find out and the teacher 

finds out that the parents are finding out what the homework is and if kids need any help, 

like it's easier to go to your parents for help. so it really helps." Students. like Student 
783 10, also note that their parents like the planner "cause they know what we're doing." 

Meeîing with the Teacher 
Apart from parentkeacher interviews conducted in the fall. and sometimes in the spring, 
students ruely mention specific meetings between their parents and the teacher, other 
than occasions when parents visit the classroom cûsually, while volunteering or picking 

up or dropping off students or lunches and other items. Student 78302, for example, notes 
that his parents visit the classroom frequently: "My teacher always lets my parents know 
what I'm doing in class because my parents are always in class afier school because they 
pick me up." Among students there is far less mention of this kind of pûrentlteacher 

interaction than arnong parents. 
Student 54301 explains that his parents are "pretty excited about the rowdiness 

because my dad had a meeting with the principal and my teacher about it. He's quite 
concemed about it." Mention of these kinds of meetings is unusud. however. Apûn from 
this incident there is little mention among Time 8 students of the kinds of intervention 
and "advocacy" meetings between parents and teachers that are orchestrated by parents. 

Parents in the Clsssroom 

As Student 78302 above notes, parents are often seen in the classroom when making 
quick visits, attending special events, or assisting with transportation or supervision for 

field trips. Student accounts of parents helping or observing in the classroom during 
regular instruction iime are infrequent. The comment of Student 25302 (Time 4) is 

representative: "1 don't set them often in there." Reports do Vary from classroom to 
classroom, however. Student 16301 (Time 2) notes that "almost every day one parent 

cornes in and does cornputer with us and one mum comes in and does artwork, carves in 

wood." Here the Time 8 data are not representative of al1 student data. Student cornments 

about parental visits to the classroom are less frequent in the Time 8 data than for Time 2 
or Time 4. Accounts of parents in the classroom helping with instruction are more 



frequent for Mr. Sutcliffe's classroom (Teacher 22100 in Time 2 and Time 4) than for 

any other teacher. "Some of the parents help with new art projects that we do that we 

don't know about." comments Student 2 1307 (Time 4). "they help us understand how to 

do them more. Some parents come in to help with math if they have the free time." Mr. 

Sutcliffe's classroom is exemplary in this regard. 

SUMMARY: PARENTITEACHER INTERACTION 
Parents help at school when they can. There is. however, little involvement during the 

day as most parents work. Those who do work try to be at the school when they can. 

Parents are around the school and classroom. but they are not often in the classroom. 

Although most parents indicate that they feel welcome. that they can see or speak to the 

teacher at any time. from an instructional point of view they do not feel that the 

classroom is open. They rarely receive specific invitations into the classroom. Although 

some teachers are more welcoming that others in this regard, there is a genenl sense 

arnong parents of a "closed classroom." 

While most parents feel free to crll, typically they do so only when there are 

problerns. Most parents feel that there is not enough teacher communication to parents. or 

that it cornes too Iate. When it does, they say, the communication is negative. Among 

parents there is much discontent about reporting. Parents need and want teacher 
evaluation on report cards, and they seek information about context. In cases where 

teachers send home interirn reports or folders of student work, parents are pleased to 

receive this information. particularly as they perceive traditional reponing to be too 

infrequent. Parents see work folders, student planners and three-way conferences as 

collaborative practices. Planners keep parents up-to-date with curriculum, and are 

effective for student organization and developing student responsibility. Work folders are. 

and planners optimally can be, a means of communication between parents and teachers 

about student achievemeot and progress. Three-way conferences see parents and teac hers 

involved together-with students-in discussing and evaluating student growth. When 

teachers do communicate. listen and respond to parents, parents do not feel excluded. 

Parents also do not feel excluded when teachers collaborate with them, a characteristic of 

the practice of some teachers, but not dl. 

Parent advocacy can be a key to bringing teacher and perent(s) to collaborative 

activity. Parentai advocacy is not always successful or productive, Iiowever. and some 

parents parents choose not to do so. Generally then is less parent advocacy if there are no 



problems with students, especially if the student is capable academically. There is also 
less need to intervene. or advocate, when the teacher communicates more to the home. 

Invitation to parents is perceived by teachers as specific to events or for 

volunteering. or a generd. beginning of the year invitation to come in or contact the 

teacher at any time. According to teachers, there is little parent participation in general for 

"Meet-the-Teacher" nights or interviews, other than when the school somehow requires 
parents to be in attendance. Teachers do, however. see three-way conferences more 

positively . 
According to teachers there is also little parent involvement in the clsssroom. 

Parents, they say. are invited but don? come. Although parents are invited to attend 
specid events and to volunteer, they are rarely invited by teachers to be in the classroom 

during instructional time, either to observe or help students. Teachers perceive there to be 

a number of barriers to parent involvement, but despite ûn understanding of the obstacles 
that prevent parent participation at school, they believe that parents could do more at the 

school during the day. and at home with students. 
As far as communication to parents is concemed, al1 teachers cal1 some parents, but 

mostly about things negative. Work folders and interim report cards are used by only a 
few teachers. Project outlines and newsletter are rare. Planner use is more widespread, but 

varies between classrooms. When teachers use plannen consistently, student use tends to 
be more consistent and regular as well. 

Attempts made to involve parents at home vary a great deal between classrooms. 

Most teachers report that they have not helped parents l e m  things that help them help 
their children, but most do offer suggestions to parents on an individual basis, often 
through the child. A few teachers go directly to parents and build instructional 

relationships on a classwide basis, through the use of such strategies as planners, 
newsletters. home learning activities and project guidelines. 

Compared to parent comment about paredteacher interaction, student comment is 
minimal. Parents are often around the classroom, and do volunteer for field trips and 

other classroom activities. but student accounts of parents in the classroom during 

instructional time are in frequent, consistent w ith parent reports. 

As Car as communication is concemed, students note that teachers seldom make 

telephone calls home, but that they do cal1 some homes on some occasions, usudly about 
poor behaviour or academics. Students report that teachers and parents meet at intervew 

times. and occasionally schedule other meetings. Three-way conferences, which are 



collaborative and involve both parents and students. have special impact on students 
compared to other means of communication. 

Students whose teachers use plmners regularly and consistently are impressed with 

this tool, mentioning both its role in communication between teacher and parents. and in 
helping them keep on track with their work. Although students mention other teacher 
efforts when they do occur, such as class newsletten. overviews and work sent home. 

these do not appear to have the same kind of impact on students as planners and three- 
way conferences and some. such as newsletters and previews, are rare. 



INTRODUCTION 
The following section includes profiles of four triads. These profiles are presented as a 

means of surnrnarizing the various points made in the previous sections of this chapter. 

particularly the second section in which the characteristics of triadic relationships are 

explored. These particular exarnples were selected because they best illustrate triad 

satisfaction and triad dissatisfaction respectively. The first two cases represent tria& in 

which parents, teachers and students are satisfied with relationships and interaction 

amongst and between one another. The second two cases represent triads in which 

parents, teachers and students are dissatisfied with interaction md relationships between 

and amongst one another 

Triads were selected that are representative of both best and worst "practice." but 

individual imperfections and idiosyncrasies are maintained. The profiles are b*composite" 

insofar as they are representative of the themes to the greatest extent possible in their 
entirety as a group of four (or. two groups of two). As a group of four they are 

"saturated," containing as many of the points and categories explicated in the previous 

two sections of this chapter as possible. 

In speaking of different programs of research on teaching Shulman ( 1986) refers to 

"exemplars of practice or malpractice" (p. 27). These. he srys are "normally case 

descriptions of teachers, classrooms. or schools. They do not necessarily daim empirical 

generalizability. They are presented as instances of exemplars. documenting how 

education was accomplished (or stymied) by a particular group of teachers and students 

in a particuliu place" (p. 27). The fïrst two of the cases here are exemplars of practice: the 

final two are exemplars of "malpractice" between students, parents and teachers. These 

cases document how education was either accomplished or stymied by a particular 

teac hcr and parenthtudent set. Individuall y t hc profiles cannot clairn empirical 

generalizability. Not d l  strong and al1 weak triads are exactly like these. However, as a 

group these four triads best and most effectively capture the characteristics of those triads 

in which strong and satisfying relationships are developed between students. pûrents. and 

teachers, and those in which they are not. The refennt and triad group characteristics, 

rather than the individual profiles could perhaps daim some empirical generalizability. 



In speaking specifically of cases Peshkin (1993) quotes Wolfe who says that "'one 
hopes that one's case will touch others. But how to connect? Not by calculation. 1 think. 

not by the assumption that . . . 1 have discovered a "universal condition of 

consciousness." One may merely know that no one is alone and hope thût a singular 

story, as every true story is singular. will in the magic way of some things apply. 

resonate, touch a magic chord"' (p. 25). The characteristics and nature of tnads in which 

satisfisfaction exists and those in which it does not were outlined to the reader in discrete 

categories in the earlier sections of this chûpter. In analysing and presenting the data as I 
did in the two previous sections. however. some sense of the wholeness and integrity of 

individal triads is lost. The profiles here. while typical rather than singular, are 

nonetheless intended to bring alive to the reader the characteristics and nature of triad 

interaction in the wholistic, resononant way to which Wolfe refen above. 

TRIAD ONE: "WE ARE RESPONSIBLE FOR OUR OWN LIVES; WE 
ARE RESPONSIBLE FOR THE THINGS WE LEARN AND HOW WE 
LEARN THEM" 
The Teacher: Mrs. Munke 
The Classroom/The Sîudents 

Mrs. Munke teaches a Grade 516 class in Seaside Elementary School. She believes that 

students can be responsible and she encourages a sense of responsibility in her students 

which. she believes, has developed over the yeu. This is, she explains. 

because WC talk about that everyday, that we are responsible for Our own lives, WC arc 
responsible for the things we lcatn and how wc Icorn ihcm. So 1 have noticcd that thcir 
attitudes about responsibility have changcd, no1 for dl o f  ihem, but for a lo i  o f  them over the 
ycar, and whereas i n  thc beginning when 1 talkcd IO them we would discuss they arc 
responsible for al1 of the things thai fhey arc leming.  thcir behaviour. the rcsulis of their 
behaviour, a lot of ihcm didn't like to heiu that at the beginning o f  the yew and now they'rc 
accepting it and as they accept that they internsrlize i t  and they act in responsible ways. 

There is a difference beween boys and girls. however. "Boys," she maintains, "are more 

resistant because they want to be very independent. They are rcbellious about what 

expectations are ûnd want to be very independent." 

According to Mrs. Munke. students learn responsibility by making wise choices. "1 
try to do as much as 1 cm," she States. "give them a feeling of owning their own work and 

king part of this class. consulting with them, so this isn't al1 king done to them, but 

they're a part of the decision-making process. the things that gone on here. Because if 



they feel it's their school and their classroom then they're-I'm not going to have to 

manage so much." 

Mrs. Munke encourages student choice in Social Studies where students participate 

in choosing the themes for study. She has also implemented a "Time Management 

Friday" where students are provided with an outline of al1 scheduled activities. and al1 

assignments to be completed, and then they plan their own day. Mrs. Munke explains that 

she expects "responsible choices and so they have an outline and they fil1 it in and they 

evaluate how they have spent their day." It's not. she insists. "jjust a free for al1 day." She 

adds that as time passes students become more responsible about planning their time and 

ensuring that they complete the work thait had been set for the day. "They evaluate how 

they have spent their day," she comments. " and this changes over the months in their 

evaluation of them initially wasting their tirne or they weren't focussed or they didn't 

ûllow enough time, and these are their own comments." As time goes on, she adds, 

students realize how much they enjoy planning their own day. "But with that." notes Mrs. 

Munke. "cornes the responsibility of making wise choices so that they're not disrupting 

other students and they have to consult with another student if they want to have chess 

time. 1 guess the thing that I've noticed the most with that is they have become more 

responsible and 1 think that carries over into the other days of the werk." 

Mrs. Munke uses students plünners in her classroom for al1 students and she 

believes they have also helped students to be responsible: 

1 look ai thc student planners, M y  students still  al1 have thcir student planncrs and they still al1 
bring them to school. They don't al1 still writc in them cvery day but thcy do as neccssary. 
Whcrecis i was checking thesc plûnncrs evcrydity at thc bcginning of the yew I'm no longer 
doing that. . , . 1 find that has helped thcm to bc rcsponsible because thcy're looking everydriy 
in terms of their academics, and in terms of other activities ihey'rc looking and thcy'rc 
learning to look aheitd an3 to takc responsibility. Planning-planning, titnc management. 
Vcry big things 1 resilly focuscd a lot on this yerir. Thcy can take rcsponsibility for that. 

Mrs. Munke believes that respectful behaviour in the classrooms is important and 

tries to model it for her students: "1 expect them not to put others [down], or not to put me 

down and that means that I don't put them down." "It's character. trust, integrity. respect. 

those things," she adds, "1 think they're very important and that's the way 1 try to live my 

life. 1 try to teach that in my classroom. 1 try to talk about character and 1 try to taik about 

stewardship, al1 of those things that 1 think are very important to me in my [life], those 

values which 1 think a r e 4 r  principles-that are necessary in any kind of a successful 

society. 1 try to model those kinds of ihings." The ideal relationship between teachers and 

students. she notes, is one of "respect, openness. caring." Mrs. Munke shows respect for 

her students "by listening to them." 



As an example of developing respect for students and student respect for teachers. 

Mrs. Munke relates a story about a student for whom a daily journal-in the student 

plmner-was set up between the school and the home. As a result of the daily monitoring 

that took place through the use of the journal, the student's behaviour changed and the 

teacher began to see the student in a new way: 

The problem 1 was having wth the one student was because of a very negritive attitude and 
always calling out in class when 1 wiis teaching, rcfusing to participate in most of the 
classroom activiiies. And 1 was having such a difficult time dealing with him. I t  was 
everytime 1 tried to do something. So that was when we siarted ihe journal. And now whrit I'rn 
finding with this child is, he is rcally cmcfu! about his bchai'iour now bccausc it'lt bc writtcn 
in the book. He's stmed to speak, but what hc's siarting to do now is  ihat he's shawing hc has 
a very bright mind and he's a very questioning child and instead of k i n g  the ncgativc criilout 
pcrson that he always was hc's starting to usc his qucstioning mind in a morc positive way by 
puiting up his hiind saying, excuse me, rcflecting bcfore hc calls out, and thinking. I'rn 
stiuîing to see him ris a ncw child, aiioiher typc of a child and 1 can sec, 1 rccl a kind of respect 
developing bctween us although 1 never did fecl that I'd trcaied him with disrespect bcfore. 

In focussing on the child as an individual and getting to know him better through 

communication with the home, Mrs. Munke developed respect for a student she had not 

seen in a positive light before. Linkages between home and school in the form of düily 

communication also had a positive effect on the child. His behaviour changed. 

Mrs. Munke tries to be effective with every student in her class by being sensitive io 

their individual needs and ways of leming and enabling them to work in those ways. She 

reflects that "it isn't always that easy because you have a clnssroom full of kids with 

mmy, many different ways of doing things. But I find that . . . if you teach the skills. your 

students will often work in their own ways if given the opportunity and not everyone is 

expected to do things the same way." Mrs. Munke gives an example of one student in her 

class who demonstrates his strengths and displays his leaming in ways that he is able: "1 
have one student. for example. who has a really trernendous problem with writing and 

spelling and he's a very bright student so his-he's not self-conscious about that fact. He 

can show his knowledge in other ways which are acceptable and so . . . it's almost like in 
a certain area he's successful." 

Mrs. Munke maintains that meeting al1 needs is very difficult. "There are," she says. 

"many different people with many different needs," including physical and emotional in 

addition to the academic. Ultimrtely, Mrs. Munke is not sure that she is effective with 

cvery child. "Let's just say that 1 try to do it." she reflects. "but I'rn not sure that I'rn one 

hundred percent successful because when I'rn making a particular effort to reach certain 

students. 1'11 often reflect that I'm missing others. . . . 1 try really hard but I'rn not always 

successful at it." 



The Home/Tire Parents 
According to Mrs. Munke parents are welcome at her school. She lists a number of 

activites-breakfasts, open houses and teacher interviews-to which parents are invited. 

She adds that. "even if only a few of thern can corne. at least they know they're 
welcome." 

As far as her own classroom is concemed. parents have k e n  in for an open house, 

they have been in during instructional time, and they have popped into the classroom. 

Mrs. Munke notes that it has taken her a while as a new person to the school and school 

district to settle in and begin CO feel comfonable with parents and students. As she has 

gotten to know parents and students she has felt more cornfortable and she has noticed the 

difference in herself during her second year there. Al1 around, she States, "1 think the 

comfort level increases as the parents feel more cornfortable with you. kids feel more 

comfonable with you. They get to know you." And. indeed, as she gets to know them. 

Mrs. Munke maintains that having had a special needs student in her classroorn has 

been beneficial as there have been o number of people in and out of the classroom 

everyday : 

Having a special needs student in my classroorn . . . has rcally helped me to feel more 
comfortable with people in my room. At the beginning of the y e u  it was difficult becûuse it 
was so overwhelming and 1 thought it extrcmety disruptivc and 1 found it hiud to teach, but as 
timc went on I found i t  easier 10 let people know what my values wcrc and what ihe 
expcctations were and to relate to people and not io feel seIf-conscious, to bc so awarc thc 
people are watching, but to just go on and io do whsit 1 do anyway. 

As a result of this increasing comfort wirh the presence of other adults in her classroom. 

Mrs. Munke wants her classroom to be more open next year. "1 want to communicate that 

to parents a lot," she says, "so that 1 can say that I'rn feeling more cornfortable with thût. 

whereas 1 didn't before." Ideally Mrs. Munke would like to extend an open invitation so 

that parents can corne in whenever they want to. "1 think I'm starting to feel more 

comfortable with that, " she adds, "but, once 1 get to know parents I can communicrte to 

them individually to corne and just feel free to drop in and watch at any time." Mrs. 

Munke acknowledges the fact. however, that there are still some parents she would not 

want in the classroom: "There are one or two people who 1 wouldn't want in the 

classroom, you know? Cause they would disrupt the classroorn." 

Despite the fact that she feels she has not opened up her classroom as much as she 

might have. Mn.  Munke gets as much help from parents as she needs: "Absolutely. More 

than 1 need. If 1 ask for help 1 get exactly what 1 need." She explains that parents 
volunteer on field trips and also work with their children at home. As far as help at home 



is concerned. Mrs. Munke has nin a regular reading program in which parents and 
students work together: 'There's a home reading record that's been going home al1 year 
long. It works from Monday to Thursday. Parents write on it everyday and sign it and 

write down how much time the children have spent. That communication goes home d l  

the tirne." In addition to the regular home reading Mrs. Munke also asks parents to work 
with their students on special projects: "The new project that's coming up in social 

studies is a self-directed one which will basically be done at home with help from their 
parents and they've got that on their assignment list rlready." Mn.  Munke also rsks 
students to have their parents proofread their writing and then bring it back to school. In 
addition. she sends tests and other work home for parents to sign, as well as students' 
weekly reflections on their work. Mrs. Munke also works with individuai parents and 
students. depending on need. She developed an individualized math program for one 
student and clearly explained to the parent how to help the child. She focussed on work 
habits with r small group of capable but disorganized students, giving these parents 
literature to read. ideas about how to set up study areas. suggested routines their children 
could follow and check lists. 

Mrs. Munke notes that parents cannot rlways help their children especially if 
they're not clear about teacher expectütions in the classrwm or do not undentand content 
or methods in math. "because we do things differently than when they went to school." In 
addition, parents often don't have the writing skills to help with proofreading. However, 
this does not stop her from expecting and requesting of parents a range of supportive 
activities at home. She expects that all parents will work with their children at home. md 

asks them to do so. 
In order to communicate with parents Mrs. Munke often telephones. She explains 

that she hasn't called every parent. but, "is going to get there before the yeu is out. That 

is my goal." Her telephone calls to parents are well-received. She adds that she doesn't 
cal1 some parents because she sees them often at the school. S he emphasizes that she tdks 
to parents, "at every opportunity that 1 have. When they're in the school to pick up their 
child 1 talk io them. I've done a lot of cornrnunicating that way." Mn.  Munke tried 

making good news phone calls last year but stopped because it was difficult to r e r h  
parents. She found herself having to cal! three or four times. She tumed to sending good 

news notes home with students. 

Mrs. Munke has her students use planners and she finds them useful for 

schooihome communication, using them extensively to sent notes home to parents: "1 
find that a lot of the communication that goes on is because of the student planners. 



Those things go home. 1 wnte notes and more and more as they year goes on 1 will get a 

note from the parent in the student planner. . . . It really seems to have opened up the 

communication. It's the one thing that is reûlly steady. It's been more effective than a 

weekly reflection. . . . Newletters are great too cause they're giving out ideas about what 

the kids are doing. but this is a communication device and that is very important." 

Because of this communication teacher and puent cm often get to know each other 

better. At one point during the school year Mrs. Munke used the planner as a 

schooYhome journal to address the behaviour of a particular student. She is not explicit 

about whether this is the sarne parent/student set she referred to eulier. but she is clear 

about the impact of this communication on herself and the parent. She describes the 

situation: 

Wc staried a joumal going back and forth home, and that hiis bcen so effective in solving this 
problem with thc parent and the child that 1 can't speak highly enough for i t  because rcally we 
were tdking about a really serious situation. î ï ie  child was going home and saying things that 
weren't really happcning and the mother was belicving the cliild. . . . Evcn the phone calls, thc 
phone cdls didn't work. The only thing that has worked is the journal. 1 writc to thc rnoiher 
and she wntes back to me cvcry day. 1 think i t  works beçausc we'rc doing it on a personal 
levcl. It rnight secm rhat that is an obviaus comment but 1 don't think ihat happcns a11 that 
often in the school situation. The kind o f  çriticisms that are levelled ai the school, wherc they 
comc from, attitudes that go back to people's own ycars in school, rittitudcs thüt may nat have 
anything to do with the situaiion so i f  you can dcal with thcm on that levcl, thcy get to see you 
as a pcrson. 

Importantly. Mrs. Munke was able to get to know the parent better, understanding her 

perspective and her attitudes toward school. and the teacher was able to get to know her 
better. In going beyond the surface interaction of acquaintance the interaction became 

personal-deep and meaningful-and parent and teacher were better able to focus on and 

resolve the problem. 

As far as formal reporting to parents is concerned, Mrs. Munke explains that 

parentiteacher conferences were three-way, with students participating. She and the 

parent(s) wrote the report card together. In conference Mrs. Munke transcribed 

everything that was discussed during the interview and parent comments were added. Al1 

parents but one liked this format. The lone dissenting parent did not support the student 

sel f-evaluation aspect. 



The Parent: Mrs. Boden 
Thé Home/The Student 

According to Mrs. Boden, Alison is a responsible student. As far as her schoolwork is 

concerned, she knows what homework she has to do, because it is written down in her 

planner, and she does it. In fact she gets upset if she doesn't get her work done. 

The students in Alison's class don? receive grades, but the comments Alison does 

receive on her report card "are always positive." In addition, the teacher points out what 

areas the student should continue to work on, but, Mrs. Boden adds, Alison "realizes 

whüt those things are. It's not as if they're any kind of a shock to her. She knows the 

areas in which she's weak." Mn. Boden encourages her daughter: "She knows that she 

doesn't have to be the best at it, just has to do her best ai it." 

At home Mrs. Boden helps Alison with the classrwm home reading program, with 

reading comprehension activities sent to al1 families by Mrs. Munke, and with 

multiplication. She monitors homework and helps with any problems that arise. She also 

assists with projects. Mrs. Boden makes sure her dûughter gets enough rest and is 

healthy: "al1 those things that make a child able to function properly at school." She 

offers emotiond support, "to try things even if she thinks that she can't do them" and 

encourages her daughter to get involved and take pan in extra-curricular xtivities. She 

notes that Alison is in the band. the choir, and in sports. She also tap dances, does jazz. 
and is fluent in sign language. Mrs. Boden believes that it is important for students to be 

involved in activities and likes to think that her daughter is well-rounded: "She just has so 

many interests to keep her busy dl the tirne. It keeps Mom busy al1 the tirne as well, but 1 

think it's redly important to keep these kids that way and not give them opponunity to 

get in trouble." 

Alison is happy and likes school. She "adores" her teacher and wants to be in her 

class again next year. This is crucial, according to Mrs. Boden: "The thing is. my 
daughter really likes Mrs. Munke so I mean that's a big ded. The fïrst year at this school 

she absolutely hated her teacher and so that has a lot to do with your entire year, how you 

handle your year." 

Alison likes the school she attends. Her parents are also happy with the school. 

They bought a new house but stayed in the same neighbourhood so that their children 

would not have to change schools, "because not only are we happy with the school, and 

how well the kids are doing, but we're also happy with the children . . . they are 

socidizing [with] which 1 think is really important." 



The Classroom/The Teacher 
Mrs. Boden has been working full-time so she has not been able to help much in Alison's 

classroom. She was. however, able to participate in an ovemight camping trip with the 

class. She does not attend PAC meetings, but does attend those interviews and meetings 

"just . . . reguding Alison." Mrs. Boden has not observed in the classroom, but could do 

so and would feel comfortable visiting the classroom. 

Mrs. Boden is comfortable with M n .  Munke. "1 feel real easy with Mrs. Munke," 

she comments, "and when I've sat and discussed Alison at interviews 1 have found her 

extremely easy to discuss anything with which is really nice." 

Mrs. Boden feels she has had sufficient opportunities to meet with Mrs. Munke and 

the teacher has made it clerr that if parents have any concems they should talk to her. 

Mrs. Boden is confident that if there is a concem about Alison Mrs. Munke will d l .  

Although Mrs. Boden reports that she has not had to stand up for her daughter's interests 

at school. she did write a note to Mrs. Munke at the beginning of the year about a 

misunderstanding on Alison's part regarding the amount of time to spend doing 

homework each evening. Mrs. Boden did not feel that a reply from MN. Munke was 

necessary. but thought chat it was "kind of nice that Mrs. Munke . . . followed up on [the] 
letter . . . because 1 wasn't expecting an explanation for it." Mrs. Munke, Mrs. Boden 

explains, listens to and uses the information that parents provide. 
Mrs. Boden feels that she and M n .  Munke have worked together to help Alison 

leam through the projects specifically assigned by Mrs. Munke to be completed with 

parent assistance. Mrs. Boden also feels that she has worked with Mrs. Munke by helping 

Alison with her homework and making sure it is done and that Mrs. Munke has worked 

with her by making specific suggestions at the parenthercher interview about how to help 

Alison at home with reading and multiplication which Mrs. Boden has carried through ai 

home. 

Mrs. Boden is pleased that Mrs. Munke uses student planners with her class because 

they help students to remember when assignments are due and what they might need to 

bring to school. A planner, Mrs. Boden States, "really keeps them on track and 1 was so 

impressed with that because 1 use a daytimer al1 the time and 1 think it's wonderful to get 

these children organized and used to organizing themselves. And 1 have found in years 

past, Alison will corne home and say. "'Oh. we were supposed to have done this Iûst 

night' but now they know when it's due because this daytimer cornes home and 

everything's in it. It's absolutely wonderful." She adds that planners are also good for 

homelschool communication: "If 1 have a concem or something that 1 want to question 



the teacher on or whatever, I can send a note home in the daytirner which goes back to 
school the next day." 

According to Mrs. Boden the ideal parent/teacher relationship is one in which "you 
feel cornfortable to communicate, that if there is a problem with the child. 1 wûnt to hear 

about it, and I appreciate hearing about it so that 1 can-because a lot of times it's 
something that needs to be handled at home possibly." 

M n .  Boden notes that Mrs. Munke is strict with students. She doesn't let them get 
away with anything and insists on some periods of quiet time in day when no talking is 
allowed. According to Mrs. Boden, Mrs. Munke is sensitive to student needs and their 
interaction, especially squabbling between girls: "1 think Mrs. Munke, she's aware when 
there [are] problerns between the children and she just son of moves them around a little 

bit. This is whrt I've found. There's not been a problem in the classroom at rll." 
Mrs. Boden believes that Mrs. Munke respects Alison. She thinks Mrs. Munke 

enjoys Alison because she is confident and not afraid of giving the wrong answers in 

class. beause she is full of life, and likes to participate in everything. 

The Student: Alison Boden 
The ClassroonûThe Teacher 
Alison is a student in Mrs. Munke's class at Seaside School. Her classroom. she says, is 
sometimes quiet and generally is an easy place in which to lem.  There are classroom 
rules. and students are rewarded with "Munke money" for doing something nice or good. 

Alison notes that she likes coming to school "because I like to lem" and she maintains 

that she l e m s  lots at school. 
Mn.  Munke is one of Alison's favourite teachers because "she just has reslly good 

ways of, ways to rnake-to try to help you out. And she always has really really good 
ideûs." For example, says Alison, "Yesterday she said if anybody needs help in long 
division to corne up to the board and she would help (hem on it and 1 cûn't do long 
division very good and so she really helped me." Mrs. Munke is also fair. "Yeah, oh 

yeah," States Alison, "and she always-if she's not fair, she always tries to fix it. And it 

usually always works." 
According to Alison, Mrs. Munke gives students choices in the classroom. They 

may choose from a variety of project or assignment topics, or the specific focus of an 
assigned project. and they participate in the selection of student groupings. They may 

choose whether they want to continue with an activity they are already working on or 
which of two activities they'd like to do first. 
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Aiison explains that students in her class use planners which she really likes. "1 love 

that thing," she States, "1 couldn't live without it." The planner helps her to avoid the 

problem of forgetting what she has for hornework: "If you just look in it it tells you what 

you've got for homework and when ifs  due." In this way, adds Alison. "you don? have 

to keep it al1 in your mind. There's too much stuff in your mind then." Alison notes that 

students write in their planners every afternoon just before the end of the day. Mrs. 

Munke signs the planner and then will often write a note to parents is she has a concern: 

"If she has a problem or if something's bugging us or if we don? get enough time to do 

something then she'll write it in our student pianner and taik to us about it. And then our 

parents will know." Alison notes that someiimes Mrs. Munke will cd1 home instead. 

As far as calls home are concerned, Alison doesn't know if the teacher has called 

her mum. "Well, usually she's got so much things to do." explains Alison. "There's more 

people in O u r  class that. um. like they're not leming properly or they can't concentrate 

and so she usually phones their parents." 

Alison feels able to talk to Mrs. Munke individually: "If there's a problem that 1 
have or a student is getting more attention than everybody else is. then 1 can usually talk 

to her. The whole class can. 1 usually wnte a note to her and leave it on her desk if she's 

not there or just talk to her straight face." She adds that Mrs. Munke talks to students 

individually. She listens to students and asks their opinions. Alison is happy in the class 

and wouldn* t change anything. 

The Homeme Parents 
Alison explains that her mother helps her often with homework and that she enjoys 

working with her mother except when she herself is "tired and grouchy." If her mother 

can't help her with math word probkms then her brother helps her because "he is really 

good at them." Alison enjoys talking to her mother about her teacher and about things 

that happen at school. She brings her planner home regularly and her mother looks at it 

and will sometimes write a note to the ieacher if she has something to tell her. 



TFUAD TWO: '%HE SAID, 'IF YOU DON'T UNDERSTAND IT, 
THAT'S WHAT WE'RE HERE FOR"' 
The Teacher: Mm. Kosko 
The ClassrooMhe Shrdenfs 

Mrs. Kosko, a Grade 516 teacher at Meadow Brook school, believes that her students are 

able to take responsibility for their own work. She mentions that they are currently 

preparing lessons individually that they are then teaching to their peen. They have been 

able to prepare the lessons. and then settle down in the moming and begin their lessons 

indrpndrntly cven when she has not been in the room: "They were teaching their own 

lessons and assigning hornework to kids and the kids were doing their homework. I 
couidn't quite believe that." She adds that she believes the student planners. which she 

likes and uses regulariy, have helped in developing responsibility: "It's helped them to 

organize themselves and get into a routine, what they have to do." 

Mrs. Kosko declares that generally she feels effective with every child: "1 can son 

of say a qualified yes." She has felt less successful with one child in her clüss wiih low 

self-esteem: "1 don? know if 1 have actually made a difference in her life at a11. Her 

biggest thing is '1 can't,' you know. 1 have been telling her al1 year, 'Yes, you can. you 

can, you can."' 

According to Mrs. Kosko the ideal studentheacher relationship is "open, honest. and 

caring." In order to develop that kind of relationship with students, she says, teachers 

must "talk to kids on a one to one about problems they are having or problems you're 

having with their behrviour, so everything they do . . . they know how you feel about [it]. 

Praise stuff, things that they do well, and let them know how you feel about them and 

what they are doing." As an example of the way in which she ackowledges student 

individuality and effort in her class Mrs. Kosko mentions an end-of-year awards 

ceremony : 

WC arc getting ready for an awards ccremony in the chssroom and the kids are brainstorming 
for possible awruds for themselves. Thcy are going to choose whai their award will be and 
[tien we have invited the parents in and then 1'11 say what 1 have really appreciaicd about cach 
one of those students and give ihem that awrud. And that always makcs ihem feel rcally g o 4  
because they have been part of that process. 1 like to be really honest with kids about what 
they rire good ût, what they are noi good at but it's oksiy because they're not al1 good ai thc 
sme thing. 

Teac hers show respect to students, Mrs. Kosko ex plains, by rnodelling appropriate. 

respectfial behaviour in the classrmm: "1 know a number of times this year 1 have really 

lost it with some of those kids and . . . 1 wasn't very confident. But 1 do apologize to them 
when 1 do something like that. Basically, what 1 don't appreciate is put-downs. And 1 



really try to not to put other kids down. I'm finding that they don? do that as often 

either." 

The H o m e m e  Parents 

Mrs. Kosko has met d l  the parents of students in her class: "They dl had to come in for 

student led conferences. So 1 met them then. It's more of an interirn report cûrd so unless 

they came they didn't get it." As far as help with schoolwork is concemed. Mrs. Kosko 

asks parents to help with ongoing projects and "occasionally we will send home an 

assignment saying, 'Please help your child with this."' She also asks parents to help 

students study or practice if they are having difficulty with certain subject areas and adds 

that she makes "those kind of notes in the student planner because they look ai chose 

every day." Unfortunately. Mrs. Kosko States, mmy parents cannot help their children 

because they can't do the schoolwork: "A lot of parents can't do the work. Not just 

language problems, some of them can't do the math or don? understand what they're 

supposed to do." 

Mrs. Kosko makes telephone calls home to parents for various reasons including 

behavioural problems or if students are not getting dong with one another. Often these 

are opportunities to offer suggestions to parents. She cites the example of n student with 

low self-esteem. not many friends and a lot of emotional problems and says, "1 would 

phone mum occasionally and tnlk about things that she could try ai home." Mrs. Kosko 

also calls home about homework. Incomplete work is not r major problem in the 

classrmm, but Mrs. Kosko is keen to ensure that parents are seeing and signing the 

student planners. "In some cases," she explains, "the parents aren't following through. 

They're not signing, they're not checking so then 1 would phone and sûy 'Please do this. 

This is in your child's best interest."' According to Mrs. Kosko, the ideai parent/teacher 

relationship is one of honesty: 'TeTell parents and let them know whrt's going on." 

Mrs. Kosko notes that she has invited parents into the classrmm but not too many 

have corne even though she believes that parents are comfortable in the school. Some 

parents who have participated in the class have ken  involved in teaching during û class 

camping trip. The students were divided into activity stations and parents were 

responsible for the stations. Mrs. Kosko was pleasantly surprised with their teaching 

contribution. 



The Parent: Mn. Irving 

The HomeIThe Student 

Mrs. Irving reports that Tyler asks for help al1 the time at home. She enjoys helping him 

and he enjoys working with her. However, because of her own limited education and 

reading difficulties she is often unable to help Tyler with his schoolwork. She 

consequently encourages him to ask his teacher for help. Convincing him to do this was 

difficult at the beginning of the year as Tyler was hesitant to approach either his teachers 
or his mother for fear of feeling embarrassed. He was especially concerned about 

embarrassrnent for his mother. Mrs. Irving persisted in her attempts to encounge him: 

I Say, "You know, homework's hard and 1 can't hclp you and ihat's what your teachcrs arc 
for. Why don't you ask them'? I f  you're having problems why don't you iuk thcm. Don't not 
do it  and just leave them. That's what they're there for. They wrint you to sriy 'Look. 1 don't 
get this.' And even i f  they explain il and walk away, Say, 'Excuse me, 1 still don't gct ibis."' 
Sometimes it takes four or fivc timcs to get something and that docsn't mean you'rc stupid; it  
means i t  takcs four or fivc limes to get someihing, right'? Sometimes you gct i t  like thrit, 
sometimes you don't. 

In response to this early problem Mrs. Irving initiated a meeting with Tyler's teacher who 
echoed what Tyler's mother had to say and made Tyler feel more cornforable about 
approaching her for help. "She said," explains Mrs. Irving, "'If you don't understand it. 

that's what we're here for.' And they backed up what I said. And the feu was gone." 
In general Mrs. Irving dwsn't feel cornfortable helping her sons with reading, 

spelling, grammar. and even though her math has been good she reports that the work that 

Tyler is doing is getting hard for her and he has now stopped asking her for help in thût 

area. She continues to encourage him to ask his teacher and teases him about helping her: 
"1'11 just Say, 'Cm you get your teacher to explain that to you? Can you work harder on 
that one and then maybe if you get it you can show me." 

Mrs. Irving feels her lack of education inhibits her from helping her children and 

she would like to be able to help them more, but if they do need ûssistance and she is 
unable to provide it she suggests other alternatives which are available to them: "1 don't 
say to them. 'Oh. Momma's stupid and Mom can't do this.' If I don't get something, then 

1'11 Say, 'Well. wûit till your Dad gets home,' and if he doesn't get it then 1 say-I'm 

fortunate, I've got my brother downstairs. he just graduated a little while ago, veiy smûrt 
and-'Someone will explain it."' In addition, Mrs. Irving points out that she and her 

husband have a Grade Nine foster boy in the house who is very bright, especially with 

math and he is also able to help. 
According to Mrs. Irving Tyler doesn't get anxious about his grades but strives at 

doing the best that he can do. He works hard and they encourage him: 



Because it's hard for him, he doesn't slack on it. He knows he has to work hud on it . . . . 
He's not, by far, an A student, but he's doing the best he can do, and he knows that's al1 
anyone wants out of hirn is the best hc can do. We don't push him for As; we don't push him 
for any kind of honour things. Everything he does . . . is great . . . . As long as hç's doing it, 
and he's mriking an effort, then we're right there applauding it. 

Mrs. Irving would be happy to see things become easier for Tyler. but doesn' t think that 

will happen soon. 

According to Mn.  h i n g  Tyler demonstrates his responsibility by using his planner, 

and by coming home and doing his homework. He doesn't like it. but it is now part of the 

routine: "lt wns hard in the beginning getting him started on it. But he's getting good 3t it 

now, cause he does his homework and he gets me to sign it." Because of his difficulty 

with reading Tyle doesn't study for tests, but he has good verbal memory-which 

masked his reading problem until Grade Three-and he relies on this in exam situations. 

Tyler likes school now becüuse. Mrs. Irving mainiains. "Before he was getting the 

help that he needed. he didn't like school at aII." she explains, "not at all." Now, 

however. he is "fine with it" which is demonstrated by the fact that "he gets up and goes 

to school." Mrs. Irving is convinced that help is key to this change. 

The ClassroomRhe Teacher 
Mrs. Irving dwsn't hesitate to cal1 the school when there is a problem regarding any of 

her children. She feels free to cal1 Tyler's teacher at anytime and is comfortable talking io 

her. Their communication is "totally open . . . really good." Mrs. Irving has felt free to 

visit the classroom to talk to Mrs. Kosko and has done so regularly. She notes that 

whenever there's a problern, "they're right there" and always available. Mrs. Irving has 

always had suffïcient opportunity to meet with Mrs. Kosko and has never felt excluded. 

Although Mn. Irving has aiways felt hindrred by her reading problems this year has 

marked a tumaround ihrough her experience with Tyler's teacher (and the team teacher. 

Mrs. Weir) who have helped her by informing her that she cm help and by showing her 

how to help her son. Mrs. h i n g  movingly describes her own reading difficulty, how she 

has always felt incapabie of helping her children, and the ways in which the teacher(s) 

helped her to overcome these problems: 

1 couldn't even read those little books. 1 never red a book in my life. Not one book. 1 didn't 
finish it. So 1 told the teacher that and it was embarrassing for me to say that, cause you can 
look good on the outside but be completely . . . on the inside, so 1 sVd that io them and she 
just sriid, without any degmding or anything like that, she said, "Well, listen, your child will 
respect whatever you do with them. Any kind of tirne i s  worthy time." So she just said "Read 
as best as you can to hem, you know, and the more you reûd the bercer you'll gct." No one 
hüd ever told me rhat, not one person h d  ever told me that, except this teacher and so 1 stcuted 



reading the little books-you know, the green eggs and ham ones, you know what 1 mean'? 
And 1 would stutter al1 the way through. It's like a phobia kind of thing 1 have, rcading out 
loud, because of the problems, the dyslexia stuff so 1 just started off really slow and 1 guess 
they teach them that in school . . . . Tyler would Say, "Look. Mom, that's okay," cause I'd get 
really nervous, and 1 would say, "Well, let's just not read," and he'd Say, "Corne on, let's go" 
and so eventually 1 got better, he got better and thcn WC al1 would just read a page cach and do 
stuff like thitt, So, i t  worked well with us through what shc said, by not belittling you. 

Mn.  Irving notes, furthemore. that the teachers not only encouraged her to read for 
and dong with Tyler but, most importantly. dealt with her respectfully and acknowledged 

her desire to help as they would any other parent's. With Tyler's teacher (and the team 
teacher) shr has not experiençrd any of the feelings of ineptitude and inability that she 

had previously: 

They're very good not to mrike you feel stupid, I'm not highly cducaied or anythinp likc that 
. . . that's where I got this lesmiing disabililty from. 1 was ncver worked on, 1 just got prisscd 
on through the system, kind of thing . . . . 1 never rcad. And 1 still don't rcad thrit rnuch. And 
so as parents you feel really brid when ihey say you should be rciiding to your child and ;il1 
this and al1 that and you look at them and you Say "I'vc got dystexia, I've got a form of 
dyslexia herc and I'm not a rcader." . . . And so 1 would feel really stupid sitting thcre and 
talking with them saying, "Oh, well, 1 don't do that." But 1 havcn't expericnced that with 
Tyler's teacher. 

Tyler's teacher understood her difficulty with reading, encouraged her to help and 
showed her ways in which she could. Furtherrnore, their knowledge of her problem 
energized their efforts to understand Tyler's language difficulties and help him: 

Well, ihcy understood thrit and that's why they redly went gung ho into finding out what his 
problem wiis and doing the extra work with him and siuff like that. When 1 couldn't do, thcy 
would do and then they would say to me, why don'i you just try to, and thcy would givc me 
different things, different alternatives to do, Which was whrit 1 necded. 1 didn't need 
somebody to talk down to me, 1 nceded somcbody to show me. 

Because Tyler's teacher bas been sensitive to Mrs. Irving and quick to respond to 

her concerns Mrs. Irving has felt cornfortable talking to the teacher and approaching her 
with any problem. Most importantly. she has given the teacher her full suppon which she 

feels is very important: 

l'II let thcm know if 1 don't Iike somcthing or 1 don't understand something or, you know, i f  
ihey need me for something I'm herc. Jus! be flexible for them. Be thcrc for the teachers tao, 
because they're working with your kids, cause that's the important thing, right? I'm not thenr 
in that m a  to wotk with them. Like, in the capricity that they m. So for mc to be there for the 
terichers so that ihey can do their job, that kind of thing, Support them. 

Mrs. Irving and her husband don't attend meetings at the school. Both of them 

work, but she does volunteer work, will sometimes drive on field trips when she c m .  and 

attends parentlteacher meetings. Mrs. h i n g  has observed in the classroom, taking thne 

day off to help with woodwork projects. She appreciated the chance to see her son in the 



school setting where, she noted, you "see a different side of your kids." Tyler was not at 

al1 embarrassed by the presence of his rnother in the classroom. "Actually he's more open 
when I'm there," she adds. 

Mrs. Irving notes that the studentlteacher relationships in Mn. Kosko's classroom 

are positive. She is irnpressed by both of the teachers and their efforts to get to know and 

help their students: 

Tyler has two tcachers in his clriss. it's a split c l a s  and both of them kiiow Tyler . . . . They 
get to know the chitd. the personality of the child. Thcy take the time to get 10 know the child. 
Do you know what 1 mcan'? 1 don't ihink they did thrit before. Nowadays thcy'rc tnking the 
time to gct to know the individual child like rrlmost, almost like a parent would know them, in 
that sense. They gei to know that side of him and they can judge his character. Oncc you get 
to know them. then you crin help them. 

Tyler has benefited from this because both of his teachers have made constant efforts to 

help him leam by explaining things to him in a variety of ways. by using different 

methods, by exploring alternatives and being persistent. 'They bend over backwards for 

him," Mrs. Irving notes, "and he knows it and he appreciates it because, you know. he 

knows he's getting al1 this specirl heip" Mrs. Irving is grateful that Tyler is not k ing 

reptitively "failed" as she was and that he is king given every opponuoity to achieve: 

"He's not made stupid and they're teaching him. It's so grent. They're finding methods to 

teach him, instead of just expecting him to l e m  this way." Tyler's mother and his teacher 

discuss his reading problem and she adds that at the same time Mrs. Kosko provides 

"constant reports of his humour, his singing abilities. 1 never get a negativeness about 

him." 

According to Mrs. Irving her relationship with the teacher is ideal. The two teachers 

continuously communicate with her and "bend over backwards io make sure that the kids 

have everything that they need. . . . They're actudly there for the kids and they help me to 

understand even what my kids are going through at school. What they need and 

everything." 

The Student: Tyler Irving 
Tlie Classroom/ï'%e Teucher 
Tyler reports that his classroom is generally a good place in which to l em .  Tyler's 

teacher teams with another teacher and although this makes a bit of noise Tyler doesn't 

mind the organization. The classroom is interesting and quiet most of the tirne, although 

Tyler reports that there is a lot of repetition-especidly in math-and that the classroom 



cm be boring for this reason. If he could he would change silent reading; thirty minutes is 

too long. Tyler has never shared these perceptions with the teacher. 

Tyler likes coming to school "because it gives me something to do through the day. 

And cause 1 l e m  lots when 1 go to school." He reports that at school he is trying his best 

and is "getting good." For Tyler trying his best means "working hard" and "trying to ace 

the test, trying to get al1 of them Rght and when 1 don't, at least 1 should get close." On a 

"working hard scale from one to ten he rates himself a seven or eight. 

Mrs. Kosko is Tyler's favourite teacher so far. She is fair to al1 students. treating 

them equally, but is not ioo strict. She is nice. especially because sometimes she modifies 

curriculum for him. Tyler isn't sure whether his teacher expects students to get help from 

parents at home. He thinks so. but reports that the ceacher doesn't say anything in class. 

According to Tyler, students participate in the classroom. They decided on some of 

the classrom mies and his teacher decided on others. Tyler explains that his teacher has a 

class meeting with al1 the students "every once in a while" where they discuss a variety of 

classroom issues. The teacher listens to student input about the class. "Well," says Tyler, 

"sometimes we taik about, like. our seating plan, if you don? want to sit in this group or 
you don't want to sit in that group. Sometimes we talk about, like, what days you want to 

have some gmes  and sometimes what days we don't. When we want our free time and 

that." Although Tyler says he doesn't talk to Mrs. Kosko about things outside school, and 

doesn't "hang around" especially to talk to her, he does write about these things in his 

journal md the teacher rads it. 
Tyler is not sure whether Mrs. Kosko calls parents about work. but he does 

remember the teacher having called his parents once when he forgot his homework, for 

which students get detentions. Students in his class use planners in which they are to note 

"no homework," if that is the case, and their parents must sign daily. Mrs. Kosko lets 

parents know about what students are learning d u h g  interviews. maintûins Tyler. In at 

least one instance this was a three-way conference which Tyler describes: "Well. one 

time we had this-parent meetings where they came and I showed them al1 the work that 

1 was doing and then they talked to the teacher." 

The HomeRhe Parerits 
Tyler explains that he taiks to his parents about school sometimes and sometirnes not. 

When he does he tells them about math and, "what 1 did at school." He dso taiks about 

his teachers, about things he's learning. and about when he has current events. 



Tyler's parents help him with schoolwork which includes current events, spelling 

and especially math. where they explain how to do things. He is cornfortable asking his 

parents for help, and works "okay" with them. but doesn't usually ask for help with 

projects. His parents are able to help him although "sornetimes it will take them a while 

to figure it out." His parents don? help him study for tests. He explains that he doesn't 

study for tests. adding, "1 just cross my fingers and hope for the best." 

Tyler isn't sure whether his parents like his school or not. but they do talk to hirn 

about education. His mother talks about how important school is, and stresses that it's 

important not to stay home. His parents say it is important to get a good education. 

TRIAD THREE: "YOU DON'T HAVE TO GO HOME AND TELL THE 
PARENTS EVERYTHING" 
The Teacher: Ms. Fraser 
The Classroonr/The Student 

Ms. Fraser. responsible for a Grade Six class ût Cedar Avenue School, dors not feel that 

students cm take responsibility for their own leming. "1 dodi think it's that they can't. 

it's that they won't," she explains, "1 think they're quite capable should they mûke a 

decision to. And anything that's required, any kind of directive learning or self- 

responsibility, they've balked and complained and whined and refused. They want me to 

do it." She adds that she has difficuliy getting kids to stay with a task and finish it. "1'11 

give a project that'll take three to four days and they'll work on it in class and they'll trlk 

about pacing ourselves and 1'11 only get ten of them in. And 1'11 hound and hound and 

hound and rnake phone calls home and then 1 might gei a few more in. It's just not 

important." She explains that she has tried to put choice into every project that students 

have done, but adds that she hasn't been too successful in getting students to respond. 

When asked about whether she feels she is effective with al1 students, Ms. Fraser 

focusses on the trouble she has had reaching two students. One she describes as an 

aggressively negative girl and adds, "as far as tnisting that what 1 ask her to do rnight be 
of value to her . . . there's no trust between the two of us." The other student is a boy 

from a "really angry family, a family that'll display anger quite quickly." Ms. Fraser says 

that the father has made "a judgement" about her and "that's impacted on the child, so the 

child is not going to work with me . . . or allow himself to trust cause he's going against 

his parent." 

Ms. Fraser believes that students don? respect teachen. that their friends are more 

important to them. She would like respect and says that "a little bit of appreciation" 
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would be nice. She contends that teachers demonstrate their respect for students by 
listening to them and hearing them. Apparently, this is not common either because, she 
adds. "1 think that's a common complaint 1 have from kids. What 1 heu on the 
playground is teachers not listening." 

The Homeme Parents 

According to Ms. Fraser the parents of the students in her class don? involve themselves 
much in their children's homework. They don? ensure that it is done, and don? set up the 
systems within the home to facilitate its completion. Parents, she says, don't insist that 
"'You can't go out until it's done' or 'You're going to get your privilege taken away 

unlesç it's done."' Thût doesn't happen very often, but I get the sense it's 'You have to do 

it and let me know when you're finished."' She feels that parents expect that students do 

homework "when it's convenient for the family," but don't involve themselves by 

actually monitoring that work. 
Ms. Fraser does not feel that parents are helping their children with homework. and 

she maintains that they do not ask her how they can help ût home. In fact. Ms. Fraser 
believes that they are actually not much interested in this. She cites as evidence the fact 
that there was not much positive parental response to either her use of a leaming log or 
student planner: 

We did the leming iogs wherc the kids would takc i t  home on Friday and the parcnts would 
sign it and ii would come back. 1 triçd Iûst ycrir to do daiiy and it wüs jus1 a disrister. And then 
we 3id the student planners after Christmas. Well, that only lasied about a month. And they 
nevcr came back, so we went back to leaming log and thcy'rc vcry rwely sent home. 1 have 
hafdly any parent signatures in there. The policing and the monitoring, of trying to gct these 
back h a  k e n  absolutcly horrendous. And I'vc checkcd them off cvery morning . . . whiic the 
kids wcre doing some reading. 1 still have iwclvc or thirtecn or fourteen thrit ncver got back; 1 
never ever saw them. So 1 have a feeling that in this community that there's a dissatisfaction 
with the schooling, but there's also a Iack of interest. 

Interestingly, however. she makes no mention of how she infomed parents about these 
initiatives, what she expected them to do, and how she followed up with parents, if 

indeed she did. 

Ms. Fraser adds furthemore that these parents do not seem to take an interest in the 
work their child does in class. Ms. Fraser notes the example of one of her "consistently 

positive students" who had not done much work from Christmas to March and had 

consequently gotten very low marks on the March report card. She explains that the girl's 

parents came in, "absolutely livid that this child had gotten such low marks and they were 
angry with me, but they had not seen her work. So when her work came out, they could 



see how, indeed, she had not done very much since Christmas. There h d  been no actud 
exchange of seeing that she was actually doing it." 

In addition, Ms. Fraser notes that parents of the students in her c l s s  do not respond 
to overtures from the classroom. A student self-evduation was sent home as an interm 
report card between the Mach and June formd reports. The students were to include 
work samples, comment on their progress and set goals for themselves. Ms. Fraser 
discusses the parental response they evoked: "So al1 of those went home-as far as I 
know they dl went home-and 1 requested that they come back . . . so that at the end of 
the year the kids could make a sample book to show their work. 1 only got four back, so 1 

don? even know if the parents have seen them." 
Ms. Fraser also feels that parents have not been supportive of her efforts to inform 

them. She notes that she does get a positive reaction from parents when she calls them 
about something positive, and explains that she has used the phone more this year. and 
more often for positive calls, but not as much as she had hoped. When she calls about 
something negative, however. she gets a defensive reaction frorn parents: "When 1 have 
called about a concem, a behavioural concem or something, I'm challenged. ' Well. that's 
not what he said happened' or, 'Well. thût's not whût they said."' 

When asked about whether she involves parents in instruction at home with their 
children Ms. Fraser states that "We haven't done very much of that here, as fu as telling 
(hem what it is that they ciin do." About inviting parents in to the classroom she seys, 
"It's dways an open invitation on the newsletten," but since she is the vice-principal. the 
newsletters that she refers are likely school newsletters, and the invitation an open one to 

dl parents. 
Ms. Fraser rcveals that she does get lots of cornplaints from parents and so she 

invites them into the classroom so that they can see for themselves what is happening 
there. She states that "always within my cornplaints 1 try to hear what the cornplaint is 

and 1 always invite them to come in." She adds that parents typically ask to have a 
tirnetable sent home so that they can find out what is happening in the cliissrom and at 

what times. "So I've done that,'* adds Ms. Fraser, "but ihey've not come." 
Ms. Fraser notes that there are a number of barriers to parent involvement in 

instruction at home (or in the classroom), and one of them is the number of extra- 

curricular activities in which children are involved. She explains that during baseball 

season she stops giving homework "because al1 1 would get was '1 got a game' or "1 got a 
practice' or '1 can't do that.' Bal1 season is absoutely all-encompassing. If one kid doesn't 
have a practice or a game, two others in the family [do] and the family goes." As far as 



helping in the classroom is concemed, Ms. Fraser tried to establish a reading program but 

couldn't because of lack of parent help. "It was redly difficult to get parents." she notes 

in general, but credits this dso to the fact that "there are a lot more parents working than 

there have k e n  in previous years." 

Despite the fact that Ms. Fraser daims that parents of the students in her class seem 

not to help with homework or be interested in either that or their child's progress. 

student-led conferences were well-attended. The meetings were held in the evenings in 

order io facilitate the attendance of as many parents as possible and Ms. Fraser notes that 

al1 but two of the parents in her class attended. 

Ms. Fraser believes that generally the parents who are part of the PAC feel welcome 

in the school. There are, however. a great number of "agitators" who corne only to 

complain: "No matter what we do, nothing is right. Nothing is okay. Do they feel 

welcome? 1 think they hate the school. They hate everything that we do." She adds that 

the school did a full theatre production at Christmas and says, in a pejorative tone. "We 

even had our agitaton who were thrilled on that one." 

Interestingly, Ms. Fraser displays an awareness of the potential discornfort of 

parents in schools when she recounts an incident involving a parent who had arrived early 

to take part in a school-based team meeting about his child. The parent had waited in the 

office, but felt very uncornfortable ihere and had almost left. Ms. Fraser notes thnt many 

parents "bring their baggage from previous years." However. she does not suggest that 

she or the school could take steps to dleviate the discomfort of these parents. 

According to Ms. Fraser the ideal parentlteacher relationship is one in which the 

parents trust "that teachers know whrt they're doing and ask." This. she contends, is not 

the case in practice. As she explains: "1 would have liked to have seen a trust on the part 
of the parent that 1 was not deliberately going out to hun. destroy. wreck. wrack or min 

their child. or blame their child. Cause whenever I've contrted parents about something 

that's not positive. that's the assumption is that 1 have deliberately Wied to discredit their 

child in some way." Ms. Fraser would like to see parents trust teachen more. but she also 

adds: "I'd like to see myself be more understanding of where parents are. Or be a b l e 4  

think 1 am understanding, but 1 don't think 1 demonstrate that, or obviously 1 haven't 

demonstrated that to them-to help build that trust." 



The Parents: MF. and Mrs. Van Netten 
The Classroom/The Teacher 
Mr. and Mrs. Van Netten participate in school events. but are not able to volunteer in the 

class because they both work. This has also prevented them from visiting the classrmm 

during instructional time. 

Although Mr. and Mrs. Van Netten describe an initial meet-the-teacher evening at 

which time they met Ms. Fraser, there is some confusion about parentlteacher intentiews. 

Mr. Van Netten States that "we used to go for parent teacher meetings but this year they 

haven't had any at di ."  He adds: "lt's the first year that we've not had regular 

parent/teacher meetings. That goes for our other child too. I don? know why they've 

stopped it." Ms. Fraser does report that one parent-teacher conference. a round of student- 

led conferencing. took place before Christmas. Mr. and Mrs. Van Netten did attend this to 

discuss their daughter's report and "obtain feedback." However. apparently their 

experience during this year contrasts with others in which more parenthercher meetings 

occurred. 

Ultimately. Mr. and M n .  Van Netten do not feel they have received sufficient 

information about their child's progress at school. Mrs. Van Netten does not believe that 

they have worked together with Lisa's teacher ai all: "Not her. no. but then Lisa does 

fairly well in school so we don? get a lot of feedback from school, other than her report 

cards." And, these reports. Mn. Van Netten notes. are alwüys positive: "Whenever we've 

gone in to talk to the teachers about their reports, like on occasions, everything was 

always great because it's just comments." Mr. and Mrs. Van Netten also explain that Lisa 

hasn't had a lot of homework either so they have not been easily able to make personal 

judgements about her work. They explain funher that "we haven't had any reports ihat 

she's not getting her work done either so we're assurning thût al1 is well. They say that 

they'll contact you if there's a problem." 

Although Mr. and Mrs. Van Netten have felt they had to assume that Lisa was 

doing well because they were not informed othemise, they did notice at one point during 

the year that Lisa's mastery of the times tables "seemed to be way down for her grade 

level" and so they began practicing with her at home. Lisa's teacher, however. did not 

seem to feel this was necessary. 'That was one thing that was lacking that 1 felt they 

should have let us know a little bit more." says Mr. Van Netten, "and even on asking, 

they still seemed to think that she was fine. but she wasn't even at the point of knowing 

her six times table in grade five." 



Mr. and Mrs. Van Netten also feel that Ms. Fraser has not communicated enough 
with them about is happening in class. "In other years." states Mr. Van Netten, "we were 
always told. Well, the teacher would kind of give us a sumrnary: 'Well. this year we're 

going over this kind of work and this is what's going to be expected of her to do,' and we 
haven't had any of that." The ideal parentjteacher relationship. Mr. Van Netten notes. is 

one in which there is "some form of regular feedback." 
According to Mr. Van Netten, they have had more problems this yeu with Lisa and 

her classroom situation than they have ever had: "Not in that Lisa gets into much trouble. 

but she's not very happy for the first time since she's ever gone to school. Whether it's 
just Ms. Fraser or-well, that specifically seems to be the problem." In the fa11 

conference Mr. and Mrs. Van Netten approached Ms. Fraser with their concems. Mr. Van 
Netten explains: "She wûs doing things that we don3 agree with such as keeping the 

whole class in when one or two misbehaved . . . . We discussed with her that we didn't 
feel thai it was constructive to punish everybody for one or two students who misbehave 
and she didn't understand that keeping after class was punishment." This issue was not 

resolved. 
About student/teacher communication Mr. Van Netten says: "We get reports back 

from Lisa once in a while that Ms. Fraser has indicated that you don't have to go home 
and tell the parents everything, which of course rnakes us suspect. . . . It of course does 

the exact opposite." Liso, they add, is uncornfortable with Ms. Fraser. "It would be nice," 

states Mr. Van Netten, "to see a teacher communicate with the child so that the child's 
cornfortable with going to the teacher and talking." 

In general, Mrs. Van Netten has not been "overly pleased or enthused" with Lisn's 
teacher and doesn't "care for the way she handles things." Mrs. Van Netten characterizes 
Ms. Fraser as a ncgative teacher who is not willing to listen. "She's got certain things that 

she does in class that 1 disagree with." declares Mrs. Van Netten, "and when you bring it 

to her attention, she feels that she's right so she doesn't listen to ûnything you have to say 

anyway. She's right and that's d l  there is to it. She's not willing to change or look at your 

opinion. . . . She's very negative, the most negative teacher I've ever met." About Lisa in 
Ms. Fraser's classroom Mrs. Van Netten says, "1 can hardly wait till she's out of there." 

The HomeRhe Student 

According to her parents Lisa is a responsible student. Her father explains that "She rakes 

care of herself, she babysits, she's a mature child; she's responsible. We can leave her in 

the house and not wony about something happening or something silly king done." 
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Mrs. and Mrs. Van Netten help their daughter at home if she requires assistance. 

She doesn't resist their help. but her father says, "We get the impression she's capable of 

handling it" because she doesn't ask for help unless she has a specific problern. Mr. and 

Mrs. Van Netten are available to help Lisr with projects and have also worked with her 

on tirnes tables. 

Lisa has always enjoyed school and participates in sports. but her mother notes that 

"She'll be glad when this grade's over . . . but she still enjoys school." Lisa does not like 

Ms. Fraser, explains Mr. Van Netten. even to the point that "she is becoming insolent at 

school, in ciass, and from what we understand t'rom other teachers there has never ken  

this situation." She talks only occasionally about school. about special events and if 

something specific happens. She doesn't tdk much about day-to-day classroom life. 

"You ask. 'Weil. what did you do today?" says Mrs. Van Netten. "and it's 'Oh. well . . ."* 

The Student: Lisa Van Netten 

Unfortunately, only minimal data are available from this student because of technical 

problems encountered when recording interview data. In addition. the student provided 

very little detailed information in answer to the interview questions. This, in itself, is 

telling. The few rnswers available from the tape are quite revealing. however, and. 

together with parent data. help to provide a picture of her teacher and the classroom 

situation. 

Lisa's teacher shares teaching duties in her classroom with another. male. teacher. 

Lisa affirms that al1 the students in her class prefer the other teacher to Ms. Fraser. Ms. 

Fraser, she notes, "is always raising her voice and yelling at us. always sending 

somebody out of the room." The other teacher does not do this. Consequently. Lisa 

explains that whether the classroom is r good place to lerrn or not "sometimes . . . 
depends on the teacher." There is one new student. she adds, who disrupts the class a lot 

and is a bad influence. This does not help to make the classroom a plensant place to be 

and a good place in which to work. 

Lisr's favourite teacher is a male teacher she had in a previous year. When asked 

why he is her favourite she explains that he did not yell and send students out of the room 

when they were not behaving. 



TRIAD FOUR: ''1 WOULDN'T KNOW HER IF 1 FELL OVER HER 
ON THE: STWET" 
The Teacher: Miss Halstrom 
The C&ssroom/The Sîudents 

When asked whether children can take responsibility for their own education Miss 

Halstrom. r Grade SidSeven teacher at Mountain View School, says. "1 think so. As in 

any class you have those kids who do and the work is always complete and with very 

little supervision. They take a pride in the work they have done." About responsibility 

Miss Halstrom adds that if students "know that home and school are working together 

they know they have to work and hopefully it will becorne habit forming." She has seen 

this developing in at least one student during the year who wrote in a report card that "at 

the beginning of the year he never got his work done but now he dways gets it done. He 
gets no help at home and the fact thai he has leamed that is good." Miss Halstrom says 

further of developing responsibility: "We have done a lot of cooperative work al1 year 

and there has k e n  a real growth that way. That feeling of letting the group down in that 

effort. Ii has reflected right through to their homework." 

When asked whether students have opportunities to choose what they will l e m  

Miss Halstrom says that "they cm often select from a choice. 1 give them the ideas. I am 

rnoving more towards that. We have developed s set of things that they can do on the 

board. Their science unit. They chose what they could study. There is more choice." 

About reaching al1 students Miss Halstrom notes that there have been "two notable 

fÿilures. 1 feel that 1 have not got to them at all." Overall, however. she feels that she has 

reached al1 students. At the beginning of the year, she says, "there were o lot 1 was 

missing. thot 1 hadn't figured out how to get to." 

When asked whether parents could help more in the school Miss Hdstrom notes 

that the school is drawing in more students from "the lower income area." "We can see 

we are getting more and more of those children rather than the middle class," she States. 

When asked if this means lower levels of participation she says: "1 don't know if it 

inevitably does. 1 think schools have to work a whole lot harder to get those parents 

involved. There are different ways rather than the traditional to get those parents 

involved." She says, however, that she is "not sure what they are." There has not been 

much effort in the school. she notes, to get parents more involved in the daytime or in 
other ways at the school, rpart from Open House and the spring concert. Over the yeu 

there have ken  a few more parents in the school, she thinks, but usually these are "the 



same ones repeated." She contends that with so many working parents "there is much 
' 

frustration in trying to get parent volunteers for anything." 

Miss Halstrorn says that she has asked for parent volunteers for field trips, but has 

had "a really poor iumoui." "1 have a whole lot of single parents," she notes. "and low 

income children . . . usually two working parents." Miss Halstrom explains that she 

doesn't have many parent volunteers, but adds, "1 never stop parents coming in and never 

discourage parents ai the door." She States further, however. "As far as parent volunteers 

go 1 haven't redly tried since the beginning of the yeu." 

The Home/irhe Parents 
When asked to describe how she involves pmnts in instruction Miss Halstrom repeats 

her promise: "1 keep saying, corne the fall." She explains. however. that "the biggest 

way," is through the homework book and "keeping them more on top of the kids." Miss 

Halstrom has called "lots of parents," but adds. "Unfortunately because 1 have dedt with 

a lot of parents about difficulties their kids have 1 haven't been good at doing the good 

news calls or the 'Do you have any concens?' caills. Not as good. 1 have to set a schedule 

for myself next year." 
When asked whether there are things which prevent parents from doing more to 

help their children leam Miss Halstrom explains that at the Grade Seven level "there is a 

lack of parent confidence to do the work that the students are doing. That is a real factor 

and in supervising with their homework." "1 suppose you could offer some parent 

workshops," she suggests, "but we would gei the parents who already know. The problem 

[is] how do we get the parents . . . We al1 have to find the ways." 

About the relationship between parents and teachers Miss Halstrom maintains that 

"with most parents it has been quite supportive. That is the feeling 1 have got. Most are 

quite supportive. Maybe others [are] the silent majority, but 1 don't get a whole lot of 

anger." When asked whether there has been any change in her relationships with parents 

Miss Hdstrom is positive: "1 think so. It has been easier this yeu. Not meeting the 

parents socially this year it has taken longer to get to know them. Dunng the year I have 

felt a definite warming. 1 definitely feel more cornfortable with the parents than 1 did 

during our last interview ." 



The Parent: Mrs. Goode 
Tlie ClassmoIII/The Teacher 
Mrs. Goode does not feel welcome in her daughter's school in part because of the 

principal whose "attitude stinks." She doesn't feel welcome in her daughter's classroom 

either. Of the teacher Mrs. Goode says, "1 don? like her. . . . 1 don't like her attitude." 

Mrs. Goode is not inolved in the school at d l .  She has neither visited the classroom 

nor been in to see the teacher. Mrs. Goode has spoken to Anna's teacher. "numerous 

times on the phone," but adds, "we always phone the school. She never phones here." 

Miss Halsirom, she expirins, has not called her about helping either nor has she sent 

home any written communication aput from school newsletters. 
Mrs. Goode did not meet with Miss Halstrom at the parentfteacher interview 

because the teacher said "we didn't have to." An appointment time was sent home which 

was inconvenient for the Goodes so M n .  Goode telephoned the school to reschedule. 

Mrs. Goode relates the conversation: "She said to me on the phone, 'Do you have any 

questions conceming Anna?' Well, I'm not teaching her school so I said, 'No. 1 have no 

problems with her. Do you?' 'No, 1 don't. so we don't redly have to reset this meeting."' 
During this conversation Miss Halstrom did not request a parentkacher meeting, and 
Mrs. Goode did not request one at that time or after any of the other reponing periods. 

According to Mrs. Goode, the fact that Miss Halstrom said that the paredteacher 

meeting was not necessq is "not telling you anything. . . . That's not trying to have 

communication between the school and home and expecting the kid to go dong with 

this." Since Miss Halstrom "humrned and hawed on the telephone. Mrs. Goode wonders, 

"What was the point?'üItimütely~ about this incident Mrs. Goode says: "You just get the 

feeling that they don't want you there. That's the feeling 1 get. So if 1 don't have to talk to 

them that's fine because if 1 do talk to them I'm going to lose my cool." 

Mrs. Goode is no more impressed with the teacher's relationship with her drughter 

and with the students in the class in general. She notes that Anna's father and the teacher 

had arranged that Anna would stay in after school to get some extra help in math. 

However, Mrs. Goode explains that Anna came home "and she still didn't understand." 

According to Mrs. Goode Miss Haistrom "doesn't explain. She expects the kids to pick it 

up when she says we're doing such and such and blah, blab and that's it and the kids 

should know. And 1 don't think that's right because every kid does not pick up the same 

as the next one. . . . She doesn't take the time. . . . And 1 feel they should-not just 

because of Anna-they should take the time." Since Anna was in severd times for extra 

help, but still did not understand Mrs. Goode wonders whether the teacher "really takes 



the time or does she bmsh it off. . . . Does she really take the time to explain and it's the 

kid that's not grasping?" Mrs. Gode  tried to get a better undentanding of the situation, 

but her conversations with the teacher did not help in this regard. "How can you find 

out?' says Mrs. G d e ,  "Nobody wants to talk." 

Mrs. Goode contrats her daughter's teacher to another teacher in the school: "He 

seems to be-he gives the kids what 1 feel they should have or maybe what we had when 

we went to school. Like, he takes the time to sit with the kids after school and explain out 

and make sure that they understand. . . . he seems really concemed, more so on the kid 

Level. . . . Like, it's not, we're not there to teach and three o'clock we go home. He's 
there. If the kids have a problem the kids feel and know that ihey can come to him. And 

that's good, 1 think." 

In addition to her concem about the lack of help in class, Mn. Goode also fears that 

the teacher is singling her daughter out negatively in class: "One thing she does-1 can't 

say positively because I'm going by what Anna sqs-she says that Miss Halstrom will 

centre her oui in class. Well. to me that's wrong. . . . Like. 1 just-1 don? go for that. 

That's not right. They want these kids to listen and leam a little bit of respect. well. they 

should show some of that back to the kids." This Iack of respect which Mrs. Goode 

attributes to "some kind of ü slight personility clash" between her daughter and the 

teacher is compounded by the fact that Miss Halstrom doesn't listen to students or 

consider their point of view: "1 mean [the teacher's] going to come out ahead. right? The 

kid's going to be wrong. Doesn't matter what she does, she's going to be wrong." 

According to Mrs. Goode. children are not heard at al1 in her daughter's school: 

"lt's the principal and the teûchers against the kid and it doesn't matter what the kid says. 

the kid is wrong and that's wrong because the kids aren't dways wrong." About this Mn. 
Goode says, "1'11 sit and 1'11 listen to their side, but 1 expect them to listen to rny side too 

and if they won't-and obviously they won't becruse they won't listen to the kids." 

For Mrs. Goode communication from Miss Halstrom has been a problem 

throughout the year. About conversations with her on the telephone Mrs. Goode says: 

"She just hums and haws on the phone. She doesn't say anything. It's just, 'Um, whaa, 

uh, um, yeah.' That's the whole conversation. Like. is she that afraid to talk to parents 

then she must be doing something wrong? Or because she's afraid to talk CO parents is she 

taking it out on the kids? 1 don't know." Miss Halstrom. she believes, doesn't seem 

prepared to tell parents anything. These conversations leave her with a feeling that she 

"can't explain. It's a really strange feeling, like 1 couldn't care less if 1 ever talked to her. 

That's the way she cornes across on the phone. And I don' t think that's right." 



Asked whether there were times when the teacher missed an opportunity to gain her 
support Mrs. Goode replies: "Oh. 1 would say lots of times just because she doesn't 
taik. . . . 1 mean, if you take the time to cdl, she should take the tirne to talk to you. Anna 
has been raised that if you have a problem you talk about it. And if she can't talk to her 

teacher or the teacher can't talk to use then there's obviously no communication, right? 

So you're not going to gain anything." 
Mrs. Goode does not feel that Miss Halstrom sees her as a partner. "because you 

never get involved." When asked if there were times when she felt excluded from her 

daughter's schooling. she replies: "Um. well if you're not involved 1 Suess that makes 
you excluded. right?" Mrs. Good sums up her relationship with the teacher as a "big joke. 
Just because 1 don? think it's there. There's nothing there." By June Mn. Goode and the 
teacher had not met face to face. "1 wouldn't know her if 1 fell over her on the street" 

proclaims Mrs. Goode. 

The Homeme Student 

Mrs. Goode reports that she helps her dnughter most at home with math, but not without 
difficulty: "Well, I know how to do math. She knows how to do math. but the two of 

them don't coincide. You know. 1 rnean, we both corne out with the same mswer. but it's 
wrong because they aren't doing it that way at school. So. how can you help her? And she 
gets frustrated because you can't help her." This problem is compounded by the fact. rdds 

Mrs. Goode. that Anna seems not to be able to get the help that she needs from the 
teac her at school. 

Despite the difficulties with math Mrs. Goode has felt "pretty much" cornfortable 
about helping Anna with her work and says that she and her daughter enjoy working with 
each other. In addition to math she has helped Anna with her spelling for Friday tests. 
This has been "no big ded" compared to math which is Anna's "biggest problem." 

Mrs. Goode reports that Anna has gotten much better at doing her homework 

independently. Although previously she would often not have her homework done in the 
moming lately "she knows that her homework hm to be done. If she's got homework she 

does it when she gets home from school." However. when asked how her daughter takes 
responsibility for her own education Mrs. Goode replies: "1 would say mainly because 

she's still going to school. 

Over the year Mrs. Goode has noticed a decline in "attitude-like something is 
going to pot because now she's finding excuses why she doesn't want to go to school and 

ihat's not Anna. Something is happening. . . . there's some reason when she starts making 
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up excuses why she doesn't want to go to school and different times she's come home 

just about in tears. . . . There's something when a kid decides they aren't going to school 

when al1 dong she's hüd no problern with going to school." Not wanting to go to school, 

Mrs. Goode maintains, is not a constant problern, but happens, "every now and rgain." 

Since Anna is not "getting into trouble" at school, Mrs. Goode intimates that the problem 

is not behaviour, but adds: "1 have had more problems with her school year this year than 

1 have since the first time she ever stepped foot in a school. So there's got to be a reason. 

right?" 

Mrs. Goode has not approached the teacher with this problem. She feels that since 

Miss Halstrom has made little effort to communicate with her throughout the year. she 

does not feel compelled at this point to communicate with Miss Halstrom. About 

spedcing to the teacher about the problem Ma.  Gode is resigned: 

No, why should 1 have to? If shc can't sense something's wrong when I sensc i t  cit home 
shouldn't she br: the one ihat's on the phonc, like, ihis is what 1 think, or a note coming home 
or whatever? 1 mean, that's the way 1 fecl. I f  1 have a problem ai home 1 don? hesitate to pick 
ihc phone up . . . so i f  she's having problems ai schaol for one rcason or another, shouldn't 
she bc the one that sends the note home or picks the phonc up and sriys, look, we should gct 
iogether becriuse, whatever. May& I'm coming xross û'i a red  bag, but 1 mean-so 1 fccl she 
should do it tao, i f  she's having problcms. 1 merin, dl this is i o  do with thc school gciting 
closer with parents. Wcll, if thcy arcn't willing to do it. why should the parents do il'? 

The Student: Anna G o d e  
The C&ssroom/The Teacher 
When asked what her classrwm is like as a place to l e m  Anna describes it as "so-so." 

When asked whether she feels valued in the classroom she replies: "No, not really . . . 
probably because I am not quite used to the teacher. At the beginning of the year 1 didn't 

know her. It didn't get better, not whatsoever." 

Anna explains that the teacher decides what they study in class, and when asked 

how things might be done differently she suggests that "most of the assignments thüt our 

teacher gives us she could do some improvement on." S he hasn't mentioned this to the 

teacher. however: "NO, that's the only thing 1 don't do." 

Anna notes that parents do come and visit the classroorn "talking to the teacher or 

otherwise watching when Miss Halstrom is not in the class," but that Miss Halstrom does 

not cal1 parents at home. Anna reports that her parents do not help out in the school or 

with field trips and that at the beginning of the year they didn't go to the parent/teacher 

meeting. "My mum called the school and talked to Miss Halstrom," she States. Anna 



explains that her mother and father think the school "has gone right down the tube" 
because of her teacher and the new principal who was appointed the year before. 

TJie Parenme Home 

Anna talks to her parents "sometimes" about her schoolwork. "1 tell my mum and dad. 

like schoolwork," she says, "sometimes 1 need help with my math. something like that." 
Anna feels "pretty g o o d  about talking to her parents and tdks to them quite comfonably 

"because my mum and dad know what 1 am going through this year and also next year." 

Anna explains that her parents help her "basically with my math. Most of my 
trouble is with my math." She asks for help in math and adds that "sometimes if it is a 

really hard question in reading and I really can't understand 1 go and see my mum." 
About help she says: "1 would Say 1 work better with my parents than 1 do with the 

teacher. 1 think my mum and dad help me learn more at home than my teacher at school." 
She notes. however, that she sometimes stays away from school "in the moming when 1 

have homework to do ihat 1 didn't get done the night before." 

SUMMARY OF TRIAD PROFILES 
The partnership practices of Mrs. Munke and Mrs. Kosko are characterized by strong and 
consistent efforts to reach out to and include parents-at home, and at school if possible. 

These teûchers expect that parents will help and ask them to do so in a variety of ways. 
Their efforts to reach parents and students at home are wide and dl-encompassing: 
individually, in small groups. and the class as a whole through home reading programs, 

home learning projects, reading comprehension programs. proofreading and evaluütion of 
work. study and practice. These teachers seek assistance in the classroom. but do not 

focus narrowly or only on this avenue of participation. They recognize the vital 

contribution of parents, especially at home, and welcome and invite them in. not only 
through personal interaction ai school, but also through instruction at home with their 

child. Parents are seen as allies and not adversaries. 
These two teachers are aware that parents are busy and work. and that they may 

sometimes have difficulty helping their children, but they assume thût parents want to 

help and are doing so, and communicate with them as fully. frequently and in as varied a 
manner as possible. in order to inform them about their child's progress and provide 
information that will help them to help their child. For these teachen communication 

with parents is vital to collaborative instructional partnerships between parents and 
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teachen. The student planner is particularly important in this regard as it acts as s two- 

way communication device between parents and teachers. and involves and benefits 

students at the same time, 

The classrooms of Mrs. Munke and Mrs. Kosko are not only centres of academic 

leming characterized by the three R's-"reading. writing, and ariihmeticw-but also by 

the two R's: respect and responsibility. Both Mrs. Munke and Mrs. Kosko have 

implemented in their classrooms what might be desctibed as "responsibility progriims." 

They assume that al1 students can do their work and will do so, with help if needed. 

Students are given opportunities to develop responsibility, and are guided through this 

process. They are invited to become members of a collaborative classroom in which they 

are responsible for their roles as students. Opportunities for siudent participation include 

open discussion and negotaiion with the teachers, choosing what they will study, 

managing their own time, and teaching as well as being tûught. These classrooms are 

characterized by an emphasis on respect: teacher for siudents. students for teacher and 

students for one another. Both Mrs. Munke and Mrs. Kosko speük of openness and criring 

in their relationships with students. This menns talking and listening to students. and 

acknowledging their efforts and strengths in the classroom. They iry io be positive role 

models for students. and see themselves as stewards who are sensitive to student needs 

and rights. and guide students rather than direct them. 

The efforts of Mrs. Munke and Mrs. Kosko with respect to both parents and 

students are cleu to these individuals. Mrs. Boden and Mrs. Irving, like most parents. are 

keen to help and support their children, and have welcomed and responded to the 

teachers' initiatives for support and participation. In both cases these parents were given 

information by the teacher about what io do and how to help at home, and did so. They 

were especially impressed by the use of student planners, both to help their children 

manage their school lives and become more responsible. and to facili tate bi-direct ional 

communication between parent and teacher. Both Mrs. Irving and Mrs. Boden felt 

welcomed and encouraged, rather than constrained. They felt free to act as advocates and 

to contact their child's tcacher, and did so. These parents recognize the importance of 

their roles as helpers and advocates, as do most parents, but importantly, they were 

invited and felt free and unafraid to ûct in that capacity. 

The efforts of Mrs. Kosko and Mrs. Munke to create collaborative classrooms 

between teacher and students, and between parents and teacher, are also clear to students. 

Both Alison and Tyler responded positively to the use of the student planner, in helping 

ihem to become more organized and to be responsible for their own work. Both of these 



students comment on the fairness of their teachers. on their sensitivity to the individual 

needs of students, and on the fact that they listen to and help students. They also speak of 

the teachers' efforts to create inclusive, collaborative classrooms, in which students' 

voices are sought and welcomed-through class meetings and discussions. for example, 

and t hree-way con fer ences-and. importantly . acted upon. 

Where the triadic relationships between Mrs. Munke and Mrs. Kosko and the 

respective parenthtudent dyads reported here stand out as exarnples of collaboration, 

those of Ms. Fraser and Miss Halstrom with their parentlstudent dyads are remarkable in 
their lack of collaboration. There is little conviction demonstrated by these teachers about 

the importance of participation by students and parents. The voices of parents and 

students are unsolicited and their efforts to reach out to the teacher are blocked. Real 

teacher effort at building strong. collaborative relationships with students and parents is 

not apparent. 
Ms. Fraser is negative about parents (seeing them as distrustful of her) and their 

involvement with students. She believes that parents don? help. that they are not 

concemed about their children's school responsibilities and that they do not respond to 

her initiatives. She provides little information about her initiatives. however, and makes 
no mention of how she informs parents, what she expects them to do and how she follows 

up. She speaks of the difficulty of establishing a reading program at school. but the idea 

to do this at home does not occur to her, as it does to Mrs. Kosko. 

Ms. Fraser is no more positive about students thnn she is about parents. She does 
not believe that students can be responsible and does not speak of r program or any 

activities which rnight help to develop this in the classroom. In addition, she believes that 

students lack respect for teachers. 
While Miss Halstrom seems to have higher hopes and expresses a greater positivity 

about collaboration than Ms. Fraser, these hopes do not seem to corne to fruition in the 

classroom. She does not seem to demonstrate. in practice, any greater conviction than Ms. 

Fraser. She believes that because most parents work dunng the day, schools must devise 

different ways of involving parents. She has, however, no suggestions. Her invitations to 

parents are passive rather than active. She comments that she involves parents through the 

student planners (and other classroorn practices, about which she is not specific). but that 

she wants to do so more. She refers to cooperative work in the classroom and 

opportunities for students to choose ûctivities in various units in class, but there is no 

sense of a comprehensive and ongoing effort with regard to student participation. Miss 



Halstrorn has vagues wishes and hopes for the future. About these future plans nothing is 
concrete, and. of the present, little corroborating evidence of positive practice exists. 

Neither Mrs. Goode nor Mr. and Mrs. Van Netten feel welcome in the classroom or 
that they have acted in partnership with the teacher. Neither have felt invited to 

parent/teacher meetings. or that they were issued a general, welcoming invitation of any 
kind. The involvement practices and strategies to which Miss Halstrorn and Ms. Fraser 

refer are either not apparent to Mrs. Goode and her daughter, and Mr. and Mrs. Van 
Netten and their daughter, or have had little impact on them. Both parents refer to the 
work they do and assistance they uy to provide to their children at home, but no mention 
is made by either of them about information frorn the teacher about how they might help 
their children at home. Mr. and Mrs. Van Netten feel that little information has been 
forthcoming about activities in the classroom or their daug hier's progress (or di fficult ies). 
M n .  Goode believes that Miss Halstrom has not made any effort to communicate with 
her beyond the written report cards. On the occasions that Mrs. Goode has called the 
teacher she has felt rebuffed and that Miss Halstrom has been unresponsive and 

uncommunicative. Interestingly, both sets of parents refer to difficulties that their 
daughters have had in mathematics, the lack of information provided to them about these 

problems, and the lack of assistance. or encouragement. provided by the teacher to them 
and to their daughters in class. The Van Nettens have tried to make suggestions to the 
teacher, but feel thrt she has not k e n  interested in listening. For the same reason Mrs. 
Goode ended the year neither trying to communicate nor to make suggestions. These 
parents feel excluded from the classroom, and, while they work with their children at 
home, have been neutralized as advocates at the classroom level. 

Both Mrs. Goode and Mr. and Mn. Van Netten refer to the negative experiences 
and discomfort of their daughters in class, and the demoralizing effects of k ing  in 

classrooms in which they receive neither respect nor sufficient assistance. Both sets of 
parents speak of daughters who normally like school and are happy there, but who have 

been unhappy and far less positive about schwl this year, and sornetimes have not even 

wanted to go. 
Neither Anna nor Lisa are voluble in their comments about their teachers. Lisa 

mentions none of the efforts which Ms. Fraser details about her efforts to reach out to 

parents, and Anna makes no mention of any efforts made by Miss Halsirom in this 
regard. Lisa's assessment about her teûcher's relationship with students and attitude 

towards them is surnmed up in her comment that Ms. Fraser yells. which Anna also 
reports of Miss Halstrom. Neither student speaks of effort on the part of their teacher to 



reach out to, communicate with, or work closely and penonally with students in class. 
They do refer, however, to the help provided to them by their parents. They-and their 
parents-m&e no comment that is suggestive of a feeling of connection to the classroom 
or of collaboration with the teacher. 



ANALYSIS ONE 
For the first quantitative anaiysis, a hypothesis was developed based on the themes and 

categories resulting from analysis of the qualitative data. This hypothesis concems the 

roles of both parent and teacher with regard to student comrnitment to school and 

leming and was formulûted as follows: There is greater commitment to schooling among 

students when students (a) perceive their teachers to be collaborating with thern, 

(b) perceive communication between school and home to be taking place. and (c) 

perceive there to be communication in the home about school: and (d) also when parents 

perceive the teacher to be concemed about parent involvement. The analysis here is 

intended as a test of the extent to which the quantitative data confinn (or disconfirm) the 

qualitative findings. A multiple regression was conducted using Student Scale H (Student 

Perception of School Climate) as the dependent variable. and using Student Scales A 

(Communication with Parents), C (Student Perception of SchooVHome Communication). 

and E (Student Perception of Studentfïeacher Collaboration), and Parent Scale 5 (Parent 

Perception of Teacher Concem for Parent Involvement) as independent variables. The 

final scole. as indicated above, is from the parent data set. Al1 scales. scale items. and 

Cronbach Alpha reliabilities are found in Appendix C. 

Scale H, which is entitled "Student Perception of School Climûte" is. at the same 

time. a measure of student cornmitment to schooling and is employed as such here. 

Sample items from Scde H (see Appendix C for a full listing) include the following: 

"Everyone in this school. including teachers, is involved in leaming;" "If I had a choice. 1 
would choose to go to this school;" "This school is a better place for students than others 

1 know about;" "1 feel proud of my school," and; "1 feel safe in this school." As these 

items suggest, Scale H reflects student commitment to schooling as much as it does 

student assessment of school climate. In addition. previous analyses have shown that 

student ratings of the school (Coleman, Collinge & Seifert. 1993) and students' 

assessment of school climate (Coleman, Collinge & Tabin, 1995) ;ire shaped, in large 

part. by attitudes which are derived from the home. Scale A. student perception of 

parental communication with students about xhool-related issues, is particululy 

important in this regard. Since Scale H is predicted by home factors, that is, it is 

fundamentally about parentfstudcnt communication (Coleman. Collinge & Seifert. 1993; 
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Coleman, Collinge & Tabin, 1995) it is not uniquely or really about the school insofu as 

the home prepares the student to be ready for and receptive to schooling. 
The multiple regression was conducted using both Time 4 and Time 8 data together. 

"Time 8" was added as a variable in order to determine whether "Tirne" (the year or data 
collection group to which the student belonged) was important. Because Student Scale H 
was constructed after the first year of the Co-Production of Learning Project and is not 
available for Time 2 data. this multiple regression analysis was conducted on only Time 4 

and Time 8 data and includes two hundred and fifty-nine cases. 
The final multiple regression results are shown below in Table 12 (additional 

graphic data from this analysis-Table G 1 and Figures G 1 through G3-are attached in 

Appendix G). Although there may be co-linearity, regression has selected the most 
important variables; the best predictors are left and the others are ignored (Borg & Gall, 
1989. p. 606). Scale 5. from the parent data. was not significant and was rernoved during 
the first step; the Time 8 variable was also not significant and was removed in the second 
step. The mode1 of three variables is significant overall as indicated by the significant F 
value of ,0000. Each of Student Scûles E. A, and C remained in the equation and were al1 
significant at p values (Sig T) of c .0005, .O008 and ,0003 respectively. The three 
independent variables explain a significant proportion of the variance which means that 
for the group of Time 4 and Time 8 students combined. communicrtion with parents. 

student perception of schoollhome communication and student perception of 
studentfteacher collaboration are al1 related to, or contribute to. student cornmitment. The 
hypothesis stated above, based on findings from the qualitative data, is supported by the 

multiple regression. with the exception of the link to Parent Perception of Teacher 

Concern for Parent Involvement (Scale 5. parent opinion). Students who communicüte 
with their parents ai home, who perceive there to be communication between school and 

home, and who also feel that the teacher is collaborating with them are more committed 

to school. That Scale 5 is not significant is not surprising. What is important for students 
is the extent to which teachers actually involve them. and not their parents' perception of 

the teacher's concern for parental involvement. Further. as the qualitative data have 
shown, students are not aware of teacherfparent discussion and and hence may well not 

reflect in their attitudes parent opinion on teacher availability. Scale 5, as noted exlier, 

taps the parent data set. Within that set, other analyses (e.g., Coleman. Collinge Br Seifert. 
1993) have shown it to be a strong predictor of parent assessrnent of school climate. But 

this analysis also has shown that the parent and student sets are indeed separate, that the 

domains of parent and student attitude and opinions are not connected. This reflects the 



work of Epstein (1985a). for example, who found that parents judged teachers by quite 

distinctive criteria, not like those of others. 

Table 12: Multiple Regression 

Equation Number I 
Dependent VIiriable..SCL.H Percep. of Sçhool Climate 

Multiple R 
R Squm 
Adjusted R Square 
Standard Error 

Rcgression 
Rcsidual 
F = 59.33770 

,641 17 
.41110 R Squm Change 
.404 1 8 F Change 
.57 197 Signif F Change 

af S- 
58.23708 
83.42338 

Signif F = .MW 

Variables in ihc Equntion 

Vanablc B Ber;i 
SCL.E ,438887 ,069942 .388 164 
SCL. A ,237770 ,070 1 7 1 .179\22 
SCL.C .19 1086 .O527 1 2 .2 17528 
(Constant) ,400877 .143255 2.798 

Variables not in the Equation 

Variahle milln Partial h!hirhh 
SCL.5 -.O 19220 -.O23429 S92355 
TIMES .O422 15 ,052466 .587028 

Dependent Variable: SCL H Pcrcep. o f  School Climcite 

ResidualsStatistics: 
Min Elaa Mçan 

*PRED 1.3323 3.854 1 2.2 124 
*REND - 1.3454 1.4143 .0000 
*ZPRED - 1.8523 3.4556 .0000 
*ZRESID -2.3523 2.1726 ,0000 
Toial Cases = 285 
Durbin- Watson Test = 1.53327 

ANALYSIS TWO 
For the second analysis, parent and student qualitative data were used to sort classrooms 

dong a satisfaction continuum, ranging from high to moderate to low parentlstudent 

satisfaction with teacher. Both code counts (a measure of the ratio of positive to negative 

codes) and a general assessrnent of the content of the interview data itself were used to 

identify either high, moderate or low satisfaction levels within triads, and then sumrned 
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for classrooms. This sorting represents an assessrnent of the extent to which the parents 
and students in each classroom are satisfied or dissatisfied with the work of that teacher. 
Teachers nearer the top of the continuum would be those with whom parents and students 
are most satisfied. They demonstrate to the greatest extent the qualities outlined by both 

parents and students that contribute to the development of satisfactory relationships 

between student. teacher and parent(s). Those at or near the bottom would be teachers 
with whom parents and students are least satisfied. according to the criteria specified in 

Parts A and B of Chapter Four. Those classrooms identified as being either clearly high 
or cleiiriy iow were then seiected and grouped (one "high" group and one "low" group) 
for further analysis using the quantitative data. The point of this analysis was to ascenain 
whether the "satisfaction" distinction between teachers. as determined by the puent and 

student qualitative data, upheld in the combined Time 4 and Time 8 quantitative data sets 
for these teachers. Once again. the intent of this analysis was to confirm (or not) the 
qualitative work. 

As far as satisfaction with teachers is concerned, there is variance across 

classrooms. Some student/parent dyads are more satisfied with their teachers than others 
studenvparent dyads in other classrooms. There is also. in a very few cases. within-triad 
variance. That is. one of the parentlstudent set may feel more satisfied than the other. 
Generally, however. the data here suggest that parents and students tend to be both 
satisfied or both dissatisfied with the work of a particular tcacher. Teachers who develop 
effective, collaborative relationships with one party (students in class, for exmple) also 
seem to reach out better to and develop more effective and collaborative relationships 
with the other party (parents). Occûsionally. there are rlso classrooms where one 
student/parent dyad is satisfied with the teacher, and another is not. This phenomenon- 
of variance between triads within classrooms-and the fact that only a few dyads per 
classroom were interviewed makes ûssessing parent/student satisfaction w ith teacher 

beyond the individual level particularly difficult. In drawing on the entire (Isrger) 

quantitative set this analysis addresses parentlstudent perception of satisfaction with 
teachers more broadly, rather than just within single classrooms. 

The first analyses planned and conducted here include û logistic regression and a 

MANOVA. The teachers who were identified as "high" for these analyses are the 
following: 

Time 4 
Teacher 21 100 (Mr. Sutcliffe) 

Teacher 3 1 100 (Ms. Draper) 



Teacher 24100 (Mr. Griffin) 

Time 8 
Teacher 22 100 (Ms. O' Hem)  

Teacher 24100 (Mr. Griffin) 
Teacher 5 1 100 (Mrs. Kosko) 

Teacher 62 100 (Madame Tremblay ) 

Teacher 73 100 (Mrs. Munke) 

The teachers who were identified as "low" include: 

Time 4 
Teacher 25 100 (Miss Haistrom) 

Teacher 32100 (Mr. Pulaski) 
Teacher 28 100 (Ms. Thompson) 

Time 8 
Teacher 25 100 (Miss Haistrorn) 
Teacher 54 100 (Ms. Lurie) 

Teacher 77 100 (Mrs. Brewer) 

Although Teacher 75 100 (Ms. Fraser) was clearly identified as a "low" teacher none of 

the parents and students who consented to participate in the first round of data collection 

at the beginning of the school yeûr did so üt the end of the school year. Thus. 
unfortunately, no year-end quantitative data are available for this teûcher. 

LOGISTIC REGRESSION 
The final result of the logisiic regression, an andysis which included 1 10 observations is 

shown below in Table 13 on page 257 (see also Figure G4 in Appendix G). Logistic 

regression is similar to a multiple regression except that the outcornes are in one of two 

categories, in this case that of "high" or "low" teachers. Student Scale H (siudent 

commitment to schooling), Student Scale E (Student Perception of Studeninéacher 

Collaboration), and Parent Scale 5 (Parent Perception of Teacher Concern for Parent 

Involvement) were originaily entered as variables in the logistic regression. Here again, 

"Time 8" was also entered as a variable in order to detennine whether or not "Tirne"- 

the year or data collection set to which the students belonged-mattered. Parent Scale 5 
(Parent Perception of Teacher Concem for Parent Involvement) was dropped first and 

then "Time 8." Neither of these were significant. Scale H (student commitment to 

schooling) was dropped next, leaving only Scale E (Student Perception of 



Studentlïeacher Collaboration), the sole scale which is meaningful and contributes to the 
mode1 . 

The first row of the classification table (Table 13. p. 257) shows the numbers of 
students who were observed to be low, that is, students who belong to the "low" 

classrooms, those in which satisfaction with the teachers was lowest as determined by 

analysis of the qualitative data. The second row of the chssificütion table shows the 
number of students who were observed to be high, that is, students who belong to the 
"high" classrooms, those in which satisfaction with the teacher was highest as determined 

by analysis of the qualitative data. The colurnns of the table show the prediction of group 

memberships, that is the number of students predicted by the logistic regression equation 
to actuaIly be in the high or low groups. The percentages to the right of the table indicate 
the percent correct. The observation of "high" students based on the qualitative data is 
supported by the quantitative data for 94.20% of that group. Sixty-five of the students 
who were observed to be high were predicted to be high by the logistic regression 
equation. Only four students who were observed to be high students were predicted to be 

low. The percent correct for the observed low is much smaller. Here the observation of 
low students based on the qualitative data is supported by the quantitative data for only 
34.1 5% of that group. That is, fourteen of the studen ts observed (through qualitative data) 
io be in low classrwms were predicted to be in "low" classrooms. Of most interest is the 

fact that based on the quantitative data twenty-seven students (213 of the observed low 
group) actually appear to belong io the high group, that is, students of "high" teachers. 
those with whom students and parents are more satisfied. This result does not mean that 

the classification of the teachers (using al1 of the teacher and parent qualitative data 
available) is necessarily incorrect, but that these students could be described as those who 
will be high or " g d  teacher" students even if they are actually in low or "bad teacher" 
classrooms. One might also conceive of this as teacher influence (or, rather, lack thereof). 

that a large percentage of students will think and act independently regardless of the 
teacher. From this perspective, two-thirds of the observed low students are not influenced 

by the teacher and one-third are so influenced. Two other points are also important here. 
First, grouping students by classroom is somewhat confusing because student reactions to 

teachers in the same classroom Vary a great deal. And, student opinion may be even more 
diverse in the "low" classrooms. Second. student attitudes are strongly influenced by the 

home. Some students-including some of those in "low" classrooms-are well-prepared 

to be positive about schooling while others are not. 



Table 13: Logistic Regression 

Logistic Regression. Time 4 & 8. 
Classification Table for TLEVEL 

PREDICTED 
Low High Perccnt Correct 

34.15% 
Observed 

High H ( 65 1 94.20% 

Variables in the Equation 

Yariable B SJi Wald rif w B ExDcB, 
SCL.E - 1.0977 .3332 10.8534 1 ,0010 -.2469 .3336 
Constint 2.9208 .7607 14.7429 1 .O001 

Variables not in the Equation 
Residual Chi Squiuc ,893 wiih 3 df Sig = ,8271 

Variable Scorc rtf &i B 
SCL.H .5 133 I .4737 ,0000 
SCL.5 .O2 17 I A828 .0000 
TIMES( I ) .49 16 I .4832 .0000 

MANOVA 
The second procedure conducted here was a MANOVA in order to confirm the findings 

of the logistic regression. In this analysis, which includes 110 observütions. Teacher 

Level (T LEVEL) is the indepndent variable. There are two groups: high and low. The 

three dependent variables include Parent Scale 5 (Parent Perception of Teacher Concem 

for Parent Involvement). Student Scale E (Student Perception of StudenVïeacher 

Collaboration). and Student Scale H (student cornmitment to schooling), the three main 

variables frorn the logistic regression. The problem to be determined is whether scale 

scores corne from one population or two. This could also be phrûsed as a question: Will 

the thee dependent variables tell the difference between teacher level? 

The findings of the MANOVA (Table G2 in Appendix G) confirm the logistic 

regression analysis. The Wilks' Lambda "probability greater than F' of 0.0030 (in bold in 
Table G2) indicates that at least one variable is significant. The p values for the individual 

dependent variables indicate which scales are significant. 

Before exarnining the MANOVA results further, however, it is necessq to make 

Bonferroni adjustments to these individual p values. Since three separate tests were done 

in the MANOVA (a MANOVA compares to running three separate ANOVAS) 
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Bonferroni adjustments are needed to correct for multiple comparisons. The p vdues are 
adjusted by multiplying them by 3 (the number of tests done). Thus, the p value for 
Parent Scale 5 (Parent Perception of Teacher Concern for Parent Involvement) becornes 
0.3966 (from 0.1322), the p value for Student Scale E (Student Perception of 

StudenVïeacher Collaboration) changes to 0.0006 (from 0.0002). and the p value for 
Student Scale H (student commitment to schooling) adjusts to 0.1488 (from 0.0496). 

Parent Scale 5 (Parent Perception of Teacher Concern for Parent Involvement) and 

Student Scale H (student commitment to schooling) are not significant. This means that 

thele is no difkrençe betwean iracher ievris iimong parent groups for Scale 5, and no 

difference between teacher levels among student groups for Scale H. That is, parent 
responses on Scale 5 for the two different teachers groups are not different and student 
responses on Scale H for the two different teacher groups are not different. Parent 
reactions to teachers, like those of students to teachers. are also very individualized. 

Student Scde E (Student Perception of Studenfleacher Collaboration), by contrast. 
is highly significant. Thût is, there is strong evidence that students in each of the two 

teacher level groups answer Scale E questions (Student Perception of Studenüï'escher 
Collaboration) differently. Between the two teacher groups there is difference in student 

perception for studentheacher collaboration. 

AD HOC MANOVA 
Because of the low percent correct for observed low students a secondary ad hoc 
hypothesis was formulated which is as follows: For students in the classrooms of "low" 

teachers, that is. those for whom student and parent satisfaction is low. lack of home 
preparation is critical. Controlling for the Scale A variable (Communication with Parents) 
to explore the issue of the 34.20 percent correct rate for Iow studenis was therefore 
deemed to be worth investigating. Controlling for Scale A means that one assumes no 
differences between families; communication at home about xhool is equalized. Since 

correlation matrices showed the scales here to be correlated (the variables are not 
independent) the possibility of another logistic regression was rejected as logistic 
regression assumes independence of variables, and. in addition. there is no wry of 

controlling for variables in this procedure. To test the above hypothesis a second 

MANOVA, controlling for Scale A, was then proposed and selected as the appropriate 

and reasonable procedure since it does not assume the independence of variables. but 

accounts and adjusts for comlation between them. As in the first MANOVA, Teacher 
Level is the independent variable, and Student Scales E (Student Perception of 
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StudenVïeacher Collaboration) and H (student commitment to schooling), and Parent 
Scale 5 (Parent Perception of Teacher Concem for Parent Involvement) are the dependent 
variables. The results of this analysis are presented in Table G3 in Appendix G. 

Here again the Wilks' Lambda "probability greater than F" of 0.0030 (in bold in 

Table G3) means that at least one variable is significant. Examination of the p vaiues for 
the individual dependent variables is required. Before looking at the individual p vdues, 

however, Bonferroni's adjustment is once more necessary. With multiplication by three 
(for the number of tests) the p value of Parent Scde 5 (Parent Perception of Teacher 
Concern for Puent Involvement) becornes 0.173 1 (from 0.0577); the p value of Student 

Scale E (Student Perception of Studenfleacher Collaboration) changes to 0.0003 (from 
0.0001); and the p value of Student Scale H (student commitment to schooling) adjusts to 

0.0009 (from 0.0003). Parent Scale 5 is not significant. This rneans that parents €rom the 
two different groups (highnow) do not respond any differently to the items of Scale 5.  

even controlling for Scale A. Student Scale E is significûnt. Here the two components of 
the rnodel, T Level and controlling for Scde A, are important. As far as Teacher Level is 
concerned, the two groups of students (highllow) say different things about 
studentheacher collaboration in their classrooms. And at the same time, the significance 
of the anaiysis-while controlling for Scale A-suggests that communication in the home 

matters. Although the test does not show how these are reloted, and does not indicate 
causality. it does demonstrate that both communication in the home and Teacher Level 

are important in how students respond to the items of Scale E-their perception of 

studentheacher collaboration. In addition, the significance of Student Scale H has 
increased. As in the results for Student Scde E, both components of the model-Teacher 

Level and controlling for Scale A-are important for Student Scde H. The two groups of 
students (higMow) say different things. Their perception of School Climate differs (their 
commitment to schooling) and, at the sarne tirne, communicotion in the home matters. 

Both communciation in the home and Teacher Level are important in how students 
respond io the items of Scde H-their perception of school climate. 

Because this final MANOVA represents an ad hoc and exploratory level of 
investigation (no hypotheses had k e n  advanced before the original analyses) based on 

the findings from the initiai logistic regrrssion and the first MANOVA, findings from this 

analysis need to be verified. The findings here also suggest other areas for further 

exploration. For example, the question of the disparate findings between high and low 
groups of students in the logistic regression suggests a variety of questions. Why. for 
example, do the Scale E answers of so many of the students predicted to be low resemble 



those of students predicted to be in "high classrooms? While communication in the 

home seems to play a part, what else m q  affect these students? Are they particularly 

resilient over time. do they feel more efficacious, or do recent experiences in the 

classrooms of "high" teachers carry over into a subsequent year in the clnssroom of a 

"low" teacher? Does the extent to which parental assistance is provided in the home 

affect these students' perceptions of studentfteacher collaboration in the classroom? 

These questions merit future exploration. 



INTRODUCTION 
This chapter begins with a bief review of the findings followed by three separate sections 

which provide commentary on siudentheacher. parentiteûcher, and student/parent 

relationships. These are identified by the "locale" for the interaction: At School. Between 

Home and School, and At Home. The next two sections address the issues of teacher 

change and teacher development. Then, methodological issues are reconsidered and areas 

for further research are explored. Following this, the topic of home/school partnenhips is 

addressed within the context of school improvement and school restnicturing. Finally..the 

chapter ends with summarizing commentxy and a retum to the beginning, with final and 

current re flections on my experience of home-SC ho01 paners hip as parent. teacher, and 

researc her. 

SUMMARY OF FINDINGS 
As outlined in Chapter One, this study attempts to understand: (a) the expectations of 

parents, students and teacher for self and others with respect to partnership based on 

instructional concerns, and (b) whether and how these expectations are met within the 

web of instructionai relationships among the three parties. 

As far as the former are concemed, teachers expect communication and ease of 

communication between parents and teachers to be mutual, and that parents will provide 

academic support to them by helping children at home. They also expect professionül 

respect from parents for their roles as teachers. Respect is also a key expectation teachers 

hold of students, in addition to the completion of schoolwork. There is little sense mong 

teachers of the interaction of parents and students in the home. 
Students, for their part, expect a challenging academic environment. but also help 

and support from the teacher in order to meet those challenges. They also prefer quiet, 

controlled classrooms in which they can work. Students have no expectations of the 

teacher with respect to their homes, and little in the w g  of predetermined expectations of 

their parents with respect to their teachers. There is little sense among students of an 



instructional relationship between parents and teachers. Students do expect to seek help 

from both parents and teachers, however, in order to leam and to complete their 
classroom work. 

Parents expect that they will have a role to play with regard to instructional 

concerns. They expect to seek information from the classroom, and are prepared to 

defend their child's interests and act as an advocate if necessary. At home they expect to 

obtain information from their children, and to help and encourage them with schoolwork. 

Parents hope that teachers will demonstrate respect and care in the classroom, and create 

ü supportive environment, providing help and expianation to students. Parents also look 
to teachers to communicate openly and extensively with them about their children, to 

respect parent knowledge about their children, and to be willing to involve them and be 

proactive about doing so. Parents expect that their children will attend to schoolwork and 

seek assistance from themselves and teachers if needed. 

As far as outcomes are concerned-whether and how expectations are met- 

findings vûry. As the findings in Part B of Chapter Four indicate, in some triads and in 

some relationships expectations, or at least some of them, are met and in others they are 

not. Among parents and students there is clear agreement about parentlstudent interaction 

in the home. Both parents and students report on help (that students rsk for it. and that 

parents provide it) and conversation about school taking place on a daily or regular bais. 

These are generdly pleasurable encounters, but there are sornetimes difficulties, which 

the work of teachers can help to alleviate. Among teachers, on the other hand. there is 

doubt about whether parents cm and do help. They focus on barriers. and do not perceive 

the extent to which helping and academic tdk occur in the home. 

As for teachers and students, some teachers believe that al1 students rire or can be 

responsible. These teachers implement activities in their classrooms and give students 

choice and voice in order to facilitate the continued development of responsibility. Other 

teachers are much less positive about student ability to take responsibility for work and to 

act independently, and most believe that students do not respect them enough. Students 

report on some classrooms which are quiet and conducive to leming, but many maintain 

that this kind of classroorn is not the nom in their experience. Students appreciate lively 

and engaging curriculum, but do not always find this. They also appreciûte the 

opportunity to chwse how and what they will leam, and to have a voice in the classroorn; 

while some find this others do not. Students rarely approach their teachers with 

suggestions about curriculum or classroom affairs and report little individual interaction 

with teachea. They look to teachers to explain well and help them l em,  and especially 



appreciate those classrooms in which help from dl-peers and teacher-is facilitûted. 

Unfortunately, help is a feature of some classrooms more than others. To parents, 

evidence of teacher support and encouragement in classrooms is rare. Some teachers. 

those valued by parents, acknowledge and value al1 students individually and rneet the 

needs of al1 students; others do not. There is little sense among parents of choice in 

classrooms, of the inclusion of students in collaborative ways. 
As fia as parent and teacher interaction is concerned. parents are often around 

classrooms, but not usually in them. Although some teachers are more wekoming than 

othars, pürents don't often perceive a ciear invitation on the put of teachers, and feel the 

classroom to be closed. Parents believe that they do not receive enough and honest 

enough communication from teachers about their children's leûming. They appreciate 

practices which facilitate communication between home and school, and at the same time 

provide information about student leaming and classroom activity. Al1 parents are 

prepared to approach the school on their child's behdf. and when parents do so these 

encounters. cven when they originate from conflict or disagreement. are often fruitful. 

Teachers, for their part. perceive a lack of parental response to their invitations to corne to 

the school and classroom, and believe that parents could do more at the school and at 

home with students. Attempts made to involve parents, to communicate and collaborate 

with them, vary a great ded between classrooms. Some teachers make efforts to build 

instructional relationships with al1 parents, and others do not. Student comment about the 

relationship between parents and teachers is minimal. They do report on teachers and 

parents meeting occasionally, and on telephone calls home to some parents. Students are 

impressed by the use of a student planer (when this occurs) as a tool for responsibility 

for themselves, and as a communic~tive tool between their teacher and their parents. 

When the expectations of parents, students, and teachers are met as fully as possible 

triad relationships such as those described in the first two profiles-the exemplius of 

practice-are seen. When expectations are not met at ;il], or minimally, triad relationships 

such as those described in the third and fourth profiles-exemplars of malpractice-are 

evident. In exernplars of practice teachers create centres of rademic learning for students 

in which respect and responsibility are features. In these classrooms students are 
presumed to be able to act independently, but not yet as adults, and are provided with 

help and assistance in order to develop even further. They are invited to become part of 

an inclusive, collaborative classroom effort, which considers and takes into account the 

opinions and preferences of dl .  Respect for individuals and relationships is key. Teachers 

listen to students, and demonstrate openness and caring, and are sensitive to student 



needs. These teachers, at the same time, make strong and consistent efforts to reach out to 
parents whom they also consider to be partnen in practice. They expect that parents will 
help and ask them to do so instructionally, reaiizing that most parents cm do this most 
often and most effectively in the home. These teachers communicate as fully and 
comprehensively to parents as possible (about their children' s progress, and about how to 

help) and use a variety of strategies in order to do so. Parents, for their part. feel 
welcomed. and respond to the teachers' initiatives for support and participation. They 
help their children at home, consider themselves able to do so. and feel assisted by the 
teacher. They feel free to act as advocates for their children. and to comrnunicate to the 
teacher about their concerns or their child's concems. Students also perceive their 
teachers' efforts to create inclusive and collaborative classroorns which are calm and 
industrious centres of learning, but welcoming. supportive and respectful at the same 
time. 

In exemplars of malpractice. there is litile conviction demonstrated by teachers of 

the importance of participation by students and parents. The voices of these individuals 
are not solicited by the teacher. These teachers do not mrke efforts to reach out to 
parents, to collaborate with them. or to sseek their opinion and assistance regarding their 
children. They are typically not positive about either students or parents and often feel 
that parents do not or are choosing not to help and that they do not respond to tracher 
initiatives. They either do not implement collaborative practices or recount only failcd 
attempts, blming parents and students for their lack of success. Parents in these inads do 
not feel welcome or invited in. They often feel excluded from the classroom. sometimes 
purposefully and deliberately, ûnd that teachers are not interested in listening to them. 
These parents refer to work that they do with their children. and assistance they provide, 
but do not mention receipt of information from the teacher about how they might help or 
better help. They perceive little information to be forthcoming from the teacher about 
their children's progress. At the sarne time, they often make few attempts to comrnunicate 

with the teacher. or make known their point of view, having felt rebuffed or rejected by 
the teacher. Students in these triads are typicdly negative about teachen, often capturing 

this in comment about the teacher yelling. They speak neither of teacher efforts to reach 

out to or to work closely with ihem, nor of teacher efforts to use practices to bring 

students, teacher and parents closer together. They mention help provided by their 

parents-instructionai activity which takes place without connection to the classroom. 

Although the data presented in Part B of Chapter Four w e n  orginally referred to as 
"satisfaction" or "outcorne" levels, these terms become, in the final analysis. somewhrt 



misleading. That expectations are not always met is clear. and to know that in some triads 

ihere is more satisfaction with respect to instructional partnerships than in others. or 

satisfaction about some things and not others, is important, as is the fact that distinctions. 

as far as the role of teachers is concerned, are apparent to parents and students as a whole. 

What is mosi important, ultimately, however, is the nature of the interaction or the 

dynarnics of satisfaction or dissatisfaction within relationships between parents. student 

and teachers-the "how" and "how not" rather than the "whether." Knowledge about the 

characteristics of relationships in which parents. students, and teachers are more satisfied, 

and those in which they are less satisfied, is critical to practice because only with this 

kind of knowledge can we learn how to sustain and to develop better (and more 

collaborative) instructional relationships between parents. students and teachers. That 

there is dissatisfaction in parentlstudenilteacher relationships is cause for concern. 

however minimal the dissatisfaction. That there is satisfaction suggests that there is hope 

and cause for optirnim. that collboration and greatcr collaboration between students. 

teachers and parents is possible. 

Comments within this chapter are generally situated within the context outlined 

above, that of the challenge of sustaining and developing better (and more collaborative) 

instructional relationships between parents. students, and teachers. In effect. this forms a 

third research question which arose organicaily during the siudy: (c) "How can triad 

relationships be improved?"-the final question to be asked. 



BUILDING STRONG PERSONAUPEDAGOGICAL 
RELATIONSHIPS WTH STUDENTS 
Relationships between students and teacher can be envisioned as two intertwined 

branches representing the personal and the pedagogical. Students speak of the satisfaction 

they feel when teachers are interested in students personally and respect them 3s 

individuals, when teachers share detril about their personal lives and interests, and when 

teachers are humourous in class. Parents, too, are concemed about teacher recognition 

and valuing of students as individuals, teacher listening to and talking with students, and 

teacher support and encouragement of students. These are aspects of personal relationship 

between students and teachers. Pedagogical relationship is exemplified in student data on 

teacher fairness, teacher attention to the leaming needs of individual students. teacher 

efforts to present interesting and stimulating curricular activities to students in class. and 

teacher support for student learning and effort. Parents are also concerned about 

pdagogical issues, such as challenge for students. and the provision of explanation and 

help. 

Insofar as students and teachers interact in the classroom and that leaming forms the 

basis of the relationship, both the persona1 and what might be seen as the strictly 

pedagogical aspects of relationship are ultimately both pedagogical. For students and 

parents the personal is a part of the pedagogical; the pedagogical is or should also be 

personal. Concem for both personal and pedagogical aspects are reflected in parent data; 

dso, teacher concem for student respect marks a focus on relationship. 

POWER 
It is clear that students do not see themselves as having a powerful, proactive, assertive 

role at school with respect to teachers and, in fact. students usually have very little power, 

or none, in classroom relrtionships with teachers. They have defînite preferences about 

the classroom, but rarely present these suggestions to teachers. Teachers have power to 

do, to give, to bestow. Students are not expected to be proactive and assenive in helping 

to determine the nature and direction of the classroom. Interestingly. the comments from 

many teachers about the need for respect from students might be said to reflect a concem 

(and preference) among them for traditional relations of power and control. 



For Fine (1993) and Sarason (1995) parent involvement and the political (as power 

and control) are intertwined. Fine (1993) suggests that parent involvement projects are 

meaningless unless "the dynamics of power are addressed." (p. 707). "The classroom," 

she States, "and the school and school system generally. are not comprehensible unless 

you flush out the power relationships that inform and control the behavior of everyone in 

these settings. Ignore those relationships. leave unexnmined their rationale. and the 

existing 'system' will defeat efforts at refom" (p. 706). 

That power is an issue between parents and teachers is clear. Power is also an issue 

kiwren students and teachers, and where collabontive relationships are concemed. it is a 

crucial issue. A classrmm cannot be collaborative between teachers and students where 

teachers do not share some power with students. For Nieto (1994). encouraging 

collaborative relations of power between students and teachers is as simple as listening to 

students, a concem voiced clearly by students here. "Educators." she clairns, "cm benefit 

from heating students' cntical perspectives. which might cause them to rnodify how they 

approach curriculum. pedagogy, and other school practices" (pp. 397-398). She adds that 

if we belicve that schools must provide an equal and quality education for al1 then 

students must be involved in the dialogue about how to do that. 

The issue of student participation is often referred to within the context of reform 

efforts and change in schools. Corbett and Wilson (1995), for example, speak of the 

importance of "reforming with rather thm for students in tetms of both reform efforts and 

research on them" (p. 14). They and others (Fullan, 1991; Brown, 1994) maintrin that 

although students are often expected to act in different ways in classrooms as a result of 

reform effons. they are rarely involved in discussing the change process in schools or the 

redefinition of their roles. Ignoring the role of students in  change effons. maintain 

Corbett and Wilson (1995). is "merely r minor of students' everyday life in schools" 

(p. 14). "Adults." they Say, "dictate to students the conditions of their participation. The 

natural fallout of this hegemonic relationship is a silencing of students' thoughts. 

opinions, and actions in those activities that adults deem important" (p. 15). According to 

Fullan (1991), participation by students is not "students running the school." but simply 

listening to students as if their opinion rnattered (p. 170). Although Corbett and Wilson, 

and Fullan. speak of the participation of students in reform efforts, this participation is 

equally important in the classrmm on an ongoing basis. 



VOICE AND CHOICE 
As Nieto suggests above, listening to students is not simply a question of inviting their 

input. and then not acting on it. Listening to students means acting on suggestions. and 

incorporating their input into classroom pedagogy and practices. Teachers here who use 

class meetings give students a chance to voice their concems and express their interests 

and needs. Teachers like Teacher 23100, who acted on student concem by changing his 

approach to selecting students for help (from asking only boys to asking both boys and 

girls). respond to student ideas. In holding class meetings with students, and in 

responding to, or asking for. student suggestions about procedures and curriculum in the 

classroom teachers demonstrate collaborrtive relations of power with students. They seek 

student input and student response to classroom issues and affairs and invite students to 

participate with them. 

Corbett and Wilson (1995) speak of a "collaborative image" of the relationship 

between adults and students during reform. This. they Say, "entûils the creation of 

reciprocal relationships wherein al1 parties (including students) have contributions to 

make to each other and al1 have needs that others can meet. The hallmarks of such 

relationship are equality, fainess, and an 'other' orientation. which allow for mutual 

construction of merning and maximizing the best interests of al1 (Noddings, 1992)" 

(Corbett & Wilson. p. 15). The idea of reciprocal relationships applies equally to the 

participation of students in the classroom with the teacher. 

For students here, gaining voice is important. but being given choice is also 

important, an aspect-perhaps the first step-of power sharing in the classroom. In 

classrooms in which collaborative relationships exist students are given both voice and 

choice, which is also voice of a kind. As far as choice is concemed, they may be given 

the opportunity to respond to (a limited range of) opportunities given to them by teachers 

or they rnay be given more open choice, that is, k ing  freed to set direction for their own 

leaming. Among the teachers here. the former is more common than the latter. 

Giving students choice and voice in the classroom might be temied a "pedagogy of 

empowennent." To empower students is not to deny the fact that unequal relations of 

power exist or CO suggest that these can or need to be eliminated altogether. However. 

teachers can make efforts to share power with students, to allow for mutual construction 

of meaning, as Corbett and Wilson (1995) suggest. Cochran and Dean (1991) define 

parent empowerment as "an intentional. ongoing process centered in the local 

community, involving mutual respect, criticai reflection, caring, and group participation, 

through which people lacking an equal share of vdued resources gain greater access to 



and control over those resources" (pp. 266-267). This definition can also be applied to 
students and teachers in the local community of the classroom. Inequality between 
teachers and students exists, but greater access to and control over resources can be given 
to students. Team Teachers 5 1 100 and 56 100 who are profiled in Part C of Chapter Four 

clearly have a sense of a pedagogy of empowerment. 
Sharing power does not mean that students are the only ones who gain. and that 

ultimately teachers lose. Nieto ( 1994) contends that "by encouraging collaborative 
relations of power. schools and teachers can begin to recognize other sources of 

legitimate knowledge that have been overlooked, negated, or minimized because they are 
not part of the dominant discourse in schools" (p. 395). As students here have clearly 
shown, they do have legitimate knowledge which is not often sought by teachers. Perhaps 

teachers do not seek out this knowledge because they feel or fear that students would 
offer outlandish or impossible suggestions. Certainly students recognize. as do those here. 
that asking for a curricular diet of only Art or Physicai Education activities is not likely to 
be considered a legitimate suggestion by teachers. By not seeking out student 

participation and response. however, teachers fail both to access the participative 
creativity and ingenuity of students. and to l e m  about what is important to students. This 
knowledge might well surprise teachers. For example, most teachers. including those 
here, would likely be unaware of the extent to which students prefer classrooms which 
are quiet and orderly. By accessing this kind of knowledge, however, teachers gain not 
only in their understanding of students, but also through the potential to improve the 
classroom situation to the benefit and satisfaction of students and themselves. 

ACADEMIC RESPONSIBILITY 
Giving students voice and choice does not mean that teachers abandon studenis. It does 
not mem that students are free to follow their own whims and desires entirely. but that 

they l e m  to become responsible and independent. In collaboraiive relationships students, 
too. have responsibilities, but in these they are guided by teachea. While adolescents 

must become independent. they need to be helped along the path to independence and 
responsibility. Ericson and Ellett (1990) argue that it is unjustifiable to say in generd that 

students are ultimatcly nsponsible for learning. because even at the college level the 
instnictor must have some responsibility for teaching and learning. They do maintain, 

however, that "the degree of student responsibility increases as the student acquires more 
of the related rational capacities and attitudes" (p. 6). It seems logical that both teachen 

(and parents at home) can and should help students to acquire these related capacities and 

- 269 - 



attitudes. In the data here, teachers who encourage and work towards the development of 
student responsibility do so, for example, through the use of student planners. work 

folders and project outlines. They not only make clear what is expected of students, and 
their own high expectations for students, but help them to achievc to those levels. They 

explain to students what is required, and then teach them what they need to know in order 
to meet these expectations. They give students choices and expect them to make them. 
They gradually increase the range of student choice and opportunity for independence 

(voice) as students become more capable and independent, until like the students in Mrs. 
Munke's rlass ihey can pian their own "Time Management Fridays" and successfuly 
complete their work independently without any guidance from her. What is important to 

note, however, is that in Mrs. Munke's class there are expectations for "Time 
Management Fridays" and for the work to be completed on those days, and students are 
not thrown into Time Management Fridays without having leamed, and continuing to 
lem, about how to plan and manage their time. Mrs. Munke emphasizes that she and the 

students have ongoing discussions about the process, about how and what they have 
leûmed, and noies that students have become more successful later in the year. Mrs. 
Munke provides guidance and, as is apparent from the fact that there is only one of these 
days a week, does not yet expect students to be completely independent in planning and 

executing their own learning. 
Although one might describe the kinds of classrooms above, in which students are 

given voice, choice and responsibililty (and independence) as democratic classrooms, 
McCaslin and Good (1992) suggest that "in most classrooms, as in most families, 
democratic leadership is not really democratic at dl; decisions are not made by majority 

vote" (p. Il). Leadership, they say, is also a misnomer because teachers and parents do 
have the responsibility of control. In spaking of the differences in the ways in which 
teachers approach power and control in the classroorn McCaslin and Good refer to the 

work of Baumrind who distinguishes between authoritarian, permissive and authoritrtive 
parenting styles. Because children of authoritative parents show the most advanced levels 

of autonomy and independence for their ages and also have greater confidence and 
healthier self-concepts chan the children of authoritarian or laissez-faire parents (p. 11)  

they suggest that Baumrind's work provides a convincing argument to support 
authoritative methods of management in the classroom rather than authoritarian or 
laissez-faire. They point out that authoritative te ache^ should help students to "see and 

intemalize the rationales that underlie classroom niles and to operate within the rules on 
their own initiative" (McCaslin & Good, 1992, p. II) and explain chat "the concept of 



authoritative management requires that rules and structures-the scaffolding-be adjusted 
so that students progressively assume more responsibility for self-control" (McCaslin & 

Good, 1992, p. 13). The idea of scaffolding support provided by teachers, as 

dernonstrated by Mrs. Munke. parallels the Ericson and Ellett notion of increase in 

student responsibility as students acquire related capacities and attitudes. 
Developing responsibility and independence in students by allowing choice and 

voice is particularly important in the classroom where teachers strive to motivate 
students. Recent research on student motivation in education suggests that autonomy in 

the classroom is Ly to siudeni motivation. In a comprehensive review of the literature on 
student motivation Wittrock (1986) highlights the importance of locus of control. that 
school achievement and student motivation correlate with student perception of control 

over events at school. That students feel they have some control over what they do and 
that whrt they do has an effect on their success are important. This notion. that student 

motivation is influenced by their perception thût they have some control over classroom 
events, is also reported by Bandurü ( 1989, p. 1 180; see also Marx & Grieve. 1988). 
About the issue in general Anderman and Maehr (1994) point out thût the "importance of 
a degree of autonomy as well as a degree of control over the context in which one is 

acting has been seen as figuring strongly in motivational equations for some time" 
(p. 293). 

In reviewing a career's work on motivation (much of it with Richard Ryan) Deci 
(1995) too concludes that motivation is best supported by a sense of autonomy. 

According to Deci, choice is an important aspect of autonomy. Skinner and Belmont 
(1993) conclude that in the classroom "teachers foster student autonomy by allowing 

children latitude in their leaniing activities" (p. 573). Arnes (1990) reports that choice is 
important because it both fosters belief in persona1 control and also increases student 
interest and involvernent in learning (p. 417). According to Deci (1995) "the main thing 

about meaningful choice is that it engenders willingness. It encourages people to fully 
endorse whnt they are doing; it pulls them into the activity and allows them to feel a 

greater sense of volition; it decreases their alienation" (p. 34). Providing choice, he adds. 

is a central feature in supporting r person's autonomy and it is especially critical that 

people in positions of authority consider how they can do so (Deci, 1995. p. 34). 

Anderman and Maehr (1994; see also Carnegie, 1989, and Eccles & Midgley. 1989) 
suggest that this is especially important in early adolescence which is a period of 

"sociocognitive development that is best nurtured by a strong sense of autonomy. 

independence, self-determination. and social interaction*' (p. 294). Interestingly. and 



ironically, the independence and motivation in students of which teachers speak here 
longingly and with admiration. is fostered by student participation (choice and voice) in 

the classroom. and by involvement. a drawing in rather than distancing of students. 
Providing choice in the classroom as a way of supporting student autonomy does 

not mean a wild free-for-all. "By taking a general stance against reliance on rewards. 

demands. threats. surveillance. cornpetiton, and critical evaluations as avenues for 
motivating people's behavior," States Deci (1995). "1 am not be any means advocating 
permissiveness" (p. 42). The important question. he adds, is how to how to support 

autonomy and set litnits at the same time. "How can standards and limits be used so the 

person in the one-down position cm live within the limits and still retain a feeling of self- 

initiation, and thus not lose intrinsic motivation?" (Deci. 1995, p. 42). For Deci, 
autonomy suppon is the opposite of control. It means "king able to take the other 
person's perspective and work from there. It means actively encouraging self-initiation, 

experimentation. and responsibility, and it may very well require setting limits. But 

autonomy support functions through encouragement, not pressure" (Deci. 1995. p. 42). 

Parents here speak to the importance, and often Iack, of teacher support and 
encouragement for students in the classroom. While encouragement rnay be preferable to 
disüpprovd-desirable as a sign of pleasant and hannonious relations in the classroom- 

and a suppon to the psychological wellbeing of students. it is dso important for the 
development of responsibility and independence in the classroom. 

McCaslin and Good (1992) (by way of Baumrind) suggest that the children of 

authoritative parents are more autonomous and independent than children of parents 
using permissive or authontarian styles of management. Authoritarian parents, they note, 
"exert and mintain control over decision making and over their child. independent of the 

child's emerging capacities. . . . They order. The goal is child obedience" (p. Il). In 
contrast, authoritative parents "provide explanations for their 'firm but flexible' limits on 

child behavior. They discuss their standards, teach the child how to meet them. and value 
behavior that is monitored by self-discipline and self-control" (McCaslin & Good, 1992. 

p. I I ) .  Authoritative styles of management in the classroom (rather than authoritarian or 

laisse-faire) ûre consistent with the provision of "autonomy support" as described by Deci 
above. and with the characteristics of preferred teachers in the student data hem, that is, 

those who neither dictate nor permit absolutely but, rather. work with students to mate a 

participativelcollaborative classroom in which students can be and becorne independent 

and responsible. 



interestingly, McCaslin and Good (1992) suggest that an authoritative management 
system in the classrcorn must be linked with innovative and meaningful curriculum. "We 

advocate that a curriculum that seeks to promote problem solving and meaningful 

learning must be aligned with an authoritative management system that increasingly 

allows students to operate as self-regulated and risk-taking lemers" (McCaslin & Good, 

1992, p. 4). One could argue in the other direction as well. that a classroom situation 

which encourages self-regulation and risk-taking logically requires challenging and 

meaningful curriculum, or that such situations automatically give students the opportunity 

to choose or pursue meaningful curriculum. Although this study did not investigate 

correlation between teacher management characteristics and the provision of innovative 

curricula, these two are both characteristics of the kinds of satisfying clûssrooms 

described and vdued by students hue. Cumculn that encourage risk-iaking and problem- 

solving. that are challenging and not boring for students, require. or are at least facilitated 

by, an authoritative management style in which student autonomy and responsibility are 

supported. In these kinds of classrooms students are challenged. or are "permitted" to 

seek challenge. 

In a comprehensive review of the literature on classroom management. Doyle 
(1986) ülso suggests that there is a connection between classroom management and 

classroom programs. "Prograrns of action in classroom activities." he notes. "are defined 

by both the rules for social participation and the demands of ûcadernic work. For this 

reason academic work is directly involved in the process of achieving classroom order 

and can be shaped in basic ways by a teacher's management decisions" (Doyle, 1986. 

p. 424). Once again. although this study did not investigate the correlation between the 

provision of challenging academic prograrns, as determined by students, and order in the 

classroom. certainly these are the kinds of programs which keep students interested, 

engaged, and ordered, rather than bored and restless. 

In summarizing the literature on student motivation Wittrock (1986) comments on 

student responsibility: 'The idea of student responsibility for learning does not imply a 

lessened teacher responsibility for teaching, as is often inappropriately inferred from 

these data. Rather, each participant, teacher and leamer, has a distinct responsibility for 

achievement" (Wittrock, 1986, p. 306). Ericson and Ellett ( 1990. p. 9) assen that shared 

responsibility applies not just to student responsibility, but to the education of students 

overall. That general responsibility should be shared, they claim, not only by parents, 

students and educators, but also by the state and society at large (Ericson & Ellett, 1990. 

p. 9). Dunng the adolescent years, students seek and should have responsibility in their 



leming. In providing the support and guidance that students continue to require, 

however, parents and teachers also share in the Iarger responsibility for the education of 

the children they share. 

SOCIAL RESPONSIBILITY 
In the classrooms of Grade 4 to 7 students, socid responsibility is as important, according 

to parents. students and teachers here. as academic responsibility. In a review of the 

literature on social responsibility and academic achievement Wentzel (199 1)  concludes 

that "both theoretical and empirical work suggest that student social responsibility is not 

only a valued outcome for education in and of itself but that it can be instrumental in the 

acquisition of knowledge and the development of cognitive abilities" (p. 16). Wentzel 
(1991) defines social responsibility as "adherence to social rules and role expectations" 

(p. 2) which include cooperation. respect for others. group participation, working hard, 

paying attention, participating in classroom activities. doing assignments and studying for 

lessons. Research suggests, she points out, that socially responsible behavior in the 
classrooni cm facilitate academic achievement in two ways. First, behaving irresponsibly 

in the chssroom mems that students receive less one-on-one instruction from teac hers. 
Second. "behnving responsibly can promote the development of positive social 

relationships with peers that . . . can provide students with valuable cognitive and 

motivational resources important for leaming" (Wentzel. 199 1, p. 1 5). Teac hers here w ho 

focus on the development of student responsibility in the classroom focus not only on 
responsibility as autonomy and choice, but also at the same time on the development of 

general social responsibility. This means not just good behavior in the sense of etiquette 
and manners, but also responsibility for participation and the completion of work. 

Students in these classrooms are often invited into collaborative discussion about rules 

and behaviord expectations at the beginning of the year. Through the use of student 

planners, project outlines and clearly de fined expectat ions for work in general social 

responsibility is also clarified. 

Wentzel(199 1) suggests above that socially responsible behaviour cm promote the 

development of positive social relationships with pe r s  that cm provide students with 

resources for leaming. Wentzel's findings are consistent with the findings of this study 

that students are not only distracted by poor behaviour which hinders their leaming, 

(Student 24302 is happy that she is not sitting next to the "bad people"), but also that 

working with and getting help from friends is an important source of assistance that 

students are happy to have and rely on. A few teachers here note some effort at 
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cooperative learning in their classrooms. Students do not often speak specifically of 

forma1 cooperative learning, but do speak favourably of working in groups and with 

friends. 

Doyle (1986) points out that "studies in several subject fields and grade levels 

generally indicate that cooperative teams have positive effects on achievement, especially 

when instruction is carefully structured, individuals are accountable for performance, and 

a well-defined group reward system is used" (p. 405). More recently, others have pointed 

out the benefits to student achievement of formd cooperative learning strategies (Qin. 

Johnson, & Johnson, 1995; Stevens & Slavin, 1995; see also Johnson & Johnson, 1989, 

and Slavin. 1994), and student work in small groups (Cohen. 1994; Oakes & Lipton. 

1990). Fullan (1991) refers to group leming as a powerful pedagogica~inst~ctional 

change for making learning "intrinsically more engaging to students" (p. 184). Stevens 

and Slavin (1995) note that one advantage of cooperative leaming is thai "it provides a 

structure that allows students to help manage the classroom. which evolves from the 

positive interdependence created with the leaming teams" (p. 343). Students. they add, 
become an instructional and motivational resource in the classroorns so that those who 

need help cm rely on feedback and support from their peers (pp. 343-344). which helps 

to accommodate students with differing abilities. Stevens and Slavin ( 1995) emphasize 

the important of well-structured cooperative lerrning which has both group and 

invididual accountability. Cohen (1994) points out that it  is important that cooperative 

leming activites actuaily be group tasks which require that group rnembers interact, that 

they be interdependent. For this reason, she adds. "not only is training for cooperation 

necessary for effective groups, but the recommended behrviors should be specific and 

directly relevant to desired behaviors if cooperative interaction is desired. One cannot 

neglect the role of the teacher in fostering interaction within productive small groups" 

(p. 30). 
The importance of interaction with peers in the adolescent years is highlighted by 

Urdan and Maehr (1995) who point to the significance of social goals in motivation and 

achievement, particulary for adolescents. The note that most goal theory research has 

focussed on task (mastery) and ability (performance) goals, but that social goals must aiso 

be considered in explaining student behaviour (p. 236). "As children move into early 

adolescence." they explain, "they become increasingly concerned about their 

relationships with peers. While social goals contribute to motivation and learning at al1 

levels of schooling, ihese factors may make it particularly important to examine social 

goals dunng early adolescent to gain an understanding of the motivation and learning of 



these students" (Urdan & Maehr. 1995, p. 236). Certainly. the data here suggest that 
interaction with other students is an important part of the schoolday for these adolescents. 
Socid interaction with peers is often cited as one of of the major reasons for coming to 

school. Being able to obtain help from peers, and to work with other students in groups. is 
not only beneficial academicdly. and preferable to students as socid end in and of itself, 
but, according to Urdan and Maehr, could also be capitalized on to increase student 
motivation for schooling. 

According to Fullan (199 1) the interest of students in schools is directly related to 
socid interaction with other students. In their study of school effectiveness Mortimore 
and colleagues (1988) found that two major factors influencing student involvement and 
progress were maximum communication between teachers and students. and work-related 
interaction arnong students. Ames (1992) contends that sense of belonging for students is 
both an identification with the purposes of school, and the belief that the student is an 
important and active participant in al1 aspects of the learning process (p. 263). 

Cooperative learning and other informal strategies which enable students to work 
together and help one another are, without doubt, of benefit to students in facilitating 
achievement and helping to create a sense of belonging to a group of peers. 80th Ames 
(1992) and Anderman and Maehr (1994) contend that leaming environment plays a 

significant role in determining the goals that students pursue. Attention to groupwork and 
provisions for support among students. such as seating arrangements and extension of 

invitation to students to help one wother. contribute to a positive leaming envimoment, 
one which students see as collaborative, among students and teacher. The data here 

suggest, however, that even though the benefit to students of supportive strategies is 
clear, an ongoing sensitivity to studenr needs and preferences. individually and as a class. 
is still key. Students appreciate group work, and the opportunity to seek assistance from 
peers, but dso quiet, orderly classrooms. This indicaies a need to balance the social and 
academic needs for group work and student work together with the need for peûceful 
classroom conditions conducive to quiet thought and leming. In addition. student choice 
is still important. Students may not always want to work with others; some may prefer to 

work on their own some or most of the tirne. 

CARiNG 
In speaking of the characteristics of teachers with whom they are satisfied students' 

words highlight a difference between the caretaking and the caregiving activities of 
teachers. Students speak to the importance of innovative and interesting curriculum 
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which can be seen as a caretaking activity, and an important one, of teachers. But, other 

kinds of taking care of business for which teachers are responsible-for example, report 

cards-seem not to be a major concem of students. That business needs to be taken care 

of seems to be an unstated assumption of students. Teachers must do what they have to 

do. Much of what students do mention, however, speaks to caregiving rather than 

caretaking. Students speak favourably of teachers who interact with them personally in 
the classroom. who get to know them, and share themselves with students. They 

appreciate teachers who encourage them and take the time to help them. According to 

siudrnts here respect for students is shown by teachers who do not chastise or embarrass 

them in front of pers, especially when they need help or do not understand. They treat 

students as individuals and listen to them attentively. Teachers with whom students are 

satisfied are also fair. They are consistent in expectntions for al1 students, but 

understûnding. They are just, and their attitudes and practices are inclusive of ail students. 

While. strictly speûking, these are d l  aspects of the business of teachers. they speak more 

to caring than the transaction of business. And. while teachers must certûinly take care of 

children, not al1 of them necessûrily give care to children at the same time, in the ways 

described above, for example. 

Noblit (1993) notes thût caring with respect to teachers and students is usually 

defined as a reciprocal relationship, but that the power of the teacher is not aiways clear 

in this definition. His observations of si Grade 2 teacher, whose classroom he describes as 

"teacher-centered," lead him to see power, in a cving perspective. as moral authority. He 

learned that "caring in classrooms is not about democracy-it is about the ethical use of 

power" (p. 24). Noblit explains that he had assumptions about dernocracy in education 

and "the nature of caring as apolitical" (p. 26). However. in the classroom which he 

observed the teacher was clearly powerful, and exened that power, but not in an 

oppressive way. Her moral authority was an expression of caring; her power was used in 
the moral service of others. Power and oppression, Noblit discovered, are no< necessarily 

one and the same. Of the caring relations in the classroom Noblit (1993) says: 

1 scc [the teacheri as underslrinding and accepting not with power, but wiih mord authority- 
an authoriiy not only legitimatcd by the usual mechanisms of our society but also by 
reciprocal negotiation beiween people, in this case people of unequal power and knowledge. 
[Her] auihority corne from her willingness io takc repsonsibility for creaiing a contcxt for 
children to participate in, and from the children themselves who, afier dl, can and often do 
deny adults ihe right to control them. (p. 37) 

As Sergiovanni (1992) notes, "power can be understood in two ways-as power 

over. and as power to. . . . Power over emphasizes controlling what people do, when they 



do it, and how they do it. Power ro views power as a source of energy for achieving 

shared goals and purposes" (p. 133). Noblit saw "power to" in the teacher's classroom. 

the sûme kind of power in evidence in the classrooms and teachedstudent relationships 

described by students here as satisfying and collaborative, those in which teacher and 

students participate iogether. 

As Noblit points out, caring and power (as moral authority) are not mutually 

exclusive. While one might assume a natural tension between these two. Noblit (1993) 

suggests that caring does not necessarily mean the abandonment of authority. Teachers 

can and do have authority, but that does not mean that they cannot be caring. They can 

choose to use authority in a caring, moral way. Nor do caring and participation by 

students automatically impiy the absence of discipline or classroom management (Noblit. 

1993). 

Noddings (1984) ascertains that neither the educator nor the parent is powerless: 

"on the contrary, her power is awesome. Somehow the child must be led to choose for 

himself and not agûinst himself' (p. 64). For Noddings using power unoppressively is a 
question of not "hiding from our natural impulses and pretending that we can achieve 

goodness through lofty abstractions" but using "what we have dready assessed as good to 

control that which is not-good" (Noddings. 1984. p. 100). 

Caring means positive and deep interaction with students. There is. however, no 

formula according to Noddings. "Caring cannot be achieved by formula," she stûtes, "It 

requires address and response; it requires different behaviors frorn situation to situation 

and person to person. It sometimes calls for toughness. sometimes tenderness" 

(Noddings, 1992, p. xi). Caring is individual response to individual students. It rneans 

listening to students and not simply paying attention to them but giving attention io them: 

"When we understand that everyone wants to be cared for and that there is no recipe for 

caring, we see how important engrossrnent (or attention) is. In order to respond as a 
genuine carer, one does have to empty the sou1 of its own contents. One cannot Say, 

'Aha! This fellow needs care. Now, let's see-here are the seven steps 1 must follow.' 

Caring is a way of being in relation, not a set of specific behaviors" (Noddings, 1992. 

p. 17). Noddings' comment that caring is a way of k ing  echoes aimost word for word 

that of Mrs. Weir (56100) who says thûi her positive interaction and relations with 

students ;ire "a way of being, not a way of doing." According to Noddings (1992) ûn ethic 

of care is a needs- and response-based ethic (p. 2 1). Both individuals-student need and 

teacher response-an involved. 



Noddings' comments about caring and cumculum suggest an intertwining of 

personal and pedagogical in relations, as proposed earlier, between students and teachen. 

"We cannot separate education from personal experience," she assens. "Who we are. to 

whom we are related, how we are situated al1 matter in what we lem,  what we value, and 

how we approach intellectual and moral life" (1992, p. xiii). She continues that, without 

caring. intellectual exchange alone is not enough in the classroom, as students here 

suggest. The pedagogical is built on the personal or relational: "At bottom, subject matter 

cannot carry itself. Relation. except in very rare cases. precedes any engagement with 

subject matter. Cating relations can prepare children for an initial receptivity to al1 sons 

of experiences and subject matters" (Noddings, 1992. p. 36). In speaking of 

teachedstudent relations at the high school level Metz too (1993, p. 130) concludes that 

"if teaching is to go beyond superficial skills-for example. inducing students to think 

more critically or awakening an active curiosity about a subject-it requires more than n 

passing involvement between teacher and student" (p. 130). Interestingly. Noddings 

(1992) uses the word "responsibility" to describe this "cornmitment in interpersonal 

relations" (p. 65). Individual attention to students, of the kind described here by parents 

and students, demonstrated by talking and listening to students. by helping students and 

answering their questions, represents in action the kind of engrossment. or persona1 

interaction to which Noddings refers. Van Manen (1986) describes this kind of individual 

attention as "pedagogic thoughtfulness" and "tactfulness." It is, he claims "sustained by a 
certain kind of seeing, of listening, of responding" (p. 12). Van Manen (1  986) explains 

that 

to cultivate pedagogic thaughtfulncss and tact one nceds to act in such a way thai the plancc 
expresses the soul's capacity for pedagogic relationship. In other words, pcdrigogic 
ihoughtfulness and tact rire not simply a set of external skills to be acquired in a workshop. A 
living knowledge of pi-irenting or teaching is  noi just head siuff requirinp intellectual work. It 
requires body work. True pedagogy requircs rin attentive aitunement of one's wholc k i n g  to 
the child's cxperience of thc world. (p. 50) 

Only a few teachers here actually use the word "caring" to describe the ideal 

studentlteacher relationship. Mrs. Munke refers to her relationship with students as one of 

"stewardship," which suggests that the relationship between students and teachen in the 

classroom can and should go beyond simple mechanicd teachinflearning exchanges and 

encoinpasses the kind of pedagogic thoughtfulness and tact described by Van Manen. 

Although teachers are often described as acting "in loco parentis" one cm argue that the 

teachedstudent relationship is not the parentkhild relationship. However, according to 

students here, caring, which is conveyed by stewardship, is and should be a feature of it. 



Recent studies point to the importance of caring in schools for the academic 
achievement of students. In a study of effective schooling from a child's perspective 
Taylor. Kirby. Teddlie. Pounders and Freeman (1995) conclude that b'only when the 

caring ethic that characterized [the] low-SES schools is combined with the academic ethic 

evident in [the] middle-SES schools are teaching and leaming driven by children's needs 
(emotional and acadernic) rather than by external pressure to project the 'right' image to 
the community" (p. 14). The authors make the point that caring cannot substitute for 

quality teaching, but that "only when both of these elements were in place . . . were 
studenis engapd ünd çhailcnged (Taylor et al., p. 13). 

In a study comparing the relationships of communitarian climate and and academic 

climate to mathematics achievernent in the middle grades Phillips (1997) concludes that 
the communitarian model of schooling may not be as effective as advocates daim and 
that improving schools' academic climate "may be a more promising way to enhance 
students' attachment to school and their academic achievement" (p. 657). She adds that a 
model of school effectiveness that places academic leaming at its center should be 

"reconsidered" (Phillips. 1997, p. 657). To state that caring in classrooms is important to 
students. and to suggest that personal. cûring interaction with them should be a focus of 
teachers is noi to daim that academic learning is not important or is less important. 
Community and academics are not necessarily mutually exclusive. As Taylor and 
colleagues (1995) suggest. they are both important. To be concerned about caring in 
classrooms and schools does not or should not mean that one abandon one's focus on 
academic concems. The comments of students here suggest that these both need attention. 

In a recent study Battistich, Solomon, Kim, Watson and Schaps ( 1995) exûmined 
the impact of the sense of the school as a community on elementary school students. 

They defined school as community as one in which students' needs for "belonging, 
autonomy. and competence are met." Students in these communities "feel that they are 
respected, valued and cved about by the other community members. and that they make 
meaningful contributions to the group's plans and ûctivities" (Battistich et al.. 1995, 

p. 629). Battistich and colleagues found that sense of community was generally unrelated 
to academic achievement. but that it had "large effects on academic attitudes and motives. 

and on social and personal outcomes" (p. 648). "The present findings clearly suggest." 

they daim, "that students' motivation is enhanced in schools in which they feel cared for. 
supported. valued, and influential-schools that they experience as communities" 

(Battistich et al., 1995, p. 652). Attitudinal, behaviourai and motivational outcomes al1 
have implications for academic achievement. Intenstingly. the authors add that there was 



little variance in sense of community between schools in their sample. and suggest that 

variance may be "a function of differences in the practices and climate experienced by 

groups of students within particular schools" (p. 65 1). adding that this may be particularly 

the case in elementary schools where teachers have much autonomy over classroom 

organization, management and instructional practices. The supposition that variance may 

be a function of differences in the practices and climate experienced by groups of student 

within particular schools is supported by this study. 

THE MORAL LIFE OF T m  CLASSROOM 
Ultirnately, both power and caring are moral issues. For Noblit (1993) moral authority is 

power and caring, "power-full" caring in teaching. For Sergiovanni (1992) trusting 

relationships which are characterized by service-orientation are moral. He refers to 

morally-based leadership at the school level which, he says. is a form of stewardship. It 
"touches people differently. It taps their emotions, appeals to their values, and responds 

to their connections with other people" (Sergiovanni, 1992, p. 120). Stewardship, he 
continues, "represents primdly an act of trust. whereby people and institutions entrust a 

leader with certain obligations and duties to fulfill and perform on their behrlf' 

(Sergiovanni, 1992, p. 139). These obligations and duties involve caring, a moral act. 

Crediting Robert Greenleaf, Sergiovanni ( 1992) points out that "people's caring for one 

another is the foundation on which a good society is built. One dimension of professional 

virtue is the caring ethic. Caring places teachers and administrators in service to others" 

(p. i 15). In these "virtuous" schools action is guided by moral imperative; in caring for 

students one does what what is good or mordly right for students. In vinuous schools, 

students are shown respect by k ing giving the same consideration as teachers. parents 

and other adults. "The result," Sergiovanni (1992) suggests, "is a pattern of mutual 

respect. involving teachers with teachers and teachers with students, that increases the 

likelihood that ieachers and students will respect themselves" (p. 112). 

Sergiovanni's comments about moral leadership in the virtuous school cm also be 

applied to teacher leadership at the classroom level. The kind of school stewardship to 

which Sergiovanni refers represents the kind of caring relationship described positively 

by students and teachers in this study, although only Mrs. Munke uses the term 

"stewardship" and few teachen describe their interactions with students as caring. These 

are examples of vinuous classrooms. In vimiws classmoms here students are also shown 

respect by being given the sarne consideration that would be given to other adults and 

teachers. The respect to which many teachers in this study refer longingly is a function of 
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the respect students receive from teachers. a fact also pointed out by some teachers in 
these data. Interestingly. Sergiovanni adds that, "the goal of the virtuous school is to 
create self-leamers and self-managers. Each day, students depend a little less on their 

teachers and the school" (p. 1 12). Here as well. responsibility and independence are a 
feature of the positive classrooms and respectful and caring studentkeacher relationships 
of which students speak. These kinds of virtuous classrooms. Fullan (1993) suggests, 
begin with the work of teachers. As Fullan (1993) points out. teachers are the strength of 
schools because. regardless of their technicd skills, they begin their careers with moral 

intentions: "The building block of the school is the moral purpose of the individual 

teacher. Scratch a good teacher and you will find a moral purpose" (p. 10). 
According to Hansen (1993; see also Jackson, Boostroom & Hansen. 1993) there is 

moral import in the everyday work of teachers and in the everyday interaction of students 
and teachers. The mord work of teachers is not simply the discussion of right and wrong, 
or the settling of classrwm disputes. The everyday actions of students and teachers are 
also moral. To see them as such, suggests Hansen (1993). "could enrich one's conception 
of what takes place in the classroom. It can make the classroom that much more 
interesting and valuable an environment in which to work. for it would automatically 
change that environment by opening the door to greater meaning than one might 

customarily perceive" (p. 669). Seeing one's actions and those of students in the 
classroom as moral not only changes the way one thinks about them, but makes it 

possible to do something about them. to make improvements: "Taking seriously the idea 
of moral layeredness in teaching-thrt some of those 'busy' doings might harbor deeper 

meaning than meets the eye-an convert them into business, for the act of paying 
attention to them puts one in a position not only to appreciate their meaning but also to 
change them" (Hansen. 1993. p. 669). To see individual attention to students. listening to 
students, giving students choices. and permitting them io have voice in the classroorn as 

everyday acts that are mord highlights them as wonhy of attention and improvement. 
What makes power and caring ultimately moral in the classroom is that in focussing 

on good for students (or for parents) teacher interactions with studrnts or parents cm be 

transfomative. What might otherwise be a transaction or transactional event becomes a 
transformation or transforrnative act. This kind of transformation is non-manipulative. It 

is not simply o case of getting individuals to do what one wants them to do. It is either 

bringing out the best in others or helping them to bring out the best in themselves. It is a 

question of helping people to be and do what they think they can and should, and helping 
them to be and do even more than they think they are capable. Individuals are 



transformed into more than what they are or were. Within the data here, for example, 

Mrs. Irving and her son, Tyler. and their teacher, Mrs. Kosko, stand out, as do the 

teachedparent pair of Ms. Thompson and Parent 2820 1 (Mrs. Nelson: Craig 's mother). In 

the case of Mrs. Irving and Tyler, the teacher helped both of them, one to become a better 

student. the other to become a better reader and parent-as-helper. This was both education 

as transformation and collaboration as transformation. Caring and empowering between 

mother and teacher, and between teacher and student. helped both mother and student to 

irnprove. In the case of Ms. Thompson and Mn. Nelson. working together for the benefit 

of the child helped him to become a better student and to learn more. These 

"transformations" are outstanding. However. in the caring work that teachers do from day 

to day small transfomations take place regularly. These teachers create classrooms and 

work with parents and students in ways in which children can l e m  enthusiastically and 

confidently. For these students (and sometimes parents) the process of transformation is 

ongoing. In the everyday moral r t  of giving students choice and voice. responsibility and 

respect, teachers empower students. transfoming them. 



PART 11: BETWEEN HOME AND SCHOOL 

ABOUT PRACTICES: PERSONAL AND PEDAGOGICAL; 66HARLY' 
AND "SOFT" 
That there are teacher practices that are beneficial and helpful to parents is clear from the 
data here. Planners. newsletters. and work folders are particularly useful to parents in that 

they not only communicate information regularly to parents about student progress and 

achievement. but also infonn them about curriculum. Optirnally, they are at the same 

time a general means of communication between parent and teachers. Receiving 
information both about the curriculum of the classroom and about the child's 
achievement and progress is important to parents. Practices which at the same time 

facilitate communication between parents and teachers. enabling parent and teacher to get 
to know one rnother better and enabling teacher to get to know child better. are even 
more useful and efficient. While report cards are necessary, they are not an ongoing 
means of communication about curriculum and. according to parents here. do not always 
provide enough tirnely and forthright information about the child's achievement and 

progress. Plannen, newsletters and weekly work folders are, or can be. an ongoing source 
of both kinds of information. 

Not surprisingly, those parents whose children have difficulty at school are more 
concemed about communication with the teacher. These parents are most often the 

recipients of bad news, and are especiûlly concerned that teachers contact thern 
immediately when there is a problem. before it's "too late." These parents particularly 
wish specific, detailed information about their child's performance and progress. and 

often feel that they are not getting it. Although teachers do not comment on the difficulty 
of communicating to parents of children who are having trouble. it does seem to be easier 

for teachers to communicate good news about achievement and growth than bad news. 

While teacher practices are important. the data here ais0 suggest that demonstrating 

a willingness to communicate and work with parents is also critical to parents. Practices 
without a sincere expression of willingness by teachers to involve parents are to some 

extent hollow gestures. Examples of "practices" which signal teacher willingness to 

communicate and work with parents, drawn from the data here. include making available 

one's home telephone number, listening to and accepting parents' suggestions, king 



available after school to speak to parents, or giving parents more than the allotted ten or 

fifteen minutes at forma1 interview times. 
One might conceive of the expression of teacher willingness to communicate and 

work with parents as positive "attitude," and the teacher activities listed above (planner, 

newsletter, project outlines. etc.) as practices. In communicating positive attitudes to 

parents. however, teachers do in fact do something . Distributing one's home telephone 

number to parents. smiling and greeting parents in the hallwry. inviting parents to visii 

anytime after schwl in order to talk. or offering more than the minimum required time 

during interviews, are al1 teacher activities. Whether or not these acts lead immediately to 

communication about student progress or curriculum, or a collaborative exchange, they 

set the stage for potentially fruitful communication in the future. Because communicating 

to parents and signalling willingness to communicate and work with parents are both 

activities. it is useful to consider these as practices, rather than separate cotegories of 

attitude and practice, and to distinguish between the two kinds of practices as "hard and 

"soft." In this way, planners, newsletters. work folders, interim reports. three-way 

conferences and other meetings with parents are seen as hard practices. and the other 

activities which signal one's willingness to communicate and work with parents are seen 

as soft practices. The "hard" practices have concrete outcome, a communicative product 

(often a physical product such as a document). The "soft" practices do not usually have 

concrete outcomes or product. They facilitate production (communication). or are process 

variables, enabling parent and teacher to do something-signalling a willingness to 

communicate or a collaborative intent. for example. 

The unifying theme to both "hard" and "soft" practices is communication leading to 

collaboration. While it seems important that teachers exhibit ü t  least some "hud" 

practices, the data here suggest that it does not seem to be imperative, from parents' 

perspective, to exhibit a huge number of them. Cenainly baseline communication about 

student achievement and progress is required in d l  schools in the form of a report card 

and parents do expect this at least. What is imperative to parents is that some 

communication take place, that teacher willingness to communicate and collaborate be 

expressed, and that the possibility for further communication and collaboration exist 

should parents desire it. In the absence of hard communication practices from teachers 

beyond report cards, or in cases where information provided through report cards is 

insufficient or unsatisfactory, demonstration frorn teachers of willingness to communicate 

and collaborate ("soft" practice) is critical. To parents, demonstration of willingness to 



communicate signals the willingness of teachers to potentially collaborate with them and, 

indeed, is usually perceived as collaboration. 

Parents are also concerned that teachers communicate to them when the teacher 

himself or herself perceives a need. Hard practices, particularly the use of a student 

plmner which can include back-and-forth communication between teacher and parent, or 

weekly work folders, are especially useful, as they are instant and regululy available 

conduits from classroom to home (and home to classroom). Formal report cards iw not r 

tool for casual or spur-of-the-moment communcation from school to home. Typically, 

teachen use telephone calls for concerns-based communication, but telephoning is not 

usually a regular means of communication between teachers and al1 parents. And, unlike 

planners and work folders, telephone calls are usually harbingers of bûd news. 

The efforts of Mr. Desjarlais (Teacher 23 100) provide an example of the distinction 

between hard and soft practice. Although Mr. Desjarlais made some effort to use hard 
practices such as student planners and newsletters he did not do so in a committed. 

consistent or sustained way. However. he demonstrated a willingness to communicate 

and collaborate with parents and did so both casualiy throughout the year in after school 

meetings and in a formal way during required reporting periods (hard practices). At 
interview time he was open and forthcoming with information. Parent 23204 not only felt 

that the teacher communicated with ber, but in the active discussion which followed his 

expression of willingness to communicate felt herself to be working in collaboration with 

him. 

There is some evidence to suggest that in the absence of "soft" practices "hard" 

practkes are doomed to failure or are likely to be marginally effective. For exrmple. Mr. 

and Mrs. Van Netten report that Ms. Fraser is the most negative teacher they have ever 

met. Ms. Fraser maintains, however. thrt she attempted to implement the use of leaming 

logs which were to be sent home regularly and dso student planners. She explains further 

that she did not experience success with either of these practices, and Mr. and M n .  Van 
Netten report on neither of them. Miss Halstrom also reports, quite confidently and 

positively, on the use of hard practices, but Mn.  Goode and her daughter do not report on 

ihese either. For Mr. and Mrs. Van Netten. and for Mrs. Goode the negativity of the 

teacher appeared to ovenvhelm everything else. In these cases hard practices did not seem 
to be enough without a demonstration of openness and willingness to comrnunicate and 

collaborate with parents. 

The purposes of hard practices are, strictly speaking. the communication of 

information about the curriculum of the classroom and about the child's achievement and 



progress. Teachers can provide this information to parents without a plethora of 
practices-there is no single recipe or formula-but. like Mr. Desjarlais, they must do so. 

When they do iiot employ a variety of hard practices they must make clear to parents that 
information is available. Parents rnust sense and see an openness and willingness on the 

part of teachers to communicate with them. 
Demonstrating a willingness to communicate with parents and actually doing so is 

the base upon which collaboration takes place. That parents see evidence of soft practice 
on the part of teachen appears to be cleûr. That parents feel teachers are available to them 

and will comrnunicate with them when necessary is important. particululy because when 
this is apparent parents are more likely to feel that they can communciate with teachers 

when they need to do so and that teachers will be receptive to this and to their ideas and 
participation. In the case of the profile teachers. Ms. Fraser and Miss Halstrom, parents 

were not confident about this at dl. 
Through the use of hard and soft practices the role of the parent as partner is 

recognized and only after this can parents and teaccher potentially collaborrte. 

Collaboration, however, is not limited to face-to-face exchange. While Parent 23204 may 
have felt herself to be collaborating with the teacher during personal discussion with him, 
parents whose children's teachers use student planners and work folders regularly feel 
themselves to be working just as collaboratively with teachers even though they may only 

meet occasionally with teachers. These practices-planners, student work folders, 
newsletters and previews-are means of communication which not only inform, but can 
dso be a rneans of involving parents at home andor at school. Used in either way parents 
see themselves as pautners. 

When teachers and parents work together, through communication face-to-face. or 

in using student planners or work folders they, like students and teachers, build 
relationships that are both personal and pedagogical. Mrs. Munke speaks of using the 

student planner to communicate with a parent about difficulties with the child at school. 
In so doing she came to know the parent better which helped to address the problrms in 

the classroom. Parents often speak of overcoming the personal barriers. of "getting to 
know" the teacher and feeling more comfortable with hirn or her as a result. Collaborative 

inst~ctional relationships between parents and teachers, like those for students and 
teachers, are better built on the basis of harmonious and comfortable persona1 

relationships. That is, collaborative instruction combines soft and hard practice. 



PLACE 
When asked how they are involved with their child's education parents here distinguish 
between involvement at the school, and involvement at home. Although not d l  are able to 
be at or volunteer at the school, al1 consider themselves to be involved with their child's 

education because they are involved at home. Those parents whose children's teachers 
use a student plmner or work folden, or who solicit or are open to their suggestions feel 
that they are collaborating with the teacher even though they are not necessarily in the 

school frequently, or are not able to be in the school at al1 because they work fulltirne. 

Place does not seem to be criticai to parentiteacher communication or collaboration. 
Although parent(s) and teacher may not work together in the presence of one 

another, they c m  work together in a "psychic" way. The comments of parents who report 

that they and the teacher "have the same goals," or that the teacher "wants to achieve the 
same things for the child," suggest this kind of "psychic" alignment. They are shuing 
experience, understanding. perspective and expectations and in so doing, collaborating. 
Parents who are convinced that the teacher, in working with the child at school. and they, 

in working with the child at home, are focussing on the same goals and priorities, feel 
that they are collaborating. While parent and teacher are communicating and need to do 

so in some way, either in written form, through a planner for example, or in meeting 
together, they are not, or need not be, frequently involved together on a day-to-day basis. 
in contrast, Parent 72204 who comments thai "my concept and hers were totally 
different" feels that she and the teacher were not collaborating, and would not necessarily 
feel any more collaborative whether or not she were in the same room with the teacher 

helping or volunteering. 
In speaking of the involvement of Asian Americrn parents Kellaghan, Sloane. 

Alvarez and Bloom (1993) comment that 

Chinese-Amcrican parents, particulruly rccent immigrants, show great respect for teachcrs but 
tend to mainmin a distance from the school. The fact ihai iheir childrcn still  do well at school 
calls into question many common assumptions about parents' involvement. I t  seems that 
parents cari carc decply about their childrcn's education and can encourage and moniior iheir 
children's progress while noi k i n g  involved in the school as voluntcer or policy maker. 
(p* 81) 

For rninority parents, lack of involvement at school is not only or always related to work 

commitments, but also to cultural appropriateness and ease with language, or both. As 

Kellaghan and colleagues, suggest, however, parents-whether majority or minority-are 

involved and can and do do much even if they are not at the school. The hard practices 
mentioned above-student planners, weekly work folders. project outlines, telephone 



calls-are especially critical in "psychically" bringing together parents and teachers who 
cannot be brought together physically. 

Casanova (1996) states that "teachers tend to assume that parents who are less 
involved and visible in the school are also less interested in their children's education" 
(p. 31). These data suggest that parents who are not visible are not necessarily less 

interested or less involved. Parents here are involved in the home. but this participation at 

home is itself not visible to teachers. Data about teacher expectations here suggest that 
teachers have little sense of parents in the home. and little sense of students in the home. 

They do not often seem to see or sense the instructional relationships between parents and 
students at home. They are not awue of the extent to which parent and student interact 

about school in the home. and the extent to which puent and student work together on 

schoolwork. 
While teachers may gain some information from students about their homes, they 

do not always gain this information on r daily bais and usually not in a systematic way. 

If they do so through some kind of daily sharing they are not likely to lerm much 
regularly from al1 of the students in their class if they do not hear from each of them 
everyday or at least several times a week. This learning is even less likely to occur if 

teachers do not listen attentively to students. Some parents and teachers here report 
favourably on the student plmner as a means for teacher to get to know the child better, 
both through written conversation with the parent. and use of the plmner by students for 
keeping track of comrnitments and engagements outside of school life. But not al1 
teachers use the planner as a means of communication with parents. and none here report 
encouraging their students to use the planner to record extra-curricular commitments. 
Reports about students who have done so corne from parents and students who have 

initiated this activity. and not teachers. 
At the same time, teachers do not often do anything which would enable them to 

"see" into the home. such as visiting the child and his or her parent(s) there. Among 
Grade Four to Seven teachers here and in general. there is no expectation. as there is for 
Kindergarten teachers. that they will visit the child in the home. Interestingly. one parent 

(24204) addresses this issue in speaking of the ideal parentheacher relationship. She says: 

1 think parents and teachers should be meeting each othcr before they meet the kids. 1 think 
teachers should be into the home so they cm see what kind of situation, not to make any value 
judgments, a n d 4  mean, they need to know where we live, how many kids rire in the house, 
what kind of situation is happening. 1 think it's important for hem to have an all-over picture 
of the student, not just thûi litile piece of the pie when ihçy are in the school ihere. 



Visits to the home would provide teachers with much valuable information about 

students, giving them the opportunity to l e m  about the child in his or her own home- 

context. An in-home meeting would also provide an appropriate and conducive 

opportunity for parents to talk to the teacher about their child from the perspective of the 

home setting and for parents and teachers to get to know one another. The parent above 

also suggests that teacher visits to the home would help to make the parent more 

comfortable with the teacher, and less hesitant about going in to see the teacher later in 

the year if the need arose. Gaining information and understanding about students' 

homelife and about parent expectations and needs-whether through home visits or by 

other means-is especially important in cases where the teacher's cultural or 

socioeconomic background differs from that of her students. However. as much as the 

practice of home visits appeals to the parent above, teachers of students at the Grade 4 to 

7 levels rarely visit student homes. They seem, ironically. more place-bound. in a self- 

determined way, than parents. 

While the "natural" place of parents might be the home, and while they may not 

actually be in the classroom, because work or lack of invitation prevent ihem, they can go 

to the school and often do have some role or presence there. even if this is only "popping 

in" after school. Unlike teachers. many parents do cross the "boundq" and leam some 

things firsthand about the school and classroom. In addition. students provide a conduit. 
Data here suggest that talk about school is a regular feature of homes and that parents rely 

on iheir children to provide them with information about school. Parents seem to gain 

much more information on a regular bûsis from their child about the classroom. their 

child's teacher, and the child's day ihan do teachers about homelife. Parents seem to see 

both sides of their child's experience more fully than teachers, and are clear from their 

own perspective about the extent to which they believe they must help and support iheir 

children at home. Even so, parents still comment on the need for more information. and 

for a fuller communicûtion from the teacher. They often have only a partial picture. and 

struggle to see the classrwm in its entirety and the relationship between their child and 

the teac her 

Even though there are teachers in this sample who are parents. there is still not a 

strong sense among teachers of either the extent to which conversation about school and 

schwlwork occurs in the home or the extent to which parents help their children in the 

home, and the nature of this assistance and support. Surprisingly, teachers who are 
parents seem to be no more aware of this than than teachers who are not. Teachers 

generally believe that parents could do more. Although teachers suggest that time is a 



barrier which prevents parents from doing more to help their children, there is not a great 

awareness among them of the tension in the home between the demands of school and the 

demands of family and extra-curricular life, and consequently on the lives and time of 

parents and students. The perspective of teachen seems to be that of teachen, rather than 

that of teachers who are also parents. It seems logical that the prime concern of teachers 

be that of the classroom. It is possible at the same time thrt teachers who are parents 

separate their experience as parents. and as parents with their children's teachers, from 

their experiences as teachers with their students' parents. Ms. Thompson (Teacher 28 100) 

speaks rather emphaticaily of parents not wanting to "give a lesson" at'ter they get home 

from work. suggesting some personal experience with this feeling. 

The lack of a solid sense among teachers of school-related relationships in the home 

may help to explain why teachers are not always explicit about how and what parents cm 

to do to help, and why they do not dways mûke consistent efforts in this regard and for 

al1 students in the classroom, rather than only for those whom they believe need extra 

help, or in response to parent request. They often believe that parents are not helping 

enough at home-and this perception is usuaily based on their experiences wiih one or a 

few students in their classes-and so they do not always ask parents as a group to do 

things with their children, or ask that students do things with their parents or request help 

from them. They may believe that as professionals they abdicate their responsibility for 

instruction, or part of it. if they ask parents to help. However, whether teachers ask 

parents to help or not, whether they ask students to seek out parent help at home or not, it 

happens, and oppears likely to happen anyway. Parents are teachers too and when 

classroom teachers fail to ask parents to help, or do not provide information or assistance 

in this regard, they fail to capitdize on the academic discourse and helping relationship in 
the home. Unlike Mrs. Kosko and Mrs. Munke, not al1 teachers hmess the energy and 

assistance of parents, and the energy of parenthtudent relationships at home. Practices 

such as student planners, work folders, and project outlines can bring more of the 

classroom into the home and, optimdly, more of the home into the classroom. Used as a 

means of facilitating work between parents and students (by giving information to 

parents, or by asking parents to work with students in particular kinds of ways), teachers 

can help to make instructional relationships at home easier and more hmonious for both 

parents and students. and aligned with and supportive of work in the classroom. 

Hoover-Dempsey and Sandler (1995) point out that the student 

occupies a position . . . chat might ksi  be conceptualized as a boundûry role: He or she is thc 
pûrty primûnly responsible on a day-to-day bais for negotiaiing and moving beiween the 



demands and expectaiions of two usually sepuate entities. Parents and tcachers may interact 
directly with each other frequently or intermittently, but it is the child who lives fully in each 
adult's domain and it is the child who is necessarily the person responsible for absorbing and 
responding ro the hl1 measure of each adult's expectations, demands, and requests. (p. 324) 

Even though students occupy this "boundary role" the data here show that often they 

have little sense of collaboration between the teacher (the school) and their parent(s) (the 

home), especially when these relationships are neither pûrticularly strong nor particularly 

weak. In three-way con fer ences, students, parents and teachers are a11 together. The 

collaboration that ensues is obvious to students. Other kinds of practices, however, such 

as planners, regular newsletters, project outlines, and regular discussion in the classroom 

about parenthtudent interaction and about the role of parents at home, help students to 

perceive connection(s) between the home and the classroom, to see the teacher more 

positively, and to recognize the appropriateness of homelschool connections and the 

benefit to these links. 

ONE CHILD VS. WHOLE CLASSROOM 
That the prime concern of parents is their child is apparent in these data. Equally apparent 

is the fact that teachers are concerned not only about the needs and wellbeing of 
individuals. but about that of the group as a whole. Smith (1987) highlights the 

differences between the school world that the child experiences-an impersonal and 

"generalized system" (p. 199)-and the home world that he or she experiences with 
parent(s), and also speaks of the boundary role that the child occupies. The child. she 

explains. "moves back and forth between the home setting in which she is embedded in 

particularizing relationships and the school setting in which she is king inducted into a 

standnrdized curriculum and impersonal procedures" (p. 1 99). Parentls tuden t 

relationships at home are particuliuized; parent concems about the classrwm rue specific 

to one child. The teacher, on the other hand, has generalized concerns (the whole 

classroom). Ideally, he or she should have particularized concems as well, individual 

knowledge of and concern for each student in the classroom, as suggested in the 

discussion earlier on studentlteacher relations. 

This onelall difference in focus on students explains, perhaps, the common 

perception among parents that they do not always receive enough information and 

enough detailed information about their child and, at the same time, the sometirnes weak 

or inconsistent participation of parents at Meet-the-Teacher nights, interviews and other 

school events. Parents are concemed about the ptogress and achievement of their child. 



When an event or activity does not concem that child directly, or does not provide 
parents with specific information about their child, or new information or insight, the 
event or activity is likely to be of Iess significance to parents. 

Although one can argue that interviews are focussed on one child it is possible that 
parents may still not receive any new information or be told anything they do not already 

know, especially if they have already received report cards whose content is simply 
reiterated at interview time. Data here suggest that interviews are particulwly satisfying 
when parents leam more and new things about their child, and when they are participants 
and not simply passive recipients. And, in fact, when students are participants, the three- 
way conference format provides parents with the opportunity to l e m  in new and 
different ways, and to l e m  new and different things about their child (and. importantly, 

from their child) as well. Conferences which are held prior to the writing of report cards 
or as part of the process of report card writing help to ensure that the information 
presented to parents is not simply reiterative. Experience in interview with their child 
gives the parent an opportunity to feel and see teacher's recognition of their child as an 
individual. As data suggest. parents are also keen to sense teacher recognition of the 
student as an individual, through appropriately chüllenging schoolwork, through personal 
assistance and sensitive personal interaction in the classroom. 

The positive response to three-way conferences highlights an issue that has 
implications for collaboration between parents and teachers, as it does for that between 
teachers and students: powrr imbalance. Meet-the-Teacher nights and typical 

parentlteachers interviews are often uncornfortable and disempowering experiences for 
parents depending upon the approac h and attitude of the teac her. Three-way con ferences 

may be especially appealing and enjoyable io parents because they are usually given a 
chance to take part in discussion as parent data here suggest, rather than simply listen to a 
monologue, and to give input to the teacher about their child. In so doing they are 

engaged in a process which is potentially empowering for themselves and for their child. 
Parents can certainly contribute to a three-way conference by contributing home-based 
knowledge about their child, but in order for parents to participate fully in discussion 
about their child with respect to schwl and schoolwork they need information, a base of 

documentation. Three-way conferences in which parents contribute are facilitated by 

practices which prepare and enable parents, such as the use of portfolios which students 

share with their parents before or at the interview, or üt both times. The regular use of 

work foldea, regular communciation through student plmners, and information about 

curriculum (previews, project outlines) are also helpful in this regard. 



Interestingly, the individualized educational or leaning plans (IEPs) that are 

typically drawn up for students who are experiencing difficulty ai school are rarely drawn 

up at parentkacher meetings for gifted or especially capable students. And. parents of 

students who are capable often comment on their perception that the child is not 

sufficiently challenged in school. What is common to al1 parents, whether their child is a 

high, low or under-achiever, is a desire for the individual needs of that child to be met. 

What is also common is a valuriion of the collaboration which can take place to meet 

those needs. Meetings between teacher and parent. or between teacher. parent and student 

(three-way conferences) are the opportune time to share expectations and perspectives 

about the child and one another, and to make efforts to meet the individual needs of that 

child in a collaborative way. Although reported by some parents and students here, this 

optimal experience does not occur very often. according to these respondents. 

Focussing on students both as individuals and as a group means that teachers rnust 

think in inclusionary ways. What is done for one might also be good for all. While it is 

good (essential, in fact) for teachers to offer suggestions individually to parents based on 

the child's needs (for example, for the development of study skills, for extra practice in 

reading or other areas) in this way only some homes arc: reached even though what has 

k e n  offered to some families may be beneficial to dl. At the sarne time. teachers might 

also consider whether requests made by individual parents (e.g.. an English copy of a 

French mathematics textbook) would benefit others. Active outreach of the widest 

possible coverage+ven though solutions may have originûted from a single parent or in 

regard to one parentfstudent pair-means benefit for more students. Mrs. Munke, for 

example, makes specific suggestions to individual parents. At the same tirne, she has 

implernented a roster of home activities for dl parents and students in her class. Even so, 

Parent 73206 (Mn. Keavney) suggests thrt the study skills program that the teacher has 

implemented her daughter and a few others, would dso have k e n  useful for al1 students 

in the class. A basic starting point for teachers is to ensure that they extend a clear 

invitation directly to d l  parents to help their children at home. and indirectly to parents 

through students. 

It is also important for teachers to think of inclusion as the opposite of mutual 

exclusivity. That is, taking action on a particular issue, or doing some specific thing, does 

not negate another or mean that it is not or no longer necessary. Partnenhip practices do 

not need to be eithedor propositions. For example, providing for student self-evaluütion 

and parent evaluation of students does not and should not mean that spcific and 

thorough teacher evaluation is no longer necessary or of less importance, that teachers 



should no longer be evaluators of student leming. As significant to parents and students 
as participation in evaluation may be. parents continue to see teachers as arbiten of 

quality and performance and judges of effort and growth. Teachers have a wide 
pedagogical perspective. based on their career experience and experience of the particular 

class in question that parents and studenis do not have. Working in collaborative ways 

means that teachers must acknowledge and involve the expertise of others. and work with 
them. It does not automatically mean that they no longer have a role or any expertise of 

their own. or that they abandon what they do have. The same can be said with respect to 
studentlteacher relations in the classroom. Teachers may have authority as far as 

management of the classroom is concerned. Collaboration means that they devolve 
authority not divest themselves of it. In collaboration both students and teacher (and 

teacher and parent) participate. 
Collaboration is not a zero-sum game. There are not supposed to be winners and 

losers, but winners and winners. This means that in working collaboratively individuals 
must be sensitive to and acknowledge others' preferences. To hold three-way 

conferences. for exampie. does not mean that one must deny parents the opportunity to 
meet privately with teachers, or to meet with their child and the teacher without other 
parentktudent sets in the room. Leaming to work collaboratively is a process. not only 
for teachers, but also for parents and students, one in which individuals must not only 
l em with one another, but about and from one another. 

THWE-WAY RATHER THAN 'WO-WAY RELATXONSHIPS 
In responding to Fine (1993). Epstein (1993) disringuishes between the way she sees Fine 

defining power-"parents' voices and participation in school decision making" (p. 7 10)- 

and what she calls "partnenhip" which "recognizes and acts on the responsibilities shared 

by families and schools for the education and development of the children they share 
across the school years" (p. 710). Partnerships, she says, can include greater and more 

equd participation of families in school decision making, but can also include the other 

five types of involvement (Epstein. 1995) that produce "multiple powers" (p. 7 13), power 
gained, for example, through more and better information from classrooms and schools, 

and more interactions with teachers and administraton. For Epstein. power is not simply 

a question of political power or of power over something or someone. What is needed, 

she asserts, is not "contests for power*' (p. 7 15), but 'power in partnerships" (p. 7 15). 

This kind of power with (the power to of Sergiovanni) reflects what might also be 



described as reciprocal relationships between parents and teachers. those in which both 

parents and teachers think in terms of action or practice from and for other(s). 

Data here suggest that parents have more expectations of teachers with respect to 

students than with respect to themselves. They may not believe that they can or should 

expect teachers to act for them as well as for their children, or they may believe that 

teachers will do less for them (than they expect) and that this is perhaps natural. Parents 

may think in terms of the primacy of the instructional relationship between student and 

teacher and that theirs with the teacher, if it exists, is secondary. In terms of expectation 

for ieachrrs, huwrver, parents do look for open communication and collaboration. That 

they do think potentiaily in terms of what might be seen as either a number of two-way 

relationships (parentktudent. parentheacher and studentheacher) or one large. weblike 

three-way relationship is clear, and when this does occur. parent satisfaction suggests the 

potential and benefit of these reciprocal instructional relationships. 

In reciprocal relationships teachers and parents must think in both directions. 

towards and with student and towards and with each other. The issue of reciprocity, not 

only between parent and teacher, but also between student, parent and teacher. is well 

exemplified practicdly by the issue of student responsibility. Student responsibility, from 

the perspective of the role of teachers is not about burdening students with entire 

responsibility for learning and development. expecting adult self-control and self- 

guidance when students are not yet capable or ready. Nor is developing student 

responsibility a question of plûcing the entire of burden of student work and development 

on parents. While the student certainly must do for self, both teacher and parent have 

roles to play in helping student to become responsible. Al1 should be involved in a 

reciprocal ihree-way relationship. helping student and other. 

It is easy for teachers to define the parentkacher relationship in terms of what the 

parent or family can do for the teacher. It is also easy for parents to define the 

parentheacher relationship in ternis of what the teacher or school can do for them or for 

their child. But teachers must aiso think in the opposite direction: "What can 1 do for and 

with parents and students? And, parents can and should also think in the opposite 

direction, addressing the corollary question: What can 1 do for and with the teacher and 

my child? The data here suggest that in working with their children at home, and in 

conducting an acadernic discourse. most parents are thinking and acting in ways in which 

they support the school and teacher. While some teachers do think and work in ways for 

parents and children, and for parents and children individually, not al1 do, or as 

effectively as they rnight. 



Data here also suggest, however. that in the absence of teacher role in this regard. in 

cases in which reciprocity is not extended to parents from teachen (parents are not 
invited into collaboration), initiative from parents is crucial. Parent advocacy is 
important. In many cases in these data parents report on efforts made to approach their 

child's teacher and speak to him or her about concerns. Often. as for Mrs. Nelson (Parent 
28201). this resulted in collaborative activity involving the parent. student, and teacher. 

Data here indicate that al1 parents are prepared to make these efforts if a need should wise 
and at least some do so consistently. Those without the language of the school and those 

without the kinds of socio-cultural capital that Lareüu ( 1987, 1989) describes are less 
likely to make advocative efforts. But while language may pose a particular barrier. these 
data suggest that it is not the case that parents without "capital" will never intervene at the 

school or make efforts io work more collaboratively with teachers or exert pressure on 

teachers to have them work more collaboratively with parents. Mrs. Irving. for example. 
made efforts on her son's behalf while lacking confidence and feeling incompetent 
because of her own very weak reading skills. In her case. the teacher was receptive and 

non-judgemental; both mother and son benefited. In the case of Mn. Nelson the teacher 

was not receptive originally; as a result of further effort by her a meeting was arranaged 
through the vice-principal at which time parent and teacher negotiated wha was to be a 
successful collaborative relûtionship for that year. What these examples of parent 
intervention and advocacy also point out is that where pürent/teacher relationships are 
concemed. conflict is not necessariuily a bad thing. Often it fuels the advocative efforts of 
parents, and is positive if it results in resolution of issues. When collabontive efforts do 

not result and conflict is not resolved, conflicts such as that experienced by Mrs. Goode 
and Miss Halstrom often fester. and become even more negative. 

That there is power inequity between teachers and parents is clear. This need not be 

negative, however, and certainly should not be employed negatively by teachers to 

exclude parents. And, since the school and the classroom are the teacher's professional 
"domain" teachers have the greater responsibility for reducing power inequity. Just as one 
would expect parents to be responsible for making teachers and other visitors feel 

welcome and comfortable in their homes so too should teachers be expected to do so in 

the classroom. When teachers do not, however. it is not m e  that parents can or should do 

nothing. Parents and teachers are both responsible for students' acadernic growth and 

development and each needs to recognize the role of the other in the promotion of that 

goal. "We should . . . aim," daims Casanova (1996), "for relationships where parents and 



teachers respect each other's knowledge about children's needs and work together to 
maximize their potentid" (p. 32). 



PART III: AT HOME 

PARENTS AS EDUCATORS 
Although only some students report that their teachers suggest in class that they get help 

from their parents when they need it, or acknowledge that this is acceptable, and even 

though a few teachers ask students to corne to them for help rather than going to their 

parents, al1 students report that they ask their parents for help at home wiih schoolwork. 
The fact that the teacher might not ask or suggest to students tLt they get help at home 
does not seem to act as a deterrent to students. Helping at home seems to be an inviolate 

law of parenting: parents provide or try to provide help to their children, and children 

seek help from their parents. 

According to the data here, al1 parents help students, but difficulties are 

encountered. Students don't always want to do their homework and sometimes they 

procrastinate. Parents don't aiways feel they know what to do or how exactly to h e l p t o  
make the job easier for students-but they do want to provide assistance. They need 

information from schools and cl;issrooms about how to do this. The evidence from 

parents and teachers here about teachers who are active in this regard suggest that 

teachers can do much to make helping a more profitable and less anxiety-fraught 

ex perience for parents and students. These practices include work folders, newsletters, 

previews. overviews. curriculum or project outlines, parent information or education 

sessions, and the provision of suggestions in-person on a casual basis. In providing 

information to parents on both curriculum and methods, on what to help with and how 

exactly to help, teac hers sirengthen the pedagogical relationship between student and 

parent in the home. 

According to Lee, Bryk, and Smith (1993) the role of parents in aiding their 

children's school learning with help at home "leads naturally to a focus on 'parent 

education'" (p. 189). The fact that the authors put parent education in quotation marks is 

a reminder that parent education can be both forma1 and informal. While it may include 

workshops and other sessions ût school for parents, and for teachers and parents together, 

this is not the only kind of parent education. When teachers here were asked how they 

helped parents to work with their children, most often they replied that they had not, 

thinking, perhaps, only of formal teaching opportunities. However, in ongoing efforts to 



provide information to parents, in both written and oral forms. and to nspond to their 

concems, teachers educate parents. 
Although help in the home is cornmon, and not seen as an unnatural responsibility 

by parents, there seems to be some unease among teachers about asking parents to help 

with schoolwork, or asking students to ask their parents. Teachers, as comments from the 

private school teachers here indicate especially. seem to be worried about the extent to 

which parents do the work for the child. They may be concerned as well about their 

professional responsibility for children's learning. As far as teacher "education" of 

parents is concemed it wouid perhüps be heipfui for parents if teachen were to make 

clear to parents what they perceived the appropriate bounds of "help" to be, and what 

they would prefer parents not to do. Mrs. Wenzel (Teacher 29100). for example, is 

explicit about her preference that parents help in mathematics any way they cm, that a 

multiplicity of methods is good. Not al1 teachers feel the same way about the introduction 

of mathematics methods to students that are not the methods of the classroom, or about 

different kinds of help that parents provide. To suggest that parents help in certain ways. 

and not in others is not to suggest that parents not help at dl. Parents too are concemed 
that their children leam independently. and that they learn as effectively as possible. 

Being specific with parents about help better enables them to carry out their 

responsibilities within instructional partnership. 

These data show that not only is there much help king provided in the home. there 

is also much conversation occumng there. Parents and students talk with each other, and 

parents encourage their children to share information with them about iheir time at 

school. Although parents are genuinely interested in the lives and happiness of their 

children. conversation in the home is particularly important for parents as it provides 

them with a window into the classroom. particularly if teachers do not provide them with 

information about current curriculum. Conversation informs parents not only about the 

child's day-to-day progress and happiness in the classroom. but also about what happened 

in the classroom that day. And conversation does not seem to be linked to the extent to 

which teachers communicate or collaborate with students, or the extent to which students 

like their teachers. Chiidren who are dissatisfied may not speak as volubly or with as 

much delight about what goes on in the classroom as students who are pleased. but they 

do communicate this information to their parents. Dissatisfaction and unhappiness are as 

apparent to parents as satisfaction and happiness. Just as teachers can capitdize on and 

facilitate the help that occurs in the home. so too can they capitalize on and facilitate 

conversation in the home about sch.001. That reading and conversation in the home 



benefit student learning and performance is clear. A number of teachers mention their 

efforts to encourage home reading programs, but conversation does not seem to be r 
deliberate focus of the home practice advocated by teachcrs. Occasionally, students report 

th* teachers will ask them to discuss a particular topic at home with their parents. seek 

opinion about something they have been studying. or inquire about their parents' 

experiences when they were Young. Often these requests from teachers are casual. and are 

adjuncts to the course of study . Very occasionally . teachers will deliberatel y ask studen ts 

and parents to work together-through home learning projects such as the novel study 

impirmrntrd by Tracher 21 100-in wayb which require and siimulüte academic 

discussion in the home. Focus on conversation may be especially suitable at the 

intermediate levels, as more students are able to read on their own. and may be resistant 

to doing so with their parents. preferring to read on their own. Certainly. teachers could 

ask students to ask questions of their parents about their studies or ask about the parent's 

experience or opinion with respect to particular topics. as an integral part of the work they 

are required to do. Teachen could dso suggest topics for debate or discussion. or simply 

encourage or facilitate discussion about cunent events as an extension of that which is 

already an in-class feature of many intermediate classrwms. Teacher 2 1 100's novel study 

involved both reading and discussion. requiring parents and students to altemate oral 

reading of chapters, and then to discuss themes and answer questions together. Pipher 

(1998) speûks to the importance of developing connections between parents and children 

in the home. and refers to the "civilized discoune [ofl the family meal" (p. 9). A number 

of parents here too refer to stimulating conversations about school and other topics 

ûround the dinner table. Teachers can encourage this "civilized discourse" of the family 

meal. about school-related and other topics. 

In reviewing research on parent involvement Finn (1998) points out that parent 

"engugement ut home and engagement at school are not equally important to children's 

learning" (p. 20). Wang and colleagues (1993) have found that the home environment is 

one of the most important "proximal" influences on the academic performance of 

students. Other studies (Ho & Willms, 1996: Taylor. 1996; see also Clark, 1983) have 

shown little relationship between grades and parent involvement at the school (visits. 

volunteer work. attendance at school events). Although this study does not correlate 

parent involvement at home with student academic rhievement. the data indicate the 

strength of the involvement of parents at home and its importance to both parents and 

students, that the involvement of parents at home is directly related to the academic work 

of their children, which parents are keen to support through their involvement. and the 



emphasis of parents, particularly among those who work, on this kind of involvement. 
Finn (1998) points out that there are three kinds of parental engagement at home that are 

consistently associated with school perîormance: (a) organization and monitoring of the 
child's time, (b) help with homework, and (c) discussion of school matters with the 
childlchildren (p. 20). In these data al1 of the above three kinds of involvement u e  

apparent and have k e n  addressed hem. 
The importance of the involvement of parents at home, and the fact that many if not 

most parents of intemediate students cannot be involved at the school suggest the need 
for a reconceptualization of parent involvement from the perspective of educators and 
schools. Among teachers, whose perspective and base is the classroom. parent 

involvement is typically conceived of as involvement there or in the school. As pointed 
out earlier, however, parents who are not involved with the school or in the clossroom 
during the day (in volunteering, for exarnple) do not feel less "involved" in the education 
of their children. Parent involvement is not just what parents do at school. It is dso-or  
in some cases only-what they do at home. 

Acknowledging that parents are involved at home requires that educators dso think 
of parents as contributors to the education of their children. Welker (1991) suggests that 

we need to rethink the metaphor of teacher as expert. "The typical mode1 of expert 
relations which places the consumer in r passive and dependent connection to the 
professional caregiver." he states, "will not work for education. Education is an activity 
which demands widespread public involvement and cooperation" (p. 28). Widespread 

public involvement means the involvement of students and parents. The data here suggest 
that such is already the case at home. While it is perhaps a good thing to cease thinking of 
teachers as expert providers and parents (and students) as passive receivers, it is perhaps 
still positive to think of teachen as experts, about curriculum and pedagogy, for example, 
and of parents as experts, about their children. Teachers cm help to bring school into the 
home and at the same time brhg home into the classroom. By their advocative efforts 
parents can also help to bring home into school. and school into home. Sinclaire ( 1994) 

speaks of her attempts as a teacher to create home in the classroom. in part by king both 
sensitive to children's experiences outside of the classroom. and listening to and learning 

from parents about their children. Her efforts ût meaningful interaction with parents also 
created opportunity for them to learn more about and see their children in different ways. 

In these kinds of exchanges both teacher and parent are expert. 



THE PERSONAL AND THE PEDAGOGICAL AT HOME 
Just as personal and pedagogicai relationships between teacher and student at school are 

intenvoven, or both ow  and the other. so too are relationships between parent and student 

at home. Both tdk about school and help with schoolwork are persond and pedagogicd. 

Discussions about school are an example of personal interaction in the home, as much 

persond interaction as any other discussion, but with a pedagogical theme. Helping with 

schoolwork is a pedagogical relationship, but one of many pedagogicûl relationships 

between child and parent and an ongoing one. 

Interestingly. however. given the intenvoven nature of the persond and pedagogicd 

in studentlparent relationships in the home and the age of students at the Grades 4 to 7 
levels, there is not an overwhelming focus on difficulty in relations-either in 

expectations or reflection on practice-among either parents or siudents. Although 

parents and students refer to various difficulties experienced in the helping relationship. 

generaily they ye positive about working together. about its productive nature. and about 

their comfort and enjoyment of it. Given the interrelational difficulties one might expect 

between parents and adolescent students. this is somewhrt surprising. It is perhaps 

understandable if one views school-related interaction in the context of ongoing 

interaction between parent(s) and strident in the home regarding housework. yardwork. 

sports, leisure-time activities and friends, for exnmple. which might be fraught with even 

greater difficulty. Problems encountered regarding interaction with respect to schoolwork 

rnay be only one of a number of difficulties, some of which may be even more serious or 

frustrating than the chailenges of helping one's child wiih homework or projects. In 
addition, from the point of view of home. schoolwork and hornework are but one aspect 

of a child's (and parent's) homelife which is likely to include play, home and yard chores, 

care of younger siblings. and involvement in sports. church-related and other family 

leisure activities and obligations. As f u  as recommending or promoting instructional 

relationships between parent and student is concemed, it is also important to remember, 

from the schwl perspective, that pedagogy between parent and child emerges not just 

from interaction about schoolwork, but also from the other kinds of activities listed 

above-play and leisure, for example-and that these too are important for parents and 

students. 



PART IV: TEACHER CHANGE 
Teachers participating in the Co-Production of Leaming Project were asked to implement 
a new parent involvement strategy (or severd strategies if they chose) that they had not 
pnviously used with their students and parents. At least one formal workshop session 
was provided to teachers each year at which time they were given the opportunity and 

were encouraged to exchange thoughts and ideas as well as share concems. Two or ihree 
other less formai sessions-after school or dinner meetings-were also planned each year 

to facilitate the above and some support was provided through casual visits by project 

members responsible for each of the different sites. although this varied from district site 

to district site. This implementation, in immediately asking teachers to adopt a practice, 
was based on the premise that change in teacher beliefs and attitudes occurs only ûfter 
change in teacher behaviour (Guskey, 1986; Fullan. 1985). According to Guskey (1986) 

teachers are more likely to believe something to be true if they have seen it work in their 
own classrooms and benefit their students. Werner (1988) has also found that teacher 
experiences of change are influenced by student responses to the new progrm. 

Without baseline data from teachers about what their collaborative activities were 
with students and parents prior to their involvement in the study, i t  is difficult to make 
daims about the extent to which they changed over a one-year period of involvement in 

this study or even over several yeius. Some teachers. such as Mr. Sutcliffe (Teacher 
21 100). Mrs. Munke (Teacher 73 100) and Mrs. Kosko (Teacher 5 1100). had already ken  
working in collaborative ways with parents and students. These teachers may have added 
or modified a practice or two, but their general ways of working did not change. All 
teachers reported thai they implemented new practices, or tried a little. but data from 

teachers and parents reveal greater or lesser implementation and greater or lesser success 
in various classrooms. As far as change in teacher practice is concemed, this study 
demonstrates not only the value of "pretest" data, in determining a baseline of teacher 

practice, but dso the importance of data from others, those who must perceive teacher 

practice before it can be said to have effect. That teachen can implement home/school 
partnership practice is clear, however, and that many teachers in this study did make 

changes by implementing new practices ("harci" or "soft") and thiit these practices were 

perceptible to parents is also clear. 
Despite the limitations of this study in examining teacher change, and the weakness 

of the Project intervention, some further comment can be made about change in teacher 

practice and about teachers' perception of their own change over their two or three year 
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involvement in this study based on the teûcher interview data. In general these data 
suggest that both implementation of practice, and perception and meaning-making 
regarding practices. ebbed and flowed together over time. Teachers made ongoing efforts 

over several yeus to implement practices, often espousing at the same quite negative 
views about parents and their participation. Teacher efforts varied in intensity, and among 

some teachers very little change in practice is evident. In others. there is evidence of a 
very gradua1 positive shift in attitudes. of a changing perspective on parcntlteacher 
collaboration while at the same time working with new practices. 

in concluding a recent Co-Production of Leming report Coleman. Collinge and 

Tabin (1993) comment that: "We have not demonstrated that teacher practices cun be 

changed during the school year. In fact . . . particular practices are rather stable. To 

modify practices and more importantly the beliefs and attitudes that underlay them will 
cenainly be difficult. However. we now know that even rather subtle differences between 
teachers' practice are perceptible to parents and students and that some practices are 
strongly preferred. It is certainly wonh the effort to try to change teacher practices" 
(pp. 20-21). The limited data here from teachers who participatecf in this study over two 
or three years also show that teacher practice is quite stable and that implementing new 
practices, given that this also involves change in teacher belief and attitude, can take more 

than one year. 

As fiu as this change in teacher belief and attitude is concemed. earlier analyses of 
qualitative data from the Co-Production of Leaming (Collinge & Coleman. 1992; 
Coleman & Tabin, 1992) have shown that small changes in teacher behaviour have had 
some effect on modifying parent and teacher attitudes and perceptions (i-e., between 

some teachers and some parents). However, quantitative analyses have shown that these 
changes have not had a large-scale impact across either of the two groups as a whole 

(Coleman, Tabin. & Collinge. 1993). No quantitative analyses regarding the impact of 

teacher change in practice on parent and teacher attitudes were conducted here. However. 

these qualitative data are also consistent with earlier Project findings (see also Collinge, 
1994) in showing some small, but graduai change in teacher attitudes and perceptions. 

According to Richardson, Anders, Tidwell and Lloyd ( 199 1 ) successful teacher 

change is a complex blend of both change in attitude and beliefs, and change in practice. 
Attitudes and beliefs underlie teacher practices and each new practice embodies specific 

attitudes and values. "Innovations are more than objects to be handed from the developers 

to the users" States Werner (1988); "as embodiments of beliefs and values, new programs 
may be interpreted variously over time within different situations. by different people, 



and from various interests" (p. 107). Certainly, as Fullan (1982) points out. "individual 

meaning is the central issue" (p. 295; see also Fullan. 1991, p. 106). Ultimately, some 

congruence between the attitudes and beliefs of teachers and the beliefs and values which 

undergird a new program or irnplementation must be reached. The data here on teacher 

change. on teachers' response to the program. and their own perceptions and attitudes, 

suggest that the kind of interpretation described by Werner was taking place. Clearly. the 

Co-Production "program" of collaborative practices is an embodiment of beliefs and 

values which, in implementrtion. confronted the beliefs and values of participating 

teachers about their own and parent response to parent involvement. their sense of the 

nature of the relationship between parents and teachers, and parents and students. and the 

apparent barriers and difficulties. 

For Richardson ( 1990). too, teacher activity in the classroom is embedded within 

teachers' sets of premises (beliefs and attitudes, theoretical understanding). She contends. 

further, that when changes are dropped because they don't "work for a teacher this is 

actually because they violate the teacher's beliefs about teaching and leaming (p. 14). For 

this reason, note Richardson and colleagues ( 199 1 ) genuine change in ieaching practice 

will only occur "when teachers think differently about what is going on in their 

classrooms, and are provided with the practices to match the different ways of thinking" 

(p. 579). According to Richardson (1990) the notion of practice as activity embedded 

within theory (teacher beliefs and attitudes) is important in thinking about changing 

teaching practice because change. she says. "centers on the degree to which teachers 

engage in the dialogue conceming warranted practice and take control of thrir classroom 

activities und theoretical justification" (p. 16). Taking control of one's justifications (for 

practice), she continues, involves reflection on practice (activities and their theoretical 

frameworks) and an ability to articulate them to othen in a meaningful way (Richardson, 

1990, p. 16). Thus. "the improvement of the tacher-learning process requires 

acknowledging and building upon teachers' experiences, and promoting reflection on 

those experiences" (Richardson, 1990. p. 12). Teachers must have opportunities to 

discuss alternative conceptions and activities ("that in combination with some of the 

teachers' own conceptions form a view of warranted practice," Richardson, 1990, p. 16). 

and to interact and have conversations around standards, theory and classrmm activities 

(Richardson, 1990). Opportunities for shared talk are also critical to teacher collegiality 

and experimentation (Littie, 1982). 

The quote above from Richardson and colleagues (1991) suggests that change in 

attitude must occur before change in practice. Although teachers in the Co-Production of 



Learning Project were k i n g  asked to work with new practices without specific 
implementation focus on attitudes (see Guskey, 1986). and results here show that this was 

not without success even among those who were not particularly predisposed to 

homelschool partnerships. Richardson's work also suggests that more opportunity for 
discussion-shared talk-would have been beneficiiû to change in teacher practice here. 

Although teachers in this study were provided with some opportunites for shared tdk 
these were limited. In the one district site in which teachea met five or six times dunng 

the Time 8 data collection year they were appreciative of the number of times they were 
able to share ex periences and understanding. Essentiall y, re flection on the practice 
change may have allowed teachers to see that their attitudes had in hct chmged or begun 
to change. 

According to Hollingsworth (1992) collaborative conversation is a "means of both 

leaming and support for leaming" (p. 375). Hollingsworth notes that r number of the 
structural features of collaborative conversations support teachers' leaming. Several of 
these have implications for the development of commiiment to home/school partnerships 
among teachers. The first is "a cornmitment to a relational process" (Hollingsworth. 
1992. p. 399). a growing and leming in exchange together. The data here show that the 
relational process is fundamental to studentheacher interactions from the point of view of 

students. and ûlso fundamental to the interaction between parents and teachers. It cm. at 
the same time, be an important (collaborative) means of development and growth for 
teachen wiih respect to home/school partnerships. The second structure is "valuing our 
experiencs and emotions as knowledge" (Hollingsworth, 1992, p. 399). "Becnuse of this 

feature," says Hollingsworth. she and the teachers in her study, "were able to work 
together equitably as knowledge specialists and to share our evolving knowledge" 

(p. 399). Certainly al1 teachers are knowledgerble about parentlteacher and 
studentheacher relations, and can share that knowledge to benefit all, as. indeed, can 

parents and students. A third structural feature, "reinforcing leaming to teach as a 
process" is also important in this context. For teachers. leaming to work with parents and 
students in collaborative ways is also a process. Teachers here indicated that 

implementing new practice and corning to think about parents. and students in different 

ways, takes time. 
According to Hunsaker and Johnson (1992) the conversation and negotiation of 

collaborative process support teûcher reflection, and change in working procedures 

(p. 364). They contend that their study on the influence of reflective thinking and 
collaboration on changes in the teaching of reading and writing "demonstrates that 



understanding change is not a static process; what researchers or teachers understand 

initially may be partial and will change in the process of conversations that question their 

different experiences and interpretations" (Hunsaker & Johnson, 1992, p. 364). They 

conclude, like Hollingsworth, "that substantive change is a long-term process. Change 

that requires teachen to reconstruct their beliefs and teaching practices is not amenable to 

quick-fix approaches" (Hunsaker & Johnston, 1992, p. 364). 

For Abbey, Bailey . Dubric k, Moore. Ny hof-Young, Pedretti, and Saranchuk ( 1997) 

collaborative conversation provides opportunities for 

paradigm orientations and mu1 ti ple voiçcs to iniersect, negothte, and val idûtc each oiher (10) 
allow for richer possibilities, dceper understanding, and clearer awarcness of ourselvcs as 
lemers. Such interactions require skills and concepts that are rxely utilized, or even valued. 
in traditional educational systcms. Our cohborative cx periences have shown us that a focus 
on relations and connections can serve to cnhance meaning in educational convcrsation. 
(p. 1 12) 

For both Hunsdcer and Johnson (1992) and Abbey and colleagues (1997), the relational 

aspect of the collaborative process to which Hollingsworth (1992) refers is especiûlly 
important. 

In a recent study of collaboration and collaborative conversation between teachers 

about ninth grade students at risk for failure in an inner city high school Weinstein, 

Madison. and Kuklinski (1995) found that collaboration enabled participants to challenge 

their beliefs about (and expectations of) these individuals. According to the authors 

collabontive conversation opened the door "for disconfirming evidence" (p. 12 1)  ruid 

gave them a chance to chdlenge "limiting perceptions" (p. 153). "Teachers." they note. 

"took increasing responsibility for reframing obstacles so that positive changes were 

made in practices and policies that increased leaming opportunities for students" 

(Weinstein et al.. 1995, p. 121). According to the authors, teachers gradually translated 

what they had previously perceived as obstacles into opportunities: "Student constraints 
dropped off in their importance. . . . Instead, teachers confronted obstacles within 

themselves, their colleagues, and within school organization and policy, where their 

analysis and their actions could make a difference for students" (p. 153). As a result of 

collaboration with one another in support of change in practice, teachers began to see 

themselves differently , and to see and experience their students more positive1 y. 
In the context of parentheacher and teacherlstudent collaboration there me also 

deep-seated barriers and limiting perceptions among teachers and parents. Collaborative 

conversation among teachers has the potential to help teachers confront issues about 

collaboration. address barriers. and tum obstacles into opportuni ties. Collaborative 



conversation among teachers could also help teachers address the issues of choice, voice 
and responsibility in the classroom, and consider or expand possibilities for working in 
new and different ways with students and patents. Here, teachers were not provided with 

sufficient opportunities for these kinds of exchanges, the opportunity for collaborative 
conversation which would act as a means of support for change. 

If teacher experiences of change are influenced by student responses to the new 

program (Werner, 1988) it is likely that changes in teacher practice with respect to parent 
participation and collaboration would also be influenced by parent responses to those 
changes. Unfortunüieiy, howevcr, es Far as parent practices are concemed, teachers 

cannot usudly see the immedirte response of parents to changes in their practice since 
these reactions typicdly take place at home. Parents do not dways offer their responses 

voluntarily, and teachers, who do appreciüte response or appreciation from parents. do 
not often seek them out. Terchers do not regululy encounter parents and interact with 
them as they do on a daily basis with students. These encounters depend either on the 
initiative of the teacher to speak to or contact parents or the initiative of parents to 

telephone or visit the teacher at the school. al\ of which are constrained by a number of 

factors. As a result of M e  or no exchange between parents and teachers about 
home/school practices, teachers often assume these practices, or changes in these 
practices, to have had no impact. Opportunities for shared talk among parents and 

teachers would be beneficial, giving parents the opportunity to share concems and 

opinions, and giving teachers the opportunity to receive some response or feedback from 
parents about their involvement strategies, better enabling them to judge the success of 
their efforts. Regularly planned opportunities such as joint workshops for teachers and 

parents, or joint parentheacher meetings to exchange throughts and ideas on the 
development of instructional parinerships between teachers and parents would also be 

valuable to both parties, ai  the same time providing a means of support for change. Joint 

opportunities would give parents and teachers a chance to confront and perhaps reconcile 
both belief and action. of self and other, in personal and thoughtful discussion. 



Although teacher practices and attitudes are difficult to change. efforts to alter ihem 

should not be abandoned because the stakes-increased student achievement and better 

attitudes-are too important. And if subtle differences are possible it  is these we should 

continue to work towards. Efforts should be made to better address pareni/student/teacher 

collaboration (home/school partnerships). not simply through research studies such os 

this, but also within training programs at the university level (pre- luid in-service) and by 

approac hing home/school partnerships sy stematicd 1 y t hrough professional developmen t 

over the longterm in schools. 

AT UNIVERSITIES 
Education that focusses on partnenhip is critical for teachers ai the pre-service. in-service 

and graduote levels. Typically. as Powell (1991) notes. "the professional preparation of 

teachers includes little or no attention to the processes of working with parents" (p. 3 16). 

However, as Epstein (1995) rnûintains, "the development of partnership programs would 
be easier if educrtors came to their schools prepared to work productively with families 

and communities. Courses or classes are needed in preservice teacher education and in 
advanced degree programs for teachers and administrators to help them define their 

professional work in tems of putnerships" (p. 7 10). In these university courses attention 

to theory. research, policy. progrms. and practical ideas regarding parent partnership are 

al1 necessary. 

While developing an awareness of parental concems and preferences might seem to 

be especially important for teachers at the pre-service levels. Wideen, Mayer-Smith and 

Mwn (1998) report in a recent review of the literature on leaming to teach that mûny 

teacher education program interventions have "little effect upon the firmly held beliefs 

about teaching" (p. 159) that beginning teachers bring with them to these programs. A 

more productive approûch in leaming how to teach, they conclude. is to design progrms 

that build upon the beliefs of these teachers, and provide constant, significant and long- 

terni support for personal development (p. 161). They also refer to Hollingsworth (1992) 

and speak of the need to engage teachers in a process rather than simply providing them 

with the knowledge they require. The opportunities for dialogue (Richardson, Anders. 

Tidwell. & Lloyd, 1991) and collaborative conversation (Hollingsworth. 1992; Hunsaker 

& Johnson, 1992) suggested earlier as important to teacher change in the school setting. 



are likely to be as fruitful as part of formal opportunities to learn in a university setting 
for pre-service and in-service teachers. 

In general, teacher education needs to focus not only on strictly pedagogical 

concerns, about how to teach students, but also on interaction between students and 

teachers, and interaction between teachers and parents. Building and sustaining 
collaborative reiationships with students and with parents is the bedrock upon which 
instruction takes place and, as such. is ultimately pedogogicd activity. 

IN SCHOOLS: TEACHER DEVELOPMENT AND PARTNERSHIP 
PROGRAMS 
Little (1993) maintains that bbconventiond forms of professional development and support 

grounded in training are poorly conceived to help people expand the possibilities for 
leaming, teaching, and schooling. Rürely do they contend with fundamental debütes and 
disagreements about the purposes of schooling, the relationships between teachers and 
students. and the obligations of teachers to a wider lvger community" (p. 140). Certainly, 

professional development in home/school collaboration for teachers needs to go beyond 
simple training. Teachers should contend with fundûmental debates and disagreements 
about the purposes of home/school collaboration and instructionai partnerships, the 
relations between parents and teachers, and between teachers and students, and their 

obligations between and amongst one another. Teacher reflection on practice, 
collaborative conversation and activity among teachers, is vital to this kind of 

professional development. 
McLaughlin (1990) also refers to the sarne kind of deep professional development 

called for by Little. For her this definitely means teachers involved with teachers. "If 

teac hers lie at the hem of success ful efforts to enhance classroom praciices," argues 
McLaughlin ( 1 990). "then the professional networks that engage teachers comprise 
promising vehicles for change" (p. 15). The natural networks of teachers are criticri in 

providing support for "integrating new practices with traditional routines" (McLaughlin, 

1990. p. 15). In professional development and in attempting to implement practices of 
home/school collaboration teachers cm and should optimally be involved together. Since 
practices of partnership involve parents. professional development and implementotion 

activites that include parents with teachers are also sensible additions to the work of 

teachers together. Parents too need to contend with debates and disagreements about the 
purposes of home/school collaboration and instructionai partnenhip and the relations and 



obligations between parents, students. and teachers. Reflection on practice, and 

collaborative conversation with teachers and students, is also vital to parents. 
Where professional development and practicai field-based efforts towards home- 

school partnerships are concemed. there is need to address the specific requirements of 

teachers and schools. These opportunities need to be personally meaningful to teachers 
(and parents; Swap. 1993). and practical. Epstein (1995) assumes that dl schools should 

want to implement sorne kind of partnership program. but that "even with improved 
preservice and advanced counework each school's action team will have to tailor its 
menu of practices to the needs and wishes of the teachers, families and students in the 

school" (p. 7 10). Just as principais respond differently to parents in socioeconomically- 

different schools (Teddlie & Stringfield, 1993), so too do teachers need to respond 
appropriately to the needs of parents and students in their school. Schools and teachers 
rnust access the views of parents and students about their respective roles as collaborators 

and about their collaboration needs. No one kind of professional developrnent activity or 
partnership program will meet the needs of homelschool collaboration within al1 schools, 
or address the host of constraints that appear variously in the different contexts of 
individual schools-even if we aim modestly i t  only subtle differences. As Epstein 

(1995) suggests. professional development and partnership program activity must be 

developed by these participants locrlly. This kind of work is best conducted. and 
certainly on principle, in collaboration with parents and students. 

Both administrative pressure and support are needed to sustain partnership change 

efforts in schools. These two variables are crucial to successful change efforts of any kind 
in schools (Huberman & Miles. 1984; McLaughlin. 1987; Smylie, 1988). 11 possible. 
professional development focussing on homelschool partnerships should also be 

supported by school or district ~Ilocations of time. money. personnel (see Huberman & 

Miles, 1984). This signals to individual teachers or school staffs that there is cornmitment 

on the part of the school or district, respectively, to the change. Responsiveness to parents 
and parent involvement concems should be. but is not dways. a focus of school district 

improvement efforts (Coleman & LaRocque, 1 990). 
Professional development efforts should be ongoing and cumulative. Change takes 

time; it is a process not an event (Fullan. 1982. 1991). Time is especially important as 

teachers (and parents) need to tdk with one another about change effons, talk with others 

who have experienced success, and share ideas. Collaborative conversation should not be 

a one time only occurrence. The kind of professional development that goes beyond 
training (Little. 1993) requires time. There are no instant techniques or one-off solutions 



for developing sensitivity and positive attitudes towards home-school partnerships and 

for implementing practices. Sustained effort is required. 

Given that change is both about beliefs and attitudes. and practice (Guskey. 1986) a 

concurrent emphasis on change in both attitudes and practke is necessary in professionai 

development activities. "It is . . . evident." States Bateson (195 1, p. 177) "that perception 

determines values: as we see things, so we act. But equally the success or failure of our 

action will determine our later visions." Teachers need to develop the skills and 

knowledge that enable them to interact differentl y with parents ("soft" practices. or 

positive disposition and approach) and aiso impie ment the "hard" clûssroom practices 

that make a difference to parents. (See Coleman, Collinge, & Tabin. 1995a). 

Greenwood and Hickman ( 199 1)  contend that "parent involvement does not seem to 

have fully entered the mainstrearn of teacher education; it remains on the fringe. This 

rnay continue to be the case unless teacher educators. teachers, administrators. parents. 

and politicians see the need to change the situation" (p. 287). Many individual teachers 

can and do successfully implement positive collaboration practices on their own and 

develop partnerships with students and parents. And school programs have been 

developed chat are effective in involving parents (see Corner. 1980. for example). 

However, this kind of effort may only go beyond the fringe in practice when a focus on 
home-school partnership is not only part of the mainstream of teacher education in 

schools and universities. but also, and in particular, part of schoolwide reform or in- 

service efforts. Teacher development activities within schools. in the form of school 

reform or comrnitted in-service projects are likely to have the most potentid for building 

and strengthening home-school partnerships, and be the most profitable avenue for 

change and improvement. 



PART VI: 

INTERVIEWS AND SURVEYS 
The research undertaken here attempted to answer questions that were not considered 

directly when the the interview schedules for the larger research project were developed. 

Specific questions about expectations. for example, were not posed to respondents. For 

this reason, qualitative analysis was particularly challenging. That one does not üsk 

specific questions does not mean that data are not available. Nor does asking specific 

questions ensure that data will be avrilable. Interview respondents often discuss issues 

that aren't raised or avoid or sidestep questions that are asked. However. in asking 

questions directly there is greater likelihood that there will be more data available from 

more people about the specific topic in question. The use of data here from a liirger 

research project (Co-Production of Leming) for specific related purposes demonstrates 

both the utility and flexibility of a large data set, that these qualitative data are indeed rich 

can be deeply "mined." 
In this study parents and students reflect in the surveys and in interviews on the 

specific teacher in question. and parents and students reflect specifically on each other 

and the teacher. However, the comrnents and reflection of teachers refer to their current 

class of students and the parents associated with these students, or even sometimes to 

their txperience in general with parents and students. and not to specific students and 

parents. Focussing on triads is difficult, and to some extent impossible, when specific 

data from the teacher about the child and piuent(s) in question are not available. Some 

interviews were carried out in Time 8 in which teachen were specificaily asked. and 

commented briefly on. the children and parents in their class who had already been 

interviewed. This experimental work suggests that the approach is possible. and would be 

useful. 

From an organizationai point of view this approach-interviewing teachers about 

specific parents and students-requires greater planning and foresight . Parents and 

students to be interviewed must be identified, agree to participate and. ideally, be 

interviewed before teacher interviews take place. In some cases. teachers might not be 
able to provide much indepth data on students and parents, and their relationship and 

interaction in the home. Teachers know some students and parents better than others. In 



itself this is important and differences in the data because of it are likely to be interesting 
and meaningful. As an alternative to this approach teachers might be asked to envision 

and speak about examples of parentlstudent dyads from their class (or frorn wiihin their 
experience) which exemplified either the best or the worst of home-school connections, 
the best and the worst of studentheacher, parentheacher, student/parent relationships. In 
this case, the teacher him or herself would be identifying "outliers" which would likely 

provide for fmitful data collection. As an alternat ive to soliciting volunteer parents, those 
parents and students identified by the teacher (in a current class) could then be 

approac hed for interview participation. 
This study examined attitudes and practices or, rather "hard" and "soft" practices. 

Although the survey items for teachers, parents. and students focussed on disposition (for 

example, how teachers feel about a partieulu issue), and on actual practice (w hat they did 
that demonstrated a disposition) these different kinds of items were not separated for 
purposes of analysis. To do this with the scaies mûy have helped to answer specific 

questions about "hard" and "soft" practice, about the extent to which individuais actually 
do something about which they daim to support and about which they are positive. This 
would also help to address the difficulties posed by self-report data. Although individuaîs 
are just as likely to report favourably on their attitudes as their practices, differential 

analysis could provide some new insights. 
The data here. and the data collection process. also suggest the need for studies 

characterized by more indepth, open-ended and ongoing interviews. Many of the issues 

relating to collaboration between parents. students and tcachers-such as power. 
responsibility, voice-are those which require and would benefit from time for 
exploration. These kinds of concems do not always surface within sixty or ninety minute 

interviews, or at les t  are not necessarily consciously addressed by respondents within a 
single, relatively short interview. When they do wise invidividuals often need time to step 

back and think, in order to become cornfortable (or, perhaps. less uncornfortable) with 

nrw understandings and with new realizations about self or othen. 

Lawrence-Lightfoot (1994), for example, interviewed respondents r number of 
times successively, in extended discussion. This gave the individuals in question the 

opportunity to think more deeply about issues alreûdy raised. to consider their previous 

responses in more depth, and prepare for the next interview. Although Lawrence- 
Lightfoot was interested in life-history narratives. the process of extended interview is 

likely to be equally rich and worthwhile with parents and teachen. given the nature of the 

topic here and the kind of serious issues it raises and emotions it evokes. 



DIFFERENCES WITHIN CLASSROOMS 
These data demonstrate that sometimes triads differ within classrooms. Although 

quantitative data address this concern to sorne extent. through meûn scale scores and 

variances. survey data obscure the nature and detail of the differences arnong triads. If. 

for example, mean survey scores for a particular classroom are quite high, but there are 

several instances of dissatisfaction. and much lower individual scores in these cases, the 

perception of dissatisfaction is red and rernains constant for those individu& no matter 

how high the mean classroorn scores. 

For this reason. qualitative research on instructiond pmnerships between students. 

parents and teachers which involved dl or as many parentlstudent dyads as possible from 

within single classrooms would be useful. This kind of research would address the issue 

of commonality (or discrepancy) of perception of teacher attitude and practice across 

students and parents within single classroonis. For example, how comrnon is the 

perception of parentktudent dyads regarding the teacher? 1s parent perception similar? 1s 

student perception similar? Does discrepancy between perception appear within referent 

groups only or arnong triads or both? Miss Hdstrom is an example of one teacher for 

whom student/parent reports do vary. More reports are negative than positive. but there 

are some cases in which parents and students are more positive. or rt least neutral. 1s this 

so because teacher interaction with parentlstudent dyads varies from group to group. or 

do characteristics of the studenVparent dyad or these individuals affect interaction more 

strongly? Research of the kind specified here would help to answer these questions. It 

would provide not only a fuller picture of the extent to which opinion varies within 

classrooms but dso  help to identify variables which contribute to both the satisfaction or 

dissatisfaction of parents and students within single classrooms. As parents here mention, 

the academic record and capabilties of the student do affect the nature of parentheacher 

interaction. and are likely to affect studentlteacher interaction as well. Other factors, such 

as farnily socioeconomic status, may be at play as well. 

More extensive research within single classrooms would also help to explore 

undercunents which appear within one or a few cases. but which require more data in 

order to explore more fully. In the case of Teacher 74100. for example. neither set of 

Time 8 parents expresses outright dissatisfaction with the teacher. Neither claim that they 

feel excluded. However, within Teacher 74100's interview there are undercurrents of 

dissatisfaction and teacher distrust of parents. Qualitative data from more parents and 
more students rnight provide information about whether these teacher tendencies are 

perceived by other parents or whether dl are equally satisfied. 



The decision to interview several sets of parents and students per classroom rather 
than more dyads from fewer classrooms was a deliberate one (for the Co-Production of 

Leming Project) in order to permit crossclassrwrn comparisons. However, focussing on 
a fewer number of classrooms more thoroughly and more intently would provide different 
kinds of insights that two or three interviews are not as likely to provide. 

EXAMINING OUTLIERS 
Exploring more fully the classrooms of teachers who are identified as examples of either 

positive parentlteacherlstudent collaboration or negative parentlteacherlstudent 
interaction would also be worthwhile. Typically "outliers" (general positive and negative 
instances. or high and low perfonners) are identified as a result of study, as they are here 

through surveys and qualitative data. In order to undenle study on outlier classrooms 
alone, these kinds of clasrooms could ôe identified (within a school or school district, for 
example) through some brief initial survey research of parents and students. 
Altematively, classrooms could be identified ("nominated) by parents. administrators or 
teachers. In the case of this study. or the Co-Production Project. followup resewc h, such 

as the kind of indepth study and analysis suggested earlier, could be undertaken on high 
and low classrooms. Resevch across "low" classrooms would facilitiate ai the very least, 
address of the issue posed by the findings of the logistic regression here. that some 
students in classrooms of "low" teachers appear to be more like those in classrooms of 

"high" teachers. 
While studying positive classroorns is straightforward. there are particular ethical 

questions involved in focussing on negative classrooms, however. including the moral 
responsibility of the researcher to be considerate of the individual teacher in question, and 

to help improve practice. In these cases, participatory research focussing on the 
improvement of practice, and on the empowerment of teachers through participation. 
leaming and growth might be most appropriate. Teachers who felt their collaborative 

practice to be weak might volunteer for participation in research if its inient was not 
simply to study "bad teachers" objectively and impersondly but to help any teacher 

become a better teacher. 



COLLABORATIVE RESEARCH WITH PARENTS, TEACHERS AND 
STUDENTS 
According to Wagner's ( 1997) framework of direct researcher-prac titioner cooperation, 
the work conducted here is of the "data-extraction agreement" kind. Direct, systematic 
inquiry was conducted and reported by the researcher who stood outside schools. The role 

of the researcher was clearly separated from that of the practitioners who were inside 
schools. According to Wagner the mode1 of change for this kind of partnership is that 

knowledge is generated which can inforin educational policy md contribute to improved 
instruction. In w hat Wagner calls "clinical partnership," on the other hand. s ystematic 

inquiry is designed cooperatively and reported by both researcher and practictioner. 
Practitioners and researcher work together to improve both knowledge of schooling and 
practice in schools. Researcher is still outside the school and practitioner is inside the 

school. but both are cngaged in action and reflection. The mode1 of change is that 
researchers and practitioners conduct cooperative research on problems of practice to 
help practitioners improve their own effectiveness. 

Cole and Knowles ( 1993) distinguish between traditional approaches to educational 

research (and, specifically , teacher development researc h). and new. collaborative 
approaches. "In operational modes within traditional research," they state. "teachers or 
other 'subjects* usually assume a largely passive role, their involvement often limited to 
their consent to participate and provide essential data. Primary or sole responsibility for 
decision making about activities at every phase of the research process is assumed by the 

researcher" (p. 478). New forms of partnership research, in contrast, are "based on 
fundamental assumptions about the importance of mutuality in purpose, interpretation, 
and reporting, and about the potency of multiple perspectives" (p. 478). According to 

Cole and Knowles true collaboration with a teacher is not simply the teacher participating 
with the university researcher and working to his or her agenda or the other way around. 

"Collaboration for collaboration's sake seems counter-productive," the authors maintain, 
"Tme collaboration is more likely to result when the aim is not for equal involvement in 

al1 aspects of the research; but. rather, for negotiated and mutually agreed upon 

involvement where strengths and available time cornmitments to process are honored" 

(p. 486). 

There is possibility in the field of research on parent/student/teacher collaboration 

for the kind of collaborative research that Wagner (1997) and Cole and Knowles (1993) 

describe, involving either teachers or parents collaboratively with researcher(s), or both, 

and even including students. Ironically, although this study is about collaboration 



between parents. teachers. and students its research methods were not collaborative. 
There was no collaboration with or among teachers. parents. and students as participants 

or as researchers. This kind of participative. collaborative research with parents. teachers 
and students alone or in combinations would be particularly appropriate given the 

research context. Inviting parents and students to collaborate would be especially 
meaningful given the traditionally powerless roles of students in the classroom and of 
parents with respect to teachers. Collaborative research would allow parents. texhers, 

and students to suggest and explore issues regarding parentlteacherlstudent collaboration 
that are sdient to them. Collaboration in the interpretûtion and presentation of research 

findings, or in the production of a document. is also a possibility. 
Collaborative conversation (Hollingsworth. L992) would also be appropriate and 

useful here as a research method, a way of leaming more about the instructional 

relationship between students. parents and teachen. by providing a forum in which they 
could identify and articulate their concems. Of the benefit to collaborative conversations 
in helping beginning teachers learn to teach Hollingsworth (1992) says. "More than 
giving teachers specific guidance for immediate concems. the conversations seemed to 

provide the intellectual stimulation and social interaction needed to create and analyze 
their own broader knowledge about teaching" (pp. 398-399). Collaborative conversations 
would be equally valuable for both teachers and parents. as a way of creating and 
analyzing their own knowledge about parent/teacher/student interactions and 
collaboration. 

Experience in this study during the collection of interview data suggests that 
collaboration with respondents. and collaborative conversation as a research method 
(Hollingsworth. 1992; Francis, 1996) would be fruitful. Often interviews thût I conducted 

with teachers and parents continued well after the "official" interview session had ended. 
Frequently, when asked at the end of the interview whether they had anything funher io 

add on the subject parents and teachers would answer affirmatively and then continue 
only after the tape recorder had k e n  turned off. Often they (parents in particular) asked 

questions or attempted to solicit my opinion on problems they were experiencing or 

recounted situations that they did not feel cornfortable discussing on tape even though 
they had been assured of anonymity and confiâentiality. Exchange. rather than interview. 

occurred. In conversation as a reseach method, or collaborative conversation. these kinds 

of difficult or sensitive topics and incidents ("the unsaid of the official interview) likely 

could be addressed and more fully explored and analyzed. Either of these kinds of 

collaboration would help to avoid the "monologic representations" against which Moss 



(1996) cautions, in which research is driven by researcher interest and perspective. and 

would be an appropriate approach for the topic of instructional partnerships between 

parents, students and teachers. 

TEACHER AS RESEARCHER; RESEARCHER AS TEACHER 
Wong (1995) suggests that intense reflection as both "teacher" and "researcher" yields 

interesting insights. but also that king teacher and researcher at the same time presents 

difficulties (especially in doing research on one's teaching). Speaking of his own 

experience as teacherhesearcher in the classroom. he claims that there is a tension 
between meeting the needs of both research and teaching. the one for systematic 

observation and the other for responsiveness and compassion. For Wilson. however, the 

teacherheseûrcher "bifurcation" is foreign (1995). For her teaching and research inform 

one another: 

Rather than cxpcriencing a tension ktween sclves, I use the skills of tcaching and rcscûrch 
intentionally, to look in diffcrent ways at everything 1 do. Furthcnnore, it wrrs in l e m i n g  to be 
a researcher-leming to look, listen, rcspond, not assume, writch, cntcrtain differcncc, and 
suspend belief (or disbelief)-that 1 developcd grcatcr capaciiy to act on my teachcrly 
commitments to be mord, io hciu and respcct my students, to understand my own limitations. 
Mareover, it wiis in becoming more scholarly that 1 began to undcrstmd thüt my mord 
commitments (ris 3 teacher and rcsearcher) strciched fm beyond my stancc. (p. 2 1 )  

Britsch (1996) acknowledges the difficulties of acting as researcher in one's own 

classroom, but like Wilson, found that as a researcher she drew on her teacher skills and 

as a teacher she drew on her researcher skills. As a result she was better able to 

understand the phenomenon she was studying in the classroom. She refers to her data 
analysis as "data analysis with double vision." For Britsch and Wilson teaching 

("effecting a change," Wong. 1995) and researching ("understanding by systematic 

observation." Wong, 1995) are possible at the siune time. 

Over the course of one year during this study 1 taught part-time in a Grade 7 

elementary schwl classroom and implemented a number of the instructional pmnership 

strategies discussed here in an attempt to experience firsthand these kinds of practices for 

working with students and parents. Although these students and parents were not 

involved in the study, my experience as a teacher in the classroom was consistent with 

that of Britsch and Wilson in that my role of researcher helped me to better understand 

the phenomenon from a classroom perpective. It ais0 suggested to me that undertaking 

formal research of this kind as teacher/researcher-involving the teacher in reflection on 



her activities, on the role and participation students and parents as col1;iborators in the 
class, and on the process of reseatch as it unfolded-would yield interesting insights. 



PART VII: FOR FURTHER RESEARCH 

ADVOCACY BY PARENTS 
The findings here about parent advocacy suggest funher questions for exploration. To 
what extent, for example, is parent advocacy a function of teiicher welcome and 
openness, a willingness in teacher attitude? To what extent does advocacy take place in 
cases where teachers do not demonstrate a willingness to work with parents? Here Parent 

28201 advocated actively on her child's behalf at the beginning of the school year, but 
suggests that the teacher did not initially demonstrate willingness to work with parents. 
Parent 25201 (Mrs. Goode) also confronted what she describes as teacher hostility, but 
she was not an active advocate. Parent 29204 and Parent 23206 suggest that their 
advocative efforts are ongoing, whether or not their children have difficulties and no 
matter who the teacher. Are parents who confront inaccessibility in teachers. or have 
problems, more apt to be advocates? Or, are certain kinds of parents, those with the 

sociocultural capital to which Lareau (1987, 1989) refers, advocates? Certainly 
accessibility, of sociocultural or other kinds of capital, is a key issue overall. Language, 
for example, is a basic point of entry to schools. Parents without the languûge of the 

school are not likely, or are far less likely, to approach the school on their child's behalf. 

Cultural understandings about schools may also inhibit parental advocative efforts. And, 
the exieni to which parents advocate may also depend on their socio-economic status, or 

their own school experiences. Although one c m  suggest reasoned hypotheses about these 
specific questions, funher exploration is required, especially to determine why some 
parents advocate more than other parents in simiiar settings and with similar 
backgrounds. 

TEACHER-PARENTS AND PARENT-TEACHERS 
Although parents were asked to indicate on survey questionnaires whether they were or 

had been teachers, no separate analysis was conducted here with either the quantitative or 

qualitative data (or in the Co-Production Project rt dl). Teachers were not asked whether 
they were parents, and this was not a line of questioning in teacher interviews either. 

Comments in the qualitative data from parents who indicate in the interviews that they 

are teachers suggest that these individuals possess panicular insight about the classrmm 

that other parents do not have. This phenornenon-parents who are also teachen-is an 



interesting one to explore from both the perspective of the home and the perspective of 
the school. For example, does the involvement at home of parents-who-are-teachen differ 
from the involvement at home of parents who are not teachen? Does the interaction of 
parents-who-are-teachers with their child's teacher differ from that of other parents who 
are not teachers? As far as teachers themselves are concerned, to what extent do teachers 

who are or are not parents Vary in their understanding of the contribution of parents at 
home? Does the collaborative work of teac hers-who-are-parents with parents and students 
differ from that of teachers who are not parents? How do teachen-who-are-parents 
integrate these roles at school? How do parents-who-are-teachers integrate these roles at 
home? Do they integrate these roles or not? Answers to these questions may help us to 

leam more about home-school pxtnerships and collaboration between parents, students. 
and teachers. Peterson ( 1998) suggests that researc hers need to recognize and integrate 
multiple identities. The recognition and integration of multiples identities in teachers and 
parents-as parents and teachers-merits exploration in research. especially in the 

context of parent/studenc/teacher instructional partnerships. 

METAPHORS 
Apparent in the qualitative data here, especially in teocher and parent interviews, are a 

variety of different meiaphors used to describe relations between parents and students and 

students and teachers. Among teachers the most notable example is that of Teacher 74100 

who uses a variety of metaphors (among them. bargain, jail, and warfare metaphors) to 
describe pwentlteacher relationships and studentheacher relationships. Interim reports are 
his "new secret weapon." Parents iake "the path of least resistance" and give him "flack." 
Like parents, students must "buy in" and if they stay in his clüss for two grades are 
"repeat offenders." 

Metaphors, Sfard (1998) points out, shape Our thinking and guide Our work. (See 

also Lakoff. 1987, and Lakoff and Johnson. 1980.) In critically evaluating two common 
metaphors for leaming (the acquisition metaphor and the participation metrphor) Sfard 
explains that "different metaphors may kad to different w q s  of thinking and to different 

activities. We may Say, therefore, that we live by the metaphon we use" (p. 5). 
Unfortunately, Sfard adds, metaphors are r double-edged sword because, "on the one 

hand, as a basic mechanism behind any conceptualization. they are what makes Our 

abstract (and scientific) thinking possible; on the other hand, they keep human 
imagination within the confines of Our former experience and conceptions" (p. 5). 



Since metaphors cm shape our thinking and activity either positively or negatively. 

examining the metaphors ieachers and parents use to describe interactions between 
themselves and between self and students may help us to understand these interactions 
more fully, how they might limit us and how, possibly, different kinds of metaphors may 

be more useful. For example, in the case of Teacher 74100, how do w u  and jungle 
metaphors shape studentheacher interaction and parent/teacher interaction in his 
classroom? How do these kinds of metrphors shape parentlieacher and studentheacher 

interaction in general? Can collaborative instructional relationships be develojxd and 

mliiniÿined when teachers, students. and teachers speak of themselves and others in ways 
which define them as adversaries or hostile combatants? Are there other kinds of 
metaphors which teachers, parents. and students use. and how do these affect the way 
they think about and interact with one another? How might other kinds of metaphors 

more positively shape and de fine parentheachedstudent interaction'? 

CULTURAWNORITY ISSUES IN BRITISH COLUMBIA 
The interview data from Mrs. Munke, Ms. Lurie and Mrs. Weir, who teach in Meadow 
Brook school which has strong representation from several cultural minorities suggest the 
need for further resevch in this area in British Columbia. The topic is well-explored in 
the U.S., but has not been explored deeply in Canada, at least in Western Canada. 
Rûpidly changing demognphics in Vancouver and in the surrounding urban and suburban 
communities over the past twenty years have created schools of increasing cultural 
heterogeneity. The collaborationlinstniciional partnership needs and experiences of these 
parents and students are likely to be different thrn those of the cultural majority. 
Delgado-Gaitan (1991, 1992) has conducted much research on parent involvernent in 
Mexican-American communities. Funher research on minority communities in B.C.. 
including focus on First Nations peoples. would be appropriate. 

IWESTIGATING INCONGRUITY 
Typically parents and students tend to see teachers similarly. When one is satisfied (or 

dissatisfied) with the teacher, the other tends to be satisfied (or dissatisfied) as well. 

Occasionall y. however, student and parent view s Vary somew hat . Investigating cases of 
incongruity among parents and students may provide further insight into teacher practice 

in collaboration and the perceptions of bth students and parents with respect to teachers. 



CONFLICT 
The data about parent advocacy suggest that often parental advocative efforts arise 

because of conflict between home and school, due to differences in perception and 

practice between teacher and parent. This conflict is positive when it is resolved and 

solutions are found as a result of the the advocative efforts of parents. Sometimes, 

however, conflict remains unresolved. There are a number of interesting questions 

regarding the relations hip between con flic t and collaboration to address in further 

research. For example, are resolution and collaboration more likely to occur with certain 

kinds of conflicts and not others (those emerging from academic problems as opposed to 

those emerging from behavioural problems)? Do conflicts and collaborative outcomes 

differ based on the cultural or socioeconomic background of students and families? What 

kinds of teacher and parent practices emerge from conflict about issues? To whrt extent 

does successful resolution of a problem between teacher and parent during one school 
year extend into successful interaction, and continuation of the positive relations which 

emerged from the solution, into the next school year with a different teacher? 

NETWORKS OF SUPPORT 
The parent data here show that sornetimes parents are not able to help their children with 

homework or answer their questions. Often in these cases parents develop networks of 

support. or take advantage of other avenues of assistance for their children. such as older 

siblings, other residents in the home. grandparents, or friends. Students, too. seek out 

other sources of support, such as older siblings or friends. Support for students in the 

home is often conceived of uniquely as suppon or help from parents. but this c m  and 

often does corne from other individuals as well. These data about networks of suppon 

suggest that participation from individuals outside the triad is a part of home-based 

interaction about school. As an aspect of home-school collaboration, assistance from 

other quarters deserves fuller investigation. How exactly are these support networks 

developed? Do these networks develop only in instances where parents lack academic 

skills and background, or do they develop in other homes as well, those in which parent 

or parents are employed full-time or often away from home? Do al1 students-those that 

are academically strong and those thût have difficultiesdevelop networks of suppon 

between themselves and siblings or friends? 1s is appropriate for schools to help to 

develop these kinds of networks? If so, how can schools encourage or help to develop 

them? 



Networks of support also seem to be a feature of cl3ssroom life which students rate 
highly . Students appreciate classrooms in which they cm take advantage of networks for 
help, or classroorns in which help among students is encouraged and facilitated. Further 
exploration about the role of networks of support in classroom. and of the opportunity for 
help and support from other students as a characteristic of texherlstudent collaboration. 

is needed. Do al1 teachers who work collaboratively with students encourage help and 

support among students? Do teachers in classrooms where networks of support are 
encouraged also support or facilitate the development of networks of support at home? 

These data show that for students. collaboration is not simply of question of collaboration 

with teachers and parents. A more complete knowledge about this may expand Our 
conception of collaboration in the cliissroom. 

LONGITUDINAL STUDY 
More indepth longitudinal study is required of both teachers and families. The following 

are a sample of but a few questions which may provide some starting points: To whût 
extent does successful experience in one particulûr year with one particular h i l y  extend 
into successive years? Do positive collaborative experiences affect parent practice over 
years? Do parents become more advocative as their children become older. or more 

advocative if they experience successful resolution and collabor~tion with a piuticular 

teacher? 



PART VIII: SCHOOL IMPROVEMENT, 

Findings from this study suggest that home-school partnerships or teachedstudent 
collaboration and parentlteacher collaboration occur and can begin in individual 
classrooms. Partnership practices can be established by individud teachers in individual 
schools outside of restructuring or school improvement efforts. The teachen here who 
exemplified positive partnership practice with students and with parents were not 

teaching in schools distinguished in any way by particular restnicturing efforts nor were 
these schools undenaking any specific school improvement efforts in this rrea. Other 
non-study teachers in the same schools were not necessûrily working in collaborative 
ways with students and parents, or establishing partnerships with them. These were not 

"restructured" schools or "professional development" schools, or "dernocrûtic" schools. 
To say that collaboration can occur outside of school restructuring efforts does not 

mean that it should not or cannot. According io Peterson. McCiuthey and Elmore (1996) 
restmcturing is a key word "to characterize changes needed in the organizationd structure 
of schools" (p. 120). The plausible premise of restructuring, they note. is that by changing 
the ways in which schools are organized, educators can change how teachers teach and 
increase the opportunities for student leaming (p. 120). In their study on restructuring 
experiments in the way teac hers teach writing in three elementary SC hools Peterson. 
McCarthey. and Elmore (1996) found, however. that new practices evolved as teachen 
learned, (p. 147) but that this did not necessarily follow from new structures established. 
"School structures can provide opportunities for the leming of new teaching practices 

and new strategies for student leaming," they summarize. "but structures, by themselves, 
do not cause the leming to occur" (Peterson, McCarthey, & Elmore, 1996, p. 148; see 
also Elmore, 1995.) Chrnging policies or structures does not mean that practice will 

necessarily change or change in meaningful ways. Neither does removing consiraints or 
obstacles ensure more effective practice, as McLaughlin (1990) points out: "A teacher 
with reduced class sire or new matenals, for exarnple, does not necessarily do a better job 

in the classroom" (p. 15). In the context of home/school partnership, giving teachers 
several hours a week to plan home-school communication, or plan for and develop other 

practices for partnership, for example, does not ensure that they will do it. 



According to Peterson, McCarthey and Elmore (1996) one of the problems with 
restructuring is "isolation from any specific purposes" (p. 12 1). Ultimately. they contend, 
"school structure follows from good practice not vice versa" (p. 149) and good practice 
follows from specific purpose. For Newman ( 1993) purposiveness is key to reform and 
restnicturing. New organizationd structures may be necessary to improve education, he 

maintains, but alone they are not sufficient. The issue is how the structure "can support 
the building of solid programmatic focus for teachers. administrators. parents and 

students" (Newman, 1993. p. 6). And particular commitments and competencies, he 

rnaintains. are necessary to guide this practice. "Organizationaî structures alone assure the 
developrnent of no particular individual commitments or competencies" he asserts. 

"Unless the structures pursue an agenda of particular commitments and competencies, 
that is, an agenda of powerful content, there is no way to predict whether education will 

improve" (Newman, 1993, p. I 1). 

There are four themes which represent, in Newman's view. the most important new 
forms of commitment and cornpetence for teachers. He focusses on teachers "because 
they have the most direct opportunities to influence students" (p. 7). These commitments 

and competencies are: (a) depth of undentanding and authentic leuning, (b) success for 

al1 students. (c) new roles for teachers, and (d) schools as caring communities. Newman 
(1993) rnaintains that within the restructuring literature there is less recognition of the 
fourth challenge, that of "building commitrnent and competence, not according to 
conventional ways of delivering staff development but. instead, within schools that are 

simultaneously trying to transforrn themselves into caring communities" (p. 8). This is 
particularly important, he maintains, because schools need to be fashioned into caring 

communities in order to reinforce the first three needed commitments and competence. 
Reporting on work at the National Center for Restructuring Education Darling- 

Hammond ( 1996) explains that she and colleagues have identified several factors thût 
support powerful teaching and learning in schools which produce "dramatically 

unexpected outcornes" (p. 13) for low-incorne, minority and at-risk students. Among 

these are the development of structures for caring which she defines as "structures that 

enable teachers to know students well and to work with them intensely" (p. 13). and the 
development of structures for shared decision-making which she defines as "shared 

discourse about teaching and learning among teachers, often with students and parents as 
well" (p. 14). Having a voice is also a key element of restnicturing according to Newman 

(1993), which he defines, for the school's professionai staff md parents, as "enough 

control over the organization to develop a sense of ownership" (p. 9). 



The themes of caring and decision-making speak to the broader concept of 

collaboration. or partnership. discussed here. in which students, parents. and teachers 

work together to create the kinds of relationships, and working and leaming conditions, in 

and out classrooms, which most benefit student leaming. These foci-caring and 

decision-making-are, to use Newman's terms, the "commitments" of collaboration 

which certainly can be a focus for school restmcturing and school improvement efforts. 

According to Welker (1991) "the point of reform should not be simply to improve 

the abilities of the school and the ieacher to foster educational excellence. The point 

should also be to foster those creative forms of collaboration and participation which 

would in tum promote wider sense of public responsibility regarding education" (p. 32). 

As such. reforms in education need to be sensitive to the negative implication of the 

teücher-as-expert metaphor which suggests that the blame for and the answers to al1 

problems lie within the abilities of one group (teachers) or one institutional structure (the 
school) (Welker, 1991. p. 32). Welker suggests not only that collaboration is important as 

a reform in and of itself, but that it is also or should be central to any other reform. That 

1s. we can reform for collaboration. but we can dso and should reform collaboratively . 
For Elmore (1995). like Newman. the actud restructuring or reorganization of 

schools and classrooms should emerge from cornmitment to a particular reform. He 
suggests that restructuring should corne out of teachrr work, in response to new practice: 

"reforms might focus first on changing noms, knowledge. and skills at the individual and 

organizational level before the focus on changing structure. That is, teachers might 

actually leam to teach differently and develop shared expectations and beliefs about what 

good ieaching is, and then invent the orgonizitional stmctures that go with those shared 

skills. expectations, and beliefs" (p. 26). As far as the development of partnerships 

between parents and teachers, and between students and terhers are concerned. the key, 

then, is to iim to develop partnerships first and then to ask what kind of stnictural 

changes might be helpful in order to support these partnerships. Darling-Hammond 

(1996) notes that "growing research evidence illustrates the success of alternative 

organizational arrangements-smdler. more communitarian structures fostering more 

cooperative modes of leaming . . . stronger relationships between teachers and students 

that extend over multiple years, greater use of team teaching, and participation of parents, 

teachers, and students in making decisions about schooling" (p. 13). Interestingly. al1 of 

these connect to collaboration as a restructuring focus. especiall y to decision- 

makinglparticipation and caring as specific commitrnent foci of collaboration. The data 

here suggest the value of cooperative modes of leaming as a facilitative structure for 



collaboration between teachers and students. The extension of classroom relationships 

between students and teachers over several years, and therefore of instructional 

relationships between parents and teachers, is another possible structural change 

facilitiating collaboration between parents, students and teachers. Although teachers, 

parents and students in this study were not asked to speak to restructuring ideas 

specifically, and generally did not do so. they could likely suggest a number of ideas for 

structural change ernerging from partnership development. 

To say also that the development of homeischool partnerships cm occur outside of 

and need not be part of school improvement efforts does not mean that it cannot or should 

not. or that teachers should not work together in this endeavour. Certainly. building 

partnerships with students and parents is a worthwhile, laudable. and indeed needed focus 
for school improvement efforts. There is likely to be greater success when irnprovement 

or implementation are part of a schoolwide focus no matter what the particular goals if 

collaboration with other teachers, or at least working together with other teachers. is by 

de finition a necessary feature of schoolwide school improvement efforts. Working in 

collaboration with other teachers serves as both impetus and support. Teachers can help 

each other to implement or improve pracdce. Schoolwide efforts ensure, at the very least. 

that there will be be more opponunity for success. The more teachers that are involved 

the greater the chances for implementation on a wider scnle 

As noted earlier. Peterson. McCarthey, and Elmore (1996) found in their study on 

restructuring experiments that new practices evolved as teachers learned, but that this 

leaming did not necessarily follow from structural changes such as the provision of 

opportunities for staff development workshops (p. 147). What mattered ultirnately was 

that teachers learned. "Changing practice." they maintain, "is primarily a problem of 

learning, not a problem of organization. Teachers who see themselves as leamers work 

continuously to develop new understandings and improve their practices" (p. 148). What 

was key was developing understanding and "shared understanding," that teachers had a 

chance to engage in conversation with one another, and to have a supportive community. 

Teachers can corne to new understandings alone. but working with others increases the 

likelihood of coming to new understanding and of becoming a learner as one l ems  from 

and with others. Collaboration itself can be a means of learning about collaboration, 

helping ieachers to leam about partnership and to develop practices of collaboration with 

parents and students. 

Although collaboration between parents. teachers and students is not always (or 

even ofien) a focus of school improvement or school restructuring efforts. it is a feaure of 



"effective schools." It can make schools and classrooms more effective or "virtuous" 
(Sergiovanni, 1992) places for children and is a worthy goal for any school improvement 
or school restructuring plan. Ultimately, however, what mrtters is what happens in 

classrooms, what teachers do in classrooms, and that in fact they do something in 
classrooms. In summarizing research on the school improvement process Huberman 
(1993) points out that even when programs depend on strong coordination between 
levels, the various levels4ither district, school or classroom-interpret the program 
individually (p. 24). Where technical issues (such as curriculum, instruction, and 
evûiuation) are concemed, he notes. "activitics in one schoolhouse have virtually no 
bearing on activities in another building and . . . within a given schoolhouse, each 

classroom is functionaliy independent" (p. 24). Sometimes even when policies and 
progrms are established. as Wang and colleagues (1993) point out. these "do not always 

reach down to the classroom level. Effective policies require implementation by teachers 
at the classroom and student level" (p. 276). For students and parents this is the locus of 

instnictional partnership. 

SUMMING UP 
Among the factors affecting partnerships between parents and teachers, and between 
teachers and students much cannot be altered. Teachers cannot change the linguistic and 

cultural backgrounds of the fmilies they serve. They cannot change socioeconomic level; 
they cannot relieve economic burdens. They cannot change parent intellectual capacity. 
or that of their students. They cannot create more time in a day for busy parents to help 
their children. or more time in a d q  to interact with their students. 

Among the constraints inhibiting partnership much is alterable, however. In 
summarizing a study on students* perceptions of school and leming Phelûn, Davidson 
and Cao (1992) conclude that "of most importance to practitioners and policy makers is 
the fact that many of the forces students mention are not objective constraints but factors 
under the control of teachers and principals" (p. 696). The same can be said here of 
teachers and students, and of parents and teachers. In the classroom teachers can work 

more collaboratively wi th students. They cm interact with them positively and take an 
interest in them personally and in their lives outside of school. They can create a positive 

classroom environment for learning, and an active and challenging classroom 

environment. by inviting snidents to participate with them. by giving them choices, and 
voice in classroom prograrns and activities. They can create a supportive classroom 



environment in which help is readily available. and help among students is encouraged. 
They can work differently with students in classrooms. and affect their attitudes and 

practices. 
Teachers* skills in working with parent partners can also be developed and their 

knowledge of effective practices increased. They can improve the practices they already 

use. or increase their frequency, and they cm introduce new practices to their repertoires. 
They can be and become teachers who believe that al1 parents are capable of helping their 
children. They can leam about and acknowledge the work that parents do at home with 

their children, and the knowledge parents have about their children. Teachers can reassure 

parents of their ability to help their child, and they can show parents how to do that more 
effectively . They can provide information about curriculum and about student 
achievement and progress. which facilitate help at home. and, thus. effective 
collaboration. They cm be or become comfortable working with parents and unthreatened 

by the interest and presence of parents in the school or classroom. At the same time. they 
can encourage parents and help to make them comfortable in schools. Teachers cannot 
mandate puent activity, but they can activate and sustain the conditions under which it 

will flourish. By their attitudes and priictices-what they do to reach out to and involve 

parents-they c m  influence parental attitudes and practices. 
When parents talk with their children at home about school. when they help and 

encourage their child, when they monitor their child's work. and work with and advocate 
before the teacher in order to support the child's learning. the instructional setting of the 
classroom is strengthened. When teachers work collaboratively in the classroom with the 

students. and work collaboratively with the parents to support leaming at school and 
home. the instructional settings of the classroorn and home are strengthened. Optimal 
conditions are created for learning and students are more committed to school. 

Some contend that the impetus for activating collaboration with parents and with 
students rests with teachers. As far as collaboration is concemed Lezotte (1986, in 

Henderson, Mûrburger & ûoms) daims that "teachers and administrators at local schools 
must assume the responsibility for initiating and encouraging parental involvement" (p. 

vi). Certainly, the education of the child in schools is based in the classroom, the hub of 
the wheel involving parents. students. and teachers. From a school improvement or 

school restnicturing perspective the responsibility rests. logically, with teachers and 

schools. From a practicd perspective this also seems logical and sensible, as more and 

more parents work outside the home and are not able to be at the school during the day, 
but are able to and do help their children at home. 



Whether one believes that the impetus lies with teachers or parents, or both. the 

triads of parents, teachers, and students which are characterized by successful 

instructional partnerships are models of interactivity and interdependence. They are 
consistent with the systemic view of schools described by Andrews (1987). "The 

ecosystem view." he States. "stresses complexity and variability of the individual 

component parts . . . . The system, rather than having only one head (top-down). has 

many heads ready to receive information, make decisions, and direct performance." 

(p. 155). In the case of students, parents and teachers. d l  are involved and everybody 

counts. 

Coleman and Collinge (1991) speak of the "collaborative and responsive mutual 

influence system" of the integrated school environment, "in which al1 gain" (p. 28 1). The 

triad is also or optimally can be a collaborative and responsive mutual influence system 

in which al1 gain. In the triad what individuals do affects the other individuals and how 

well they do and can do their work. The actions of one in the duality-especially in the 

case of teacher and parents-facilitates, or does not, the work of the other. The actions of 

two in the t r id (one duality-especially parent and teacher) affects the work of the third. 

The individuals of the trid are not only rnutually responsive, but are mutually 

responsible. Collaborative relationships (between teachers and parents, parents and 

students, and students and teachers) are "based upon mutunl respect, shared goals. and 

agreed-upon operational roles. At various times and for various purposes. each participant 

is both teacher and learner. initiator and respondent; each shares in . . . collective 

responsibility" (Coleman & Collinge, 1991 ). And the collective responsibility of parents 

and teachen can have benefit for students. Of its potentiai Berger (1991) says: "Parent- 

teacher collaboration will help provide avenues for children to find success both in and 

after school. but both parents and teachers must recognize their responsibilities. Neither 

can expect the other to accomplish the task alone; it is a collaborative effort" (p. 2 18). 

The terms "participation." "involvement," and "cooperrtion" do not sufficiently 

convey the mutuality of responsiveness and responsibility in these collaborative 

relationships which focus on instructional issues. In a collaborative educational setting 

students can do more than just "participate;" parents can do more than just "cooperate;" 

teachers cm do more than just "involve." They are and can be partners. Sergiovanni 

(1992) describes the kind of school in which parents. teachen and students are partners as 

"virtuous," one in which these individuals have 

reciprocd and interdependent rights to participate and benefit and with obligations to support 
and assist. lt is recognized ihat the school needs the advice and support of parents if its work 



in teaching and leaming is to be meaningful and effective. By the same token, parents need 
the advice and support of the school if their work in parenting is to be meaningful and 
effective. (p. 1 1 3) 

Partnership is a recognition of the responsiveness and responsibility we share, as parents 

and teachers, of the need for each other. of the need to reach in (inside ourselves) and to 

reach out. It is not just a matter of supponing one another, and in so doing, students, but 

also of working together. As Berger (1991) emphasizes, "schools and parents face a 
challenge to work together to provide the necessary education and support that children 

need. To do this. parents must continue to be involved with the school. and schools must 

continue to reach out to parents" (p. 217). 
Corner (1984, 199 1) contends thrt the best results for children are achieved when 

schools and families work together. Unfortunately, these institutions do not always work 

together and, as Lightfoot (1979) points out, parents and teachers will not be cornfortable 

with one another until they both recognize that the contributions of each are important 
and necessary to the development of children. Recognizing one's responsibilities and the 

responsibilities of others is important. but just as important is acknowledging the abilities 

of the others to meet those responsibilities. Casanova ( 1996) notes that "we should . . . 
aim for relationships where parents and teachers respect each other's knowledge about 

children's needs and work together to maximize their potential" (p. 32). This does not 

mean that parent, teacher, or student will always act appropriately and never make 

rnistakes. but is a recognition of the fact that the intentions of parents and teachers are 
usually honourable, that the efforts of parents and teachers are usually always towards the 

goal of rnaximizing student potential. Teachers. Casanova (1  996) says, "may not always 

do the right thing, but they almost always think that what they are doing is in the best 

interest of children. Parents need to accept that notion as well as the fact thût those people 

have training and experience to prepare them for the task and also a take a huge 

responsibility daily for the children entnisted to them" (p. 32). She adds. that "likewise, 

teachers need to understand that parents, even those who are poor and unschooled, dso 

have the best interests of their children in mind" (Casanova, 1996, p. 32). 

The evidence here suggests that both parents and teûchen. or either teachers or 

parents (and students tw). cm take the initiative where home-school collaboration is 

concemed. There is, however, quantitative difference in the efforts of parents and 

teachers which speaks to the importance of the initiative of schools and teachers. When 

parents are advocative and make efforts to initiate collûboration their collaborative efforts 

are typically, and quite naturally. on behalf of their own child. They stand in relation, 



instructionally and personally, to only one student. In instructional and persona1 

interactions teachers, on the other hand, stand in relation to al1 of the students in their 

class. Collaborative efforts initiated by teachers have the potential to affect more students 

than those initiated by parents. To suggest that it is important that teachers and schools 

take responsibility (or at least sorne responsibility) to initiate collaboration is not to 

suggest that parents do not need to or should not do so themselves. Initiative is not 

necessuily an eitherlor proposition. But initiative from school and teachers is critical iuid 

significant, (and, indeed, required in the case of school irnprovement or school 

resiructuring efforts focussing on coilaborition) because of its potentid to reach the mmy 

rather than the few and particularly in light of the traditionally hierûrchicd relations of 

power between parents and teachers, and between teaches and students. 

If teachers and schools are to commit to partnership and to the initiation of 

collaboration, they must commit to al1 parents despite any objections they can muster. 

According to Casanova (1996) the literature on parent involvement, including that of 
Epstein, ignores "the parents who want to exercise absolute control not only over the 

school experience of their children but also of children in general" (p. 3 1). "We cannot 

romnnticize parent involvement and proclairn its virtues." she continues. "without also 

acknowledging its excesses" (Casanova. 1996. p. 3 1). Casanova then cites Ogawa (in 

Casanova. 1996) who argues that effective organizations 

must creatc both bridges and buffers betwecn themselves and their studcnis' parents. They 
must creaie bridges because ihey are dependent on piircnts ta provide resaurces that affect the 
acadcmic performance of their studen~s. Bui ihcy must also providc buffcrs to proiect the 
school from interferencc with the professional discretion of tcachers and principals. 
(Casanova, 19%. p. 3 1 ) 

Casanova surnmarizes Ogawa* s conclusion t hat the dominant view of parentlschool 

relations is **conceptually biind to hdf the picture" (p. 3 1). While Ogawa and Casanova 

may consider the parents against whom buffers must be created to be "half the picture," 

that they are indeed half the parents is not substantiated by this study. This work suggests 

that the bridges must certainly be wider than the buffers, as there are more parents who 

want and need bridges than those who do not. Epstein (in Brandt. 1989) points out that, 

"about 2 to 5 percent of parents may have severe problems that interfere. at least for a 
time, with developing partnerships; and . . . about 20 percent of ai1 parents are already 

successfully involved" (p. 27). She adds that "the other 75 percent would like to become 

more effective partners with their children's schools" (p. 27). Epstein's figures suggest 

that ninety-five percent of dl parents want bridges. They also suggest that the number of 

those against whom schools and classrooms need to buffer themselves is also likely to be 



small. There will be parents who interfere and want to exercise absolute control. The fact 

that this is so. however, should not deter us from commiting to collaboration with 
students and parents. That some parents are particularly challenging, or that some parents 

are not able to or choose not to respond to the collaborative efforts of schools and 
teachers does not mean thût efforts should not ôe made. Lack of effort because of a few 

does not justify lack of effort for all. effort which is iikely to benefit the majority. 
Committing to collaboration means doing so for d l ,  in hope for those who will respond in 

tum. The attitude of Mrs. Munke towards the invitation of parents to school activities and 

iheir participation in ihese events üIso appiies where coliaboration with parents at the 
classroom level is concemed: "Even if only a few of them can corne," she States, "at least 

they know they * re welcome." 
Casanova (1996) dso argues that teachers mut  be open to al1 kinds of parents. and 

not treat some of them (for example, minority and low-SES) differently than others in 

terms of either expectation or practice. In a review of the quantitative literature on 
culturally sensitive puent education programs Cheng Gorman and Balter ( 1997) conclude 
that "initial efforts to modify programs to be more linguisticdly acceptable have since 
evolved into the development of programs designed specifically for target cultural 

groups. The rationale for encouraging this trend is clear. If parent education is to be 
effective, it  must be made not only available to al1 populations, but relevant and 
acceptable to al1 populations as well" (p. 366). Casanova ( 1996) mrintains that we must 

commit to al1 parents equally. but Cheng Gorman and Balter remind us that in 
comrnitting to al1 equally we must sometimes tailor our approach and efforts specifically. 
in order to reach and meet the needs of ÜII parents equally. Because of divenity, and 

increasing diversity, mong our student and parent communities. comrniting to al1 parents 

equally may mean, on the practical front. having to do things in a number of ways. 
Lightfoot (1979) describes teachers and parents as being "worlds apart." Physically. 

parents and teachers are often worlds apart. Sometimes they are worlds apart 

psychically-in terms of their expectations and goals for one another and for the student. 
Although parents and teachers at the Grades 4 to 7 levels are often apmt. they cm still 

comrnunicate and work together and with students to help students l em .  Doing so is not 

simply a question of getiing together in person. It is a question of getting together in more 

important ways. It is a matter of being aligned in terms of goals and expectations. It is a 
matter of doing things-working col1;iboratively with student in the classroom or 

working collaboratively with the student at home-and reaching out and responding to 

one another in these efforts to help the student leam . 



Coleman and LaRocque ( 1990) use the term "integration" to convey their emphasis 

"on those activities which bring members of the community into direct contact with 

cumcular and instructional issues" (p. 128) Parents at home and teachers at school are 

already in direct face-to-face contact with instructional issues. What is needed is that 

these efforts be integrated. Teachers and parents need not only to be in direct contact with 

curricular and instructional issues; they need to be in contact with these issues together, 

and together with students. When they aren't already together in this collaborative sense 

they need to get it together. 

Write the things which thou hast seen, and the things which are, and the things 
which shall be hereafter. (Revelation 1 : 19) 

MULTIPLE IDENTITIES AS RESEARCHER, TEACHER AND 
PARENT 
Since the year thüt Jason and Werner were students in my class 1 have taught other 
students and interacted with other parents. After the experiences of my early years of 

teaching 1 did not think in particularly new or different ways about the interactions 

between parents md teachers or between teachers and students. 1 did inform parents more 

fully by newsletters and previews. and invited them to observe and volunteer in the 

classroom, but did not implement any other of the positive practices employed by many 
of the teachers here, such as weekly work folders, portfolios of student work for 

discussion at interview time. interim report cards, or student plrnners. 1 tried to be 

generally more responsive to parents, and the needs of parents and students at home. 1 felt 

that 1 was welcoming and open to parents, but thought little about how collaboration 

applied to students and teachers in the classroom. 

In 1987 1 spent a year in Australia during which time my focus on home/school 

partnership was renewed and revitalized. During my work as a long-service leave 

replacement teacher 1 spent time, ranging from four weeks to a full ten-week term, in a 
number of classrooms. In one Grade 5 classroom where 1 tûught for five weeks 1 planned 

and developed curriculum for the class. but otherwise maintained basic classroom 

programs, schedules and expectations. One of the practices that the teacher had 

implemented, which most teachers of the upper elementary grades there used, was student 



planners for dl.  In this particular class students entered the room in the morning and 

placed their planners upside down near my chair in the reading1conversation corner. 

While they organized themselves for the day and completed a sponge activity. 1 looked 

through al1 the student planners, read and responded to any messages by parents (or 

students), jotted notes to parents (or students), and signed off on parent signatures. What 1 

had previously thought would be a difficult and time-consuming task. especially for a 

class of thirty students, was easy and speedy. After 1 retumed the planners, students then 

kept them on their desks for quick access. Throughout the day 1 could quickly jot in them 

a few words of encouragement to student and parent, a request for review at home. or a 

note about about challenges or successes. At the end of the day students consulted the 

work and activity schedule on the blackboard and completed their planners. 1 circulated 

throughout the room. glancing at planners to ensure that students had completed them, 

reviewing the reminders on the blackboard, and answering questions or adding any 

comment or reminders necessary about homework or upcoming assignments and 

activities. 1 found, as did many of the teachers in this study. that the planner helped 

students to be responsible for their own work, and to ensure that they completed the 

homework and and other longterm assignments that were on the blackboard agenda. 

Communciation between home and school was also easy and productive. Reminden and 

notes were sent home efficiently, and any necessary meetings quickly arranged. Problems 

were made apparent immediately (the fact that homework was not done, that r child was 

having difficulty with something at home or at school, that gym strip was forgotien, for 

example) and were remedied quickly. 1 occrsionally saw parents rfter school at the 

classroom door. dthough most of them worked during the day. but even when 1 did not 1 

felt in touch through the use of the student planner. 

Several years after my return from Australia 1 began my doctoral studies and 

became involved in the Co-Production of Learning Project. During that research and the 

beginning stages of this study 1 became convinced. because of my experiences in 

Australia, and my growing knowledge of the teachers in this study and their successful 

practice, that it was possible to work with parents in collaborative ways, and to 

implement the benefcial practices that 1 had seen in actud classrooms. 1 decided that my 

doctoral program must include some further teaching in an elementary school classroom 

so that 1 could implement these practices myself in order to be able to speak convincingly 

of them from experience, as both a teacher and a scholar, and as m advocate of positive 

change in practice of this kind. During one school year 1 spent a day a week teaching in r 

Grade 7 Late French Immersion class. As part of my "action plan for collaboration" 1 



signed al1 student planners each day 1 was in class and attempted to communciate to 
parents as much as possible in the planner with encounging notes about students. 1 made 
an introductory phone cal1 to each home in September and then tried to make at least one 

or two more "good news" calls throughout the year. 1 also sent home frequent newsletten 
about curriculum (an average of once a month) including a lengthy introductory 

newsletter in September with expectations and guidelines. Students completed several 
projects for which 1 prepared outlines which were to be shared with parents. I also held 

two parent meetings throughout the year about specific curricular programs. In addition, 
each Friday students M t  with a home learning activity in math which we discussed as a 

class the following Friday. Parents were invited to observe and volunteer in the 

classroom, and were invited to special events and activities. 
Interestingly, although 1 realized that these practices-such as project outlines. for 

exûmple-were beneficial to students 1 was surprised to see students responding 
themselves. In particular. they looked forwrrd to receiving their planners on Friday 
momings so that they could see if there were any positive comrnents in them for their 
parents about their work. Parent response was positive in general to al1 of these practices. 
Many parents commented enthusiasticdly on the home learning activities in math. Often 
parents responded to my comments in the student planner or asked questions. S o m  
parents mtended my curriculum meetings and although none came to observe casually in 
the classroom, there was attendance at special events. Even though it was a challenge to 
maintain some of these practices consistently throughout the year because 1 was only 
teaching one day a week and because rny partner teacher did not use some of the them in 
the same way-for example. she did noi monitor the student planners and sign them 
daily-1 found that by the end of the year 1 had developed more positive relations with 
parents. and with more parents. than 1 had with many parents 1 had actually seen more 
often in classes that 1 had taught fulltirne. 

My pursuit of doctoral studies has also coincided with the entry of both of my 
daughters into public school. As they entered school 1 wondered how 1 would feel to be 
parent, the other haif of the parentheacher relationship. 1 observed their teachers with 
interest, especially as 1 progressed through rny studies, and as my knowledge of 

parentlstudentheacher interaction and collaboration increased as an academic apart from 
my own experience as a teacher. 1 felt that somehow 1 might be r different parent and that 

my experience as a parent would be different than many of the negative or indifferent 

experiences of parents to which 1 had been privy in project interviews. In part. 1 suspect 1 
believed that this would be so because 1 was a teacher and farniliar with the world of 



schools and classrooms and also because of my deeper knowledge of the concems and 

needs of parents, students. and teachers in collaboration. 1 felt somehow that as a result 
tcachers would be different too. 

As rny elder daughter progressed through Kindergarten 1 found that her teacher did 

a fine and thorough job of infoming parents-usually through weekly newsletters-and 
of keeping us up-to-date with classroom procedures and activities. The teacher was warm 
and friendly. She invited parents into the classroorn to volunteer and 1 did so 

approximately once every two weeks. 
In Grade 1 my daughter's teacher sent home occasional newsletters, but not 

regularly, and information about curriculum did arrive, but after the fact. The teacher 

infomed parents at the beginning of the year that helpers were welcome and posted a 
calendar on the wall on which parents could sign up. 1 volunteered fairly regulûrly. 1 
asked for a copy of the weekly timetable. 

In Grade 2 1 also volunteered in the classroom (about twice a month), but this time 
offered my services as no general invitation was extended to parents to volunteer. The 
Grade 2 and (same) Grade 3 teacher sent an introductory newsletter home, and a note 
organizing food for the important celebraiions throughout the year. The occasional note 
mived after that. but usudly about special events or field trips. One note included some 
brief information about what was happening in the classroom, but no regular curriculum 

information was sent home apiin from summative overviews in the report cards. 1 asked 
for a copy of the weekly timetable. 

In Grade 4 my daughter had the same teacher that she had in Grade One. but less 
information came home than three years before. No curriculum information or 

newsletters were sent home, except for the summative overviews in report cards and 
standard notices about field trips-with invitations to accompany the class on the bus or 
drive a car. 1 asked for a copy of the weekly timetable. No general invitation was 

extended to parents to participate in the classroom; 1 offered my assistance. To her credit, 

my daughter's Grade 4 teacher was keen to take up my offer. 
During Grade 4 (and Grade 3) we involved my daughter in her parent-teacher 

conferences. Student presence was not unwelcome or banned but the conferences were 

not formally promoted as three-way con ferences. W hile student work was available, no 

special advance preparations in tenns of student or parent evaluations, or portfiolios and 
student presentation of work, were undertaken. My daughter's Grade 4 teacher made 

some efforts to keep up us to date with intlass evaluation and daily work. She sent one 

or two tests home each week in a folder with a form for parent signature and comments. 



In addition, the students used planners to record their homework and upcoming 

assignments and due dates. 1 comrnunciated to the teacher in the planner and on the test 

folder-and the teacher responded to my written cornments-but she did not initiate any 
communication in this way herself. For a few major projects the teacher provided a list of 

required elements and the marks assigned to each element. but did not include any more 

information about expectations than that. Although 1 have always felt capable of helping 

my daughter, 1 found project assignments to be frustrating, as 1 was never sure of exactly 

how much or what was required. I did not feel less capable as a helper, but less able 

withoui guidance as the acadernic work became more dernûnding and more cornplex. As 

a result 1 often stopped by the classroom in the moming to ask specific questions about 

various projects and assignments. 

As 1 complete this thesis rny elder dûughter is now in Grade 5. No information has 

corne from the classroom at all. Students are using planners, but the teacher does not 

check them unless they contain notes from parents. 1 have written several notes; she has 

responded but written nothing on her own initiative. I rsked for a class timetable. No 

invitation has been extended to either visit or observe the classroom. No efforts have been 

made to infom or involve parents. 

My experiences as a parent have been so far rather mundane. not unlike the 

experiences of rnost of the other parents of the children in my daughters' classes. 1 

suspect. My experiences have perhaps k e n  a bit more positive because 1 am known to 

my daughters' teachers as a teacher in the same school district. So far, my elder 

daughter's school career seems to have been an example of gradually diminishing efforts 

on the teacher's pan to involve and collaborate with parents. Her teachers have not 

exemplified outstanding practice. but neither have they exemplified negative practice. 

Certainly her teache~'  collaborative practices, and my experiences as a parents. have 

ken  more positive than many of the parents who have taken pan in this study. It is 

possible, 1 suggest to myself, that my expectations and my standards are too high. 1 know, 
however, based on the findings of this study, and my involvement in the Co-Production 

of Learning Project. that more is possible, and that "the possible" is not just a pipedream. 

that other parents and students have experienced teachers who work in more fully 

collaborative ways. 

Since my elder daughter entered Grade 2. and now that my younger daughter is in 

school, 1 have felt myself struggling to "see" what is going on in the classroom, to get a 
full picture. Ironicdly, given my interest in the issue, and the topic of this thesis, 1 have 

k e n  involved less in my daughters' classrooms during the school year spent wnting this 



thesis than in previous years. Previously 1 volunteered in my daughten' classrooms and 

in so doing saw what was happening in the classroom. 1 developed a fairly good sense of 

the daily routine and tenor of the classrooms, and of the teachers' practices and manner. 

This past year. 1 did not volunteer and did not have as strong a sense of the daily routines 

and atmosphere of their classrooms. Even though 1 caught brief glimpses of classroom 

life when 1 delivered my children to their classroom dwrs and picked them up, 1 felt that 

1 was putting together jigsaw puzzles of their classroom life on a daily and weekly basis. 

Some days and some weeks 1 saw a full or dmost full picture of their classroom life and 

work. Some days. most weeks. it  was partial. Most afternoons I chatted with my 
daughters about what each of them did at school and about what happened in class. The 

picture my elder daughter provided was more comprehensive than that provided by my 

Grade One daughter-at least from rny adult perspective and understanding-but neither 

were what 1 would wish them to be. To some extent my experience was more like that of 

a full-time working mother. although 1 realize that in accompanying my daughters on 

field trips, attending sorne school events during the day. and in king in the school before 

and after hours 1 participated more fully and saw more than most parents who work 

fulltime. 1 realize-especially now that 1 am working full-time-how niuch more distant 

other parents might feel (those who work al1 day; those who do not speak English; those 

who are uneducated) and how cntical to parents are comprehensive communication from 

teachers and an invitation to collaborate. 

Although 1 believe that 1 have been working to support my daughters and their 
educütion 1 have never really felt myself to be working in collaboration with my 

daughters' teachers. or in a true instructional partnership with them, despite my 
involvement. And. even though 1 am a teacher and consider myself an informed and 

involved parent 1 have felt 'outside." 1 have found myself entering both the school and 

my daughter' classrooms tentatively although their teachers have done nothing 

unwelcoming and would most certainly assure me that 1 was welcome. 1 have found 

myself asking for information-their weekly timetables, for exrmple-and somehow 

feeling guilty about doing so. Although I am a teacher, and so school is my "territory" 

too, 1 feel somehow that the landscape is not mine at ail, that it belongs to others. Perhaps 

because 1 have been "inside" as a teacher 1 expected to experience school with my 

daughters in that same way. 1 certainly did not expect to find myself k i n g  demanding or 

rude but 1 have been deferential in a way 1 thought 1 would not be. 1 have asked for 

assistance and offered my assistance. 1 have made some few demands, md on a few 

occasions s t d  up for my elder daughter's interests by providing the teacher with 



information that 1 felt she needed to know. Like many of the parents in this study, 1 would 
be prepared to advocate more seriously for my daughters if need be, but they have 

required neither extra academic assistance nor attention to behûviour problems. Their 

school careers, both acadernically and behaviourally. have been trouble free and without 
incident. Perhaps my respect and deference originate from my sensitivity to teacher's 
sensitivities and concems about parents. Perhaps in a different school 1 might feel less 

tentative and outside. 
As 1 reflect on my experience as a parent so far 1 believe that 1 am generally doing 

what i can to help and support my daughters in their schoolwork. However. some nights 

and some weekends are busy and there have been times when my dûughters and 1 have 
not done as much as we could, or their father and 1 have not done what we should to 
support or help our children. With both our forma1 education and backgrounds as 
educators Iack of ability as parents has not k e n  a problern. nor has Iack of recognition of 
the importance of this kind of involvement with one's children. Sornetimes there simply 
hasn't been time. 1 have occasiondly felt impatient and angry with teachers for expecting 
more than we have been able to do. especially at busy times of the year. such as the pre- 
Christmas rush, or the spring softball season. 1 am sure, at the same time. however, that 
the teachers have k e n  impatient and frustrated with us for not doing what they think we 

could easily do and should do. for king inconsistent about nightly spelling and reading 
practice during softball season, or doing a science fair project rt the last minute. 
Sometimes, too, whether busy or not, 1 have simply not wanted to do schoolwork. On 

occasion 1 have acceded to my dnughters' pleas ihat they do sornething else other than 
homework, yielding to their temptations-the sunshine outside or the fort in the bush of 

the nearby vacant lot. Sometime 1 have suggested activities other than schoolwork, 
knowing that they needed to plaj more than they needed to study for a dictee. Sometimes 
we have al1 pliryed together or done other things. Then on occasion when necessary we 
have bbcrarnmed" the day or two before a project was due or the night or two before the 

scheduled spelling test. 
As 1 think about this experience as a parent 1 remember occasions as a teacher when 

parents would see me in the moming, or send r note, to explain that the child simply had 
not had time to complete homework, or put the Bnishing details on a project. In those 

days before I had children 1 remember thinking, "How could this be? The child leaves the 

school at 2:30 and goes to bed at 8:00 PM. There is plenty of time." 1 realize now that 1 

simply had little understanding of the fact that within and among the demands of family 
life sometimes there really is no time, even on weekends, and that even if there is, often 



parents, and children and parents together. would rather, and sometimes need to. do other 
things. 

Having come to these understandings as a parent and teacher over the past few 
years. 1 also realize that 1 have never in that time approached any of my daughter's 
teachers-only one of whom who has k e n  a parent-to voice my thoughts about these 

kinds of things. While these teachers would not likely forego projects or weekly spelling 
tests during the softball season, perhaps it would be helpful to share my thoughts myway. 
As a parentlteacher t e m  we might possibly come to understand each other better, and to 
deveiop coliaborative understanding as parent and teacher of "ouf' child. In thinking 
about my teaching since 1 have become a parent. 1 know that 1 have responded differenily 
to the parents of my students. While I did not not forego tests or projects during softball 
seasons either, 1 did become more undentanding of the demands and dynamics of family 
life, of the environment within which instructional relationships are embedded. and 1 
hop  that 1 demonstrated that understanding. 1 dso realize, however. that at the time i 
didn't share any of these thoughts with parents. just as 1 haven't shared them with 
teachers now. Perhaps if parents and teüchers shared their concems more fully and 
openly-teacher frustration ai homework not being done. parent frustration at the 
demands of school and homework during busy times-ihey might both understand each 
other M e r ,  and work together more productively . As a parent over the past five years. I 
feel rhat 1 have been doing a reûsonrbly g d  job in supporting my daughter's schooling. 
Their teachers too have been basically friendly and welcoming to me as a parent. and 
respectful and wûrm with my daughters as students. They hwe sent home at least some 
minimal information about what they are doing or have done in the classroom. and 
pedagogy has k e n  sound. dthough perhaps somewhat unimaginative and uninspiring at 
times. While our efforts have k e n  satisfactory. or "good enough," to use Coleman and 
LaRocque's (1990) term, 1 like to think that a11 of us-parents. teachers, and students- 

could "get it together" even more. 



SCHOOL AND SITE DESCRIPTIONS 
Site A is a relatively large interior British Columbia school district, both in terms of 

student population and geographic range. It serves a community with a resource-based 

(forest) economy. Although the administrative office and most of the schools are 

clustered in and around the district's one main population centre (a small city) there are 
three communities at a considerable distance from the district's administrative centre, 

each with its own elementary and high schools. In addition, there are a number of very 

small outlying schools scattered throughout the district. In its entirety the district consists 

of five high schools and approximately fifty elementary schools. five of which 

participated in the study (two large. one medium sized and two small). The socio- 

economic level within the school district varies from high to low. 

Site B is a medium-sized school district located in the suburbs of a large 

metropolitan area. Most residents commute to jobs in the city, but r number are 

employed in the town itself, mainly in service and light industry. Surrounding the main 

population centre in the school district there is agricultural land. Those who live in these 

areas have chosen a rural lifestyle-often working hobby farms-but are generally 

employed locally or in the city. Most of the schools in the district are located within the 

main population centre. with a few scattered throughout the semi-rural areas. The 

community has grown rapidly over the past few years. resulting in an influx of new 

residents. mostly those seeking lower-priced housing alternatives to the city. There are 

five high schools and approximately tweny-five elementary schools in the district which 

has a fairly small geographic range compared to site A. Three elementary schools from 

this district participated in the study (one large and two medium-sized). The socio- 

economic level within the schol district varies from high to low. 

Site C is a small-sized coastally-lociited school district. Too far from a large 

metropolitan ûrea for cornmuting. residents work almost exclusively in the local area. 

The district serves a community with a mainly resource-based economy (forestry, fishing, 

mining) with seasonal tourism, centred around a small town. Most of the schools in the 

district are located within the main poulation centre, with a few scattered throughout the 

more rural areas including several in island communities, and one in a smaller, mainland 

community somewhat distant from the main townsite. There are three high schools and 

approximately sixteen elementary schools in the district. Four elementary schools from 

this district participated in the study (one small. one medium-sized and two large), one of 

- 345 - 



which, the small school, is French Immersion. The socio-economic level within the 

school disvict varies from high to low. 

Site D is one of the province's iargest school districts in terms of student 

population and is located in the suburbs of a luge metropolitan area. Most residents 

either work in the local community. in neighbouring suburbs or in the large metropolis. 

Although some agriculiural land remains in this suburban school district most schools are 

located within residential areas. The district consists of 15 high schools and 

approximatley 90 elementüry schools. The socio-economic level within the SC ho01 

district varies from high to low. One school from this district puticipated in the study. 

Site ND represents one large, private non-denominational K- 12 school which 

participated in the study. It is located in an urban community. This school is selective, 

dthough does offer some scholarships. The socio-economic level of families whose 

childnn attend the school is. for the most part, high. 

The schools which participated in this study from the district sites described 

above are similar, with the one exception of the private. non-denomination school. The 

schools vary in size, but most are medium-sized with student populations ranging from 

200 to 400. Generdly, they serve similwly broad populations in ternis of socio-economic 

level and are located in residential areas although r few are more rural and have most 

students bussed in or, more commonly, have some students bussed in from outlying 

areas. While some schools are slightly newer than others. they are surprisingly similar 

physically. For the most part, the schools are either crearn or pastel-coloured U or L- 
shaped single-story buildings, with school offices and staff rooms at the main entrance 

and individual classrooms and gymnasium opening off several straight corridors. 

Typically, the school grounds include open play areas and sometimes a pütch of treed or 

forested area, with playground equipment and several portable clrssrooms located nearer 

the school. 



TlME SITE CLASS IDNUMBER 

FACULTY OF EDUCATION, SIMON F U S E R  UNIVERSITY 
CO-PRODUCTION OF LEARNING: PARENT SURVEY 8 

PLEASE TRY TO ANSWER EVERY QUESTION BY CIRCLING THE MOST APPROPRIATE 
RESPûNSE. 

IF YOU DO NOT HAVE THE INFORMATION YOU NEED TO ANSWER THE QUESTION, 
LEAVE IT BLANK. 

Agrce Di sagrcc 
Sirongly Agrce Not Suri: Diragrce Sirongly 

I 2 3 4 5 
- - 

1 . I talk to my child about school events/activitics. I 2 3 4 5 
. - - - - .. - . - - - - -- . - 

2. 1 crill/visit my child's teacher(s) IO talk about my I 2 3 4 5 
child's progress. 

3. M y  child kceps me in formed about class-room 
activi~ics. 

4. 1 encourage my child alwûys to do hisiher best work , 
in school. 

5. My child's teachcr(s) provides information about 
progruns so that 1 understand my child's schoolwork. 1 2 3 4 5 

6. My child's teacher(s) keeps me infaned about 
classroom ûctiviiics. 

1 2 3 4 5 
- 
7. My child's tcacher(s) keeps me informeci about 

homework assignments. I 2 3 4 5 

8. My child talks io me about hisiher plans for 
schooling in the future. 

- - - - - 

9. 1 calk to my child's teacher(s) about the insuuctional 
progmm in thc classroom. 

2 3 4 5 

10, My child's teacher(s) gives me useful idem about 
how 1 con help my child leam ai home. 

J 2 3 4 5 

I I .  It is important io me that my child does well in 
school. 

1 2 3 4 5 

12. My child lets me know when shenie is hriving 
problems in the clus. 1 2 3 4 5 



Agree Disagree 
Strongly Agrec Not Sure Disagree Strongly 

I 2 3 4 5 

13. My child usually discusses homework with me. 1 2 3 4 5 

14. 1 set high expectations for my child's school 
achievement. 

1 2 3 4 5 

15. My child's icncher(s) keeps me informed about what 
my child is lcarning in the classroom. 

2 3 4 5 

16. My child's teacher(s) maices sure m y  child 1 2 3 4 5 
understands homework assignments. 

- 

17. My child keeps mc i n f o m d  about school activities. , 2 3 4 5 

18. 1 make sure to tell my child's teacher(s) when 1 think , 
things are going wcll. 

2 3 4 5 
- -- 

19. My child's teacher(s) informr me when my child is 
doing well in clsiss. 

2 3 4 5 

20. My child's teacher(s) usually givcs me an overview 
of what my child will be Icming in the year. 

2 3 4 5 
-- - - . - - 

2 1. 1 fcel free to contact my child's !e;icher(s) about rny 
child's work in  class. 

- -- - 

22. 1 fecl nervous when 1 mcet rny child's teacher(s). 1 2 3 4 5 
-- -- - - 

23. My child feels comfortablc approaching teachcr(s) 
with school work questions or concerns. 

1 2 3 4 5 
- - - - 

24. Students are excited about leming in  this school. 1 2 3 4 5 

25. 1 feel free to contact my child's terichefls) about my 
child's behaviour in class. 

2 3 4 5 

26. Students in our xhool have the necessary ability to 2 3 3 
achieve well in basic skills, 

5 
-- - -- 

27. 1 am sure that rny child's tcacher(s) will contact me 
about my child's work in clziss, i f  necessary . 2 3 4 5 

28. The academic emphasis in our school is challenging 
to students. 

2 3 4 5 

29. 1 am sure that rny child's teacher(s) will contact me 
about my child's homcwork, if necessary. 

2 3 4 5 

30. Students are proud of our school, 1 2 3 4 5 

3 1. 1 am sure that my child's teacher(s) will contact mc , 
about my child's behaviour, i f  necessq. 

2 3 4 5 

32. Our school reflects ihe values of  the community in 
which it is located. 

I 2 3 4 5 



- . .. . - - - - 

Agree Disagrec 
Strongly Agree Not Sure Disagree Strongly 

1 2 3 4 5 

33. My interviews with my child's teacher(s) give me 1 2 3 4 
gooû information about my child's progress. 

5 

34. My child's teacher(s) usually lets me know how my 
child is doing before report card time. 

2 3 4 5 

35. My child's teacher(s) usually sends home a list of 
projects to be completed in the çoming months. 

1 2 3 4 5 

36. Teachers make schoolwork interesting for students. ! 2 3 4 5 

37. My child's ieacher(s) makes me feel part of a team. I 2 3 3 5 

38. My own education prepared me well to help my child 
with school work. 

2 3 4 5 

39. My child's teacher(s) seems inicrested in heMng my , 
ocinions about mv child. 

2 3 3 S 

40. Parents find teachers easily approachable at this I 2 3 4 
school. 

5 

41. 1 expect that rny child will go an to post-secondiuy 
cducrition aftcr high school. 

1 2 3 4 5 

42. It is important to me thnt my child docs a good job on 
hidhcr homework. 

2 3 4 5 

43. My child fccls that her/his learning is important to 
the iericher(s). 

1 2 3 4 5 

44. My child's ieacher(s) makes time IO talk to me when 2 3 4 
it is neccssiuy, 

5 

45. My child lets me know when shehc docsn'i 
understand a homework iissinnment. 

I 2 3 4 5 
- -- -- -- -- - - 

46. My child feels çomfonable asking the ieûcher(s) for 2 3 3 
help. 

5 

47. Our school makes visiiors fcel welcome. 1 2 3 4 5 

48. My child fecls cornfortable miiking suggestions for 
clrissrmm improvement to the teacher(s). 

1 2 3 4 5 
- - 

49. 1 usually feel able to help my child wih homework. 1 2 3 4 5 

JO. 1 have enough information ftom the school about 
what the children will be leming to help my child, 

1 2 3 1 5 

5 1. 1 understand what my child is learning in school. I 2 3 4 5 

52. 1 am able to m&e a sûong contribution to how well , 
my child does in school. 

2 3 4 5 



A g m  Disagrec 
Strongly Agree Not Sure Disagree Strongly 

53. My child's teachefls) gives me information which 
allows me help my child with homework. 

t 2 3 4 5 

54. Our family has strengths that help my child succeed , 
in school. 

2 3 4 5 

55. My  child Icts me know when heishe needs hclp with 
a homework assignment. 

2 3 4 5 

56. 1 am sure ihat my child's teacher(s) wi l l  iisk me to 
help rny child wiih scliwlwurk il' il is nrcessiuy. 

I 2 3 4 5 

57. My child usually shows me the work helshe has done 
in class. 

58. My  child's teacher(s) usually gives mc monthly 
previews o f  whût my child wi l l  be leming. 1 2 3 4 5 

59. 1 talk to my child about schoolwork quiie a lot. I 2 3 4 5 

60. My  child and 1 find it difficult to work togcther on 
school work. I 2 3 4 5 

6 1. 1 find my child's teacher(s) easily approachable. 1 2 3 4 5 

62, My child's teacher(s) spends time hclping students 
üfter clus. 

1 

63. 1 talk to my child about whac s/he wil l  do aftcr high 
school quite often. 

2 3 4 5 

64. M y  chilh's teacher(s) encourages siudcnis to give I 2 3 4 
iheir own opinions in clms. 

5 
- - -  

65. My  child fecls that she/hc can get help from the I 2 3 4 
teacher w hen shehe nceds it. 

5 

66, My child fecls cornfortable diszigreeing with the 
teacher's opinions in cliiss. 

1 2 3 4 5 

67. 1 feel free to contact my child's teacher(s) whcn 1 
think my child is hûving difficulty. I 2 3 4 5 

68. 1 believe that rhool is important to my child's future. 2 3 4 5 

69. 1 feel free to contact my child's tcûchcr(s) about my  
child's homework. 

2 3 4 5 
-- -- - 

70, IF YOU WERE GlVlNG THIS SCHOOL AN OVERALL RATING AS A PLACE FOR YOUR CHILD TO 
LEARN. ON A SCALE OF 1 TO 9 (1 r VERY POOR, 9 a EXCELLENT) WHAT RATING WOULD 
YOU ASSIGN? 

1 2 3 O 5 6 7 8 9 (CIRCLE ONE) 



ABOUT YOU, THE RESPONDENT: 

7 1. How many years of forrnal schooling have you had? 

(circle the best answcr) 1. MORE THAN ONE DEGREE. 

2. UNIVERSITY DEGREE. 

3. SOME POST-SECONDARY. 

4. FiNlSHED SECONDARY. 

5. DlD NOT FINISH SECONDARY. 

72.1 AM MALE 1 FEMALE; (Circle the appropriatc descripiion) 

73. i A M  PAREhT / GüARDIArU'; (Circlc the appropnatc description) 

74. f am or have bcen a kacher TRUE / FALSE (circle one). 

Plertse provide some information about your home circumsiances by filling in ihe blanks: 

75. How many parenislguardiiins in the home? 

76. How many adults in the home? 

77. How mmy children'! 

Give agcs 

78. Plerise circle the age of the chiid pariicipating in ihis study. 

79. How many parcnts/guwdians rire émployed outside the home? 

80. 

Fulltimc 

Pm-timc 

WOULD YOU PLEASE CHECK TO MAKE SURE THAT YOU HAVE ANSWERED 

EVERY QUESTION 

WE HAVE ASKED A LOT OF QUESTIONS. DID WE FORGET SOMETHING 

MPORTANT? PLEASE TELL US ABOUT IT HERE: 



THANK YOU VERY MUCH FOR THE HELP YOU HAVE PROVIDED WITH THIS 

SURVEY. 

TIME SITE CLASS IDNUMBER 

FACULTY OF EDUCATION, SIMON FRASER UNIVERSITY 
CO-PRODUCTION OF LEARNING: STUDENT SURVEY 8 

PLEASE TRY TO ANSWER EVERY QUESTION BY CIRCLlNG THE MOST APPROPRIATE 
RESPONSE. 

IT IS MOST IMPORTANT THAT YOU ANSWER EVERY QUESTION CAREFULLY. 

Agrec Disagrcc 
Strongly Agree Noi Sure Disagree Strongly 

1 7 3 4 5 

1. 1 let my parent(s) know about school evcnis and 
xtivities. 

I 2 3 4 5 

2. 1 would tell my parent(s) if 1 wm having trouble with , 
sc hool work. 2 3 4 5 

3. 1 let my pmnt(s) know aboui things ihai happen in 
class. I 2 3 4 5 

4. My teachcr lets my parent(s) know about our work in , 
cliiss. 

2 3 4 5 

5. My tcacher lets my puent(s) know about what 1 ;un , 2 learninn in the classroorn. 3 4 5 

6. My tcacher lets my parent(s) know about my 
homework msinnments. 

I 2 3 4 5 

7. My teiicher spcnds time talking to me individually 
about mv school work when it is necessary. 

1 2 3 4 5 

8. My pareni(s) wani me to do wçll in school. I 2 3 4 5 

9. 1 would tell my pareni(s) if 1 was in trouble at school. , 2 3 4 5 

10. M y  pmnt(s) want me to participate actively in al! 
classroorn activities. I 2 3 4 5 

1 1, 1 let my piirent(s) know what homework 1 have. 1 2 3 4 5 

12. 1 would tell my parent(s) i f  1 was having a problem 
with my tecicher(s). 

1 2 3 4 5 

13. 1 feel cornfortable asking my parcni(s) for help with 
my homework. 2 3 4 5 



- - -- . - 

14. My friends and 1 tiilk about Our future ptans, for 
school and after. 

I 2 3 4 5 

15. My teacher givcs us opportunities to mrike 
suggestions about activiiies in the clrissroom. 

1 2 3 4 5 
- -  -- 

Agree Disagree 
Strongly Agree Not Sure Disagree Sirongly 

1 2 3 4 5 
- - - - - 

16. My teacher asks me to help other students with work 
in the classroom. 

2 3 4 5 

17. 1 feel comfortablc talking to my parent@) about 
school work. 1 2 3 4 5 

18. 1 have to have good grades in xhool io get mywherc 
in life. 2 3 4 5 

19. When 1 am having trouble with someihing in clnss 1 
fecl frce to ask rny fricnds for help. 2 3 4 5 

20. It is important IO my teacher ihat 1 understand my 
hornework assignments. 

I 2 3 4 5 
- --- 

21. It is important io me that 1 graduate from high school. , 2 3 4 5 

22. School is a waste of timc for me. 1 2 3 3 5 

23. My parent(s) expect mc to tell ihcni when 1 am 
having problems with my schaolwork. I 2 3 3 5 

24. This school is a bettcr place for studcnts ihan oihen 1 , 
know about. 2 3 4 5 

25. 1 feel comfonûble mûking suggestions io my teûchcr 
about rictivities we could do in the clrrssroom. 2 3 4 5 

26. Ii is important to my friends at school ihai they have , thcir iissignments done on rime, 2 3 4 5 

27. 1 don't stay home from school unless 1 have a rcally 
good remon. 2 3 4 5 

28. It's important to me that my ieacher knows that I am 
doing my best in schoal. 2 3 4 5 

29. My friends don't stay home from school unless they 
have ri really good reason. 2 3 4 5 

30. My texher is interested in heûnng my opinions cven , when 1 disagrce with herniim. 2 3 4 5 

3 1. My teacher lets my piwnt(s) know about class 
projects ihat are assigned. 

I 2 3 4 5 

32. It's important to me that my parent(~) know that 1 am , 
doing my best in school. 2 3 4 5 

- 

33. II bothers me if 1 am late handing in asignrnents. t 2 3 4 5 



34. My teacher lets my pannt(s) about how 1 m doing in , school. 2 3 4 5 

35. My pwent(s) expect me to get my homework done. 1 2 3 4 5 

Agree Disagree 
Strongly Agree Nol Sure Disagree Sirongly 

1 2 3 4 5 

36. 1 feel proud of my school. 1 2 3 4 5 

37. 1 often act up in clûss. 1 3 3 4 5 

38. My teacher lets my puent(s) know about what we 
will bc studying next in class. 

1 2 3 4 5 

39. My ieaçher somctimes rtsks students to take 
leadership in classroom activities. 1 2 3 1 5 

40. 1 know 1 cûn get help from my teûcher whcn 1 need it. 2 3 4 5 

41. 1 stay riway from school whenever 1 cm. I 2 3 4 5 

42. When my teacher explains things in c las  1 usually 
understand the first time. 1 2 3 4 5 

43. When one of my friends is having trouble with 
schaalwork, 1 help them. 1 2 3 4 5 

44. My teachcr lets rny pmrnt(s) know how thcy cm help , me with my schoolwork. 2 3 4 5 

45. When 1 do well on a difficult assignrnent it is usually 
because 1 worked hwd. 2 3 3 5 

46. 1 believe thai the terichers in this school really c m  
about how well 1 do in school. I 2 3 4 5 

47. When 1 don't do well on an assignment, 1 usually feel 
that 1 crin do bctter next timc. 2 3 4 5 

48. M e n  1 make up my mind to do well in school 1 
usuall y succeed. 1 2 3 4 5 

49. 1 often have difficulty with my schoolwork. 1 2 3 4 5 

50. 1 feel thai 1 have the ability 10 do well in schwl if 1 
want to. 

- 

5 1. 1 almost never have trouble doing my homework. 1 2 3 4 5 

52. My tenchcr sometirnes asks studenis to explain ideas 
in class. 2 3 4 5 

53. My teacher sometimes l e m s  things fmm stuâents in 
clsiss. 2 3 4 5 



54, 1 get nervous when 1 am talking to my tericher. 1 2 3 4 5 

55. 1 feel safe in this school. 1 2 3 3 5 

Agree Disagree 
Sirongly Agree Noi Sure Disligree Sirongly 

1 2 3 4 5 

56. My parcnt(s) often read books and magazines. 1 2 3 4 5 

57. My pitrent(s) enjoy attcnding evenîs at the school. 1 2 3 4 5 

58. My piuent(s) know my tericher. 1 2 3 4 5 
-- - 

59. My parent(s) make sure 1 have a quiet place to do my 
homework.. 

2 3 4 5 

60. My pmnt(s) expect me to continue my schooling 
after graduation from high school. 

1 2 3 4 5 

61. 1 get nervous when i am leming something new. I 2 3 4 5 

62. My parent(s) believe that school b imponûnt to niy , 
futurc. 

2 3 4 5 
- - 

63. My friends think that school is a wristc of tirne. 1 2 3 4 5 

64. Teachers in this school treat studenis wiih respcct. 1 2 3 4 5 

65. Rules in this school are fair. 1 2 3 4 5 

66. Teaçhcrs trear studcnis hirly in this school. I 2 3 4 5 

67. Everyone in this school, including terichers, is 
involved in leminn. 

1 2 3 4 5 

68. The principal and the tcrichers in this school treat 
each other with respect. 

I 2 3 4 5 

69. If 1 hûd a choice. 1 woukl choose to go to this school 2 3 4 5 

70. My friends often u t  up in cliiss. 1 2 3 4 5 

7 1. My friends think that school is important to their 
fututes. 

I 2 3 4 5 
- -- 

72. My friends participate in a lot of school activities. I 2 3 4 5 

73. School is important to rny future. 1 2 3 4 5 



74. IF YOU WERE GIVING THIS SCHOOL AN OVERALL RATING AS A PLACE FOR YOU TO LEARN, 
ON A SCALE OF I TO 9 (1 = VERY POOR, 9 = EXCELLENT) WHAT RATING WOULD YOU 
ASSEN? 

1 2 3 4 5 6 7 8 9 (CIRCLE ONE) 

PLEASE CHECK BACK TO S E E  THAT YOU HAVE ANSWERED EVERY 

QUESTION 

WE HAVE ASKED A LOT OF QUESTIONS ABOUT HOW YOU FEEL ABOUT 

SCHOOL AND SCHOOLWORK. DID WE FORGET SOMETHING IMPORTANT? 

TELL US ABOUT IT HERE: 

THANK YOU VERY MUCH FOR THE HELP YOU HAVE PROVIDED WITH THIS 

SURVEY. 



FACULTY OF EDUCATION, SIMON FRASER UNIVERSITY 
CO-PRODUCTION OF LEARNlNG: TEACHER SURVEY 8 

PLEASE TRY TO ANSWER EVERY QUESTION BY CIRCLING THE MOST APPROPRIATE 
RESPONSE. 

Agrcc Disagrce 
Strongly Agree Not Sure Disagree Strongly 

I 2 3 4 5 

1. 1 make schoolwork inieresiing for almost al1 ihc 
siudents in my ciiiss. 

-- -- 

2. 1 let the puent(~) of rny students know about things 
that happen in class. 

- 

3. It is unusual for other ieachers to observe in my 
classrwm while 1 am teriching. 

I 2 3 4 5 

4. I send the parcnt(s) of my students samples of the 
work that students do in class 

1 2 3 4 5 

S. In ihis school ihere is a lai of sharing of teriching 
idezis. 

! 2 3 4 5 

6. 1 infonn the p~cn t ( s )  of my studenu aboui how they 
can help with homcwork assignments. 

2 3 3 5 

7. 1 spend cliiss tirne talking io students individually 
about their schoolwork. 

I 2 3 4 5 

8. 1 contact the pareni(s) when a siudcnt is having 
trouble wiih schoolwork. 

I 2 3 4 5 

9. The siudents in my clws feel cornfortable in  giving I 2 3 1 5 
their own opinions. 

10. In general my students are willing to iiikc 1 2 3 3 5 
responsibility for their own leming. 

1 1. 1 visit other classrooms in the school to l e m  from 1 2 3 4 
oiher teachers. 

5 

12. 1 talk with colleagues in my school about 1 
professional topics. 

2 3 4 5 

13. Parents usudly follow through on the suggestions 
that 1 make regarding their child's school work. 

1 2 3 4 5 
-- - -- .- -- 

14. 1 know quite a bit about what my students do outside 
of school hours. 

I S. 1 make sure my scudents undentand iheir homework 
assignments. 

2 3 4 5 



Agree Disagree 
Strongly Agree Not Sure Disagree Strongly 

1 2 3 4 5 
- -  -- - -- 

16. When parents get involved in instruction it helps me 
be more effective with more students. 

2 3 4 5 

17. 1 have lots of opportunities to l e m  niore about 
teaching in this schwl. 

1 2 3 4 5 
- -- - - -- 

18. Parent involvement in instruction is important for 
student success in leming. 

1 2 3 4 5 

19. 1 have a positive influence on thc leming of almosi , 2 3 4 5 
evtxy child ihüi i tcüch. 

20. Prirenis rire usually able to help their children with 
school work. 

I 2 3 4 5 

21. 1 contact ihe parent(s) whcn a student is misbehaving , 
in c l u s .  

22. Tciichers do not have rime to involve pwcnts in 
instruction in uscful ways. 

1 2 3 4 5 

23. Parcnts can usually help their children to succeed in 
school. 2 3 4 5 

24. 1 disçuss clmsroom rules with studenis. I 2 3 4 5 

25. This schooi is a professionally stimulating place to 
work in. 

I 

26. 1 encourage students to treat leming with me ris a 1 2 3 4 5 
tcam effort in this classroom. 

27. Some students in my class find school boring. I 2 3 4 5 

28. I cxpect some students to help others io l e m  in the 2 cliissroom and outsidc. 
3 4 5 

29. 1 gct lots of support in this schwl for things 1 ûy to 
do to improve my teaching. 2 3 4 5 

- 

30. The staff in this schuol usudly solve school problems 
iis a group. 

2 3 4 5 

3 1 .  In this school the staff agrecs about what we are 
trying to accomplish for students. 

I 2 3 4 5 

32. Parents cm l e m  more ways to help their children 
with school work. 

I 2 3 4 5 

33. 1 encourage students to accept responsibility for 
leming. 

34. 1 ask most or al1 students to take turns helping with 
things in the cl;issroom. 

1 2 3 4 5 

35. Every family h a  some strengths h t  could bc tappcd 
to increiisc students' success in school. 

2 3 4 5 



-- - - 

Agree Di sagrec 
Sironply Agree Not Sure Disagrce Strongly 

1 2 3 4 5 

36. 1 establish a g d  working relationship with each of 
my students. 

2 3 3 5 

37. I make sure thai parents fecl cornfortable when they 
visit my classroom. 

2 3 4 5 

38. Children at this grade level are not yct capable of 
making gooâ choices about what and how to lem. 

I 2 3 4 5 

39. Parents generally sct high expeciations for their 
children's sucçess in sclwd. 

I 2 3 4 5 

40. 1 can establish a good working rclationship with I 2 3 4 5 
almost al1 the parents of children in my class. 

4 1. Most siudents at this grade lcvel have dcveloped a 
sense of personal responsibility for lemming. 

1 2 3 4 5 

42. Parent involvement in instruction is important to the , 
esiablishment of good school climaie. 

2 3 4 5 

43. Doing well in school i s  very imporiant to the future , 
of cvcry child 1 teach. 

2 3 4 5 

44. 1 feel confident ihat 1 can establish a goad working 
rclritionship with almost any srudent. 

1 2 3 3 5 

45. Student-led conferences would work well with the I 2 3 4 5 
siudcnts in my classroom. 

46. The siudents in my cliiss are cncoutaged to make 
suggestions for classroom improvemcni. 

I 2 3 4 5 
- --- -- - - - . - -- 

47. At this gradc lcvel i t  is almost impossible to makc 
school interesting for siudcnts. 

1 2 3 3 5 

48. Parents of the students in my çlass cal1 me when they 
have 3 conccrn. 

2 3 4 5 

49. Student bchavior i s  oficn a problem in my class. I 2 3 4 5 

50. 1 spend time talking to students to ge< to know morc , 2 
about them. 

3 4 5 

5 1. 1 mske sure that siudents in my class l e m  to scccpt 
responsibi l ity . 2 3 4 5 

52. 'The students in my classrmm don't interfm with the 
work of others. 

2 3 4 5 
-- -- -- -- 

53. 1 do my k s t  to make parents fctl comfortable when 
they corne in to see me. 

2 3 4 5 

54. 1 welcome other kachers as observers in my 
classroom. 

1 2 3 4 5 

55. 1 invite parents to visit the clasmom during 
instructional time. 

I 2 3 4 5 



Agree Disagree 
Strongly Agrec Not Sure Disagree Strongly 

1 2 3 4 5 
-- - -  - -- - 

M. 1 think of parents as partnen in clair child's learning. 2 3 4 5 
-- -- -- -- 

57. 1 encourage cach student in my clriss to ask mc for 1 2 3 4 5 
help with schoolwork when thcy need it. 

58. 1 try to cal1 the parents of my students from tirne to 
time ta keep them informed. 

I 2 3 4 5 

59. My students at ihis grade level almost always I 2 3 4 5 
cornplcrie tlizir lioiiirtwork assignmçnts. 

60. Students in my cliissroom rarely make uscful l 2 3 4 5 
suggestions for classroom activitics. 

61. 1 know thai most of my students do wcll when they 
gei to high school. 

2 3 4 5 

62. Studeni-lcd conferenccs would work well wiih the 
students in my classroom. 

I 2 3 4 5 

WHAT OTHER THINGS SHOULD WE HAVE ASKED YOU? 

PLEASE MAKE SURE YOU HAVE ANSWERED EVERY QUESTION. THANK YOU 

FOR YOUR ASSISTANCE. 



CO-PRODUCTION OF LEARNING PROJECT 

PARENT SCALES 
ScaIe 1. perception of studentheacher relations. 
T8-9 ITEMS"Alpha** : -87. Items with "correctcd item-total correlatinns": 
.68 16. My child's teacher(s) makes sure my child understands homcwork assignments. 
.65 23. My child feels comfortable approaching teacher(s) with schoolwork questions or concems. 
-62 43. My child fcels that herhis learning is important to the teachcr(s). 
.70 46. My child fecls comfortable asking the teachcr(s) for help. 
.55 48. My çhild fecls cornfortable making suggestions for classroom improvcment to the [cacher. 
.46 62. My child's teacher spends time helping students after class. 
S 8  64. My child's teacher cncoungcs students to give their own opinions in class. 
.78 65. My child feels that h&hc can gct help from the teacher whcn s/he needs i f .  

.53 66. My child feels comfortable disagrceing with thc tcachcr's opinions in c l i~~s.  

Scale 2. perception of student/parent communication. 
TS 8 lTEMS "Alpha" : 36. Items with "corrected item-total corrclations": 
.67 3. My çhild kecps me infomed about class-room rrctivities. 
.47 8. My child trilks to me about hisnicr plans for schooling in the future. 
.63 12. My child lcts mc know when s/hc is having problems in ihc clus. 
.70 1 3. My child usually discusses homework with mc. 
.70 17. My child kccps me informcd about school cictivities. 
.63 45. My child Icts me know when helshe doesn't undcrstünd a homework assignmcnt. 
.63 55. My child lets me know when hclshe nceds help with a homcwork assignmcnt. 
.60 57. My child usually shows me the work he/she hzrs done in class. 

Scale 3. perception of teacher/parent communication (instruction). 
T8 12 ITEMS "Alpha": .93. Items with "itcm-total correlations": 
.79 5. My child's teachcr(s) provides information about pragnrns so ihat I understand my child's 

schoolwork. 
$74 6. My child's ie;rcher(s) keeps me infomed about clriss-room activities. 
.62 7. My child's ieacher(s) keeps me infonned about homework rissignments. 
.70 10. My child's teacher(s) gives me useful idcas about how I cm help my child lem ûr home. 
.78 15. My child's teacher(s) keeps me infonned about what my child is leaming in the clusroom. 
.68 19. My child's teacher(s) informs me when my child is doing well in class. 
.63 20. My child's teacher(s) usually gives me an overview of what my child will be leming in the year. 
.66 33. My interviews with my child's teiicher(s) give me gooâ information about my child's progress. 



.64 34. My child's teacher(s) usually lets mc know how my child is doing before repart card time. 
-68 35. My child's teacher(s) usually sends home a list of projects to be completed in thc coming 

rnonths. 
.71 53. My child's teacher(s) gives me information which allows me to help my child with homework. 
.68 58. My child's teachefls) usually gives me monthly previews of what my child will be Icming. 

Scak 4. perception of teacherlparent communication (genemJ). 
This scale wiu dropped for Time 5. Items 6, 10, 19, and 33 went to Scale 3.. Itcm 56 went io Scale 5. 

Items 61 and 65 were dropped. 

Scak 5. perception of teacher concern about parent involvement 
T8-9 ITEMS "Alpha" : .93. Items with "corrected item-total correlaiions": 
,80 27.1 am sure that my child's leachefis) will contact me about my child's work in clus, if ncccssary. 
.79 29.1 am sure that my child's tcachcr(s) will contact me about rny çhild's homework, if ncccssq. 
.75 3 1.1 am sure that my child's tcacher(s) will contact mc about my child's behsiviour, if necessary. 
.71 37. My child's teacher(s) makes me fcel p m  of a tcam. 
.77 39. My child's teacher(s) seems interested in hcaring my opinions about my child. 
.68 40, Pmnis find ieachcrs easiiy approachable ai this school. 
.75 44. My child's tericher(s) makes timc io talk to mc whcn it is ncccssiwy. 
.65 56.1 am sure that my child's tcacher(s) will ask me io hclp my child with sçhoolwork if necesscuy. 
.80 61.1 find my child's teacher(s) eiisily approachable. 

Scale 6. perception of parentlteacher communication 
T8 4 ITEMS "Alpha" : .91. Items with "correcied item-total correlations": 
.76 2 1.1 fecl free to contact my child's tcacher(s) abaut my child's work in class. 
-79 25.1 feel free to contact my child's teachcr(s) aboui my child's behrrviour in class, 
.84 67.1 fcel free to contact my child's teachcr(s) when 1 think my child is having difficulty. 
.80 69.1 feel frcc IO contact my child's teachefis) about my child's homework, 

Scale 7. parent values schooling 
T7 9 ITEMS "Alpha" : .73. Items with "correctcd iicm-toial correlaiions": 
.41 1.1 talk to my child about school eventsfrictivities. 
,39 4.1 encourage my child always to do his/her best work in school. 
.33 1 1. It is important to me that my child dws well in school 
.46 14. I set high expectations for my child's school achievement. 
.42 41. 1 expect that my child will go on to pst-secondary education after high school. 
.5 t 42. It is important to me that my child does a good job on his/her homework. 
.52 59.1 taik to my child about schoolwork quite a lot. 
-47 63.1 talk to my child about what s/he will do after high school quite often. 
.28 68.1 believe thrit school is important to my child's future. 
m e  for t9 



Scale 8. perception of s c h d  climate 
T8 7 ITEMS "Alpha" : .86. Items wirh "corrected item-total correlations": 
.66 24. Students are excited about learning in this school. 
.65 26. Students in our school have the necessiuy ûbility to cichieve weil in basic skills. 
.65 28. The acadcmic emphasis in our school is challenging to studcnts. 
.68 30. Students are proud of our school. 
.69 32. Our school rcflects the values of the community in which it is located. 
.61 36. Terrchers make schaolwork interrsting for students. 
S I  47. Our school makes visitors feel welcome. 

Scale 9. perception of parent efncacy 
T8 7 ITEMS "Alpha" : .74. Items with "corrcctcd item-total corrclations": 
.53 38. My own education prcpared me well to hclp my child with school work. 

.56 49. 1 usually feel able io help my child with homework. 

.36 50. 1 have enough information from the school about what the children will be lcaming to help my 
çhild. 

.57 5 1. 1 understand what my child is learning in school. 

.59 52. 1 am able to make a strong contribution to how well my child docs in school. 

.45 54. Our family has strengths that help my child to succced in school. 

.22 REVERSED 60. My child and 1 find it difficult to work topethcr on schoolwork . 



STUDENT SCALES 
Scale A. communications with parents. 
T8 (7 items) "Alpha" : .75. "corrected item-total correlations": 
.45 1. 1 let my parent@) know about school events and activitics. 

-45 2.1 would tell my parents i f  1 was having trouble with schoolwork. 

.53 3.1 let my pwent(s) know about things that happen in clûss. 

.47 9.1 would tell my parents if I wiis in trouble at school. 

.41 12.1 would tell my parents i f  1 was having a problem with my tcacher(s). 

.43 13.1 feel comfortable asking my piuents for help with my homework. 

.58 17.1 feel cornfortable talking to rny parents about schoolwork. 

Scale Ba student values school. 
T8 7 ITEMS "Alpha" : .77. "correctcd item-total correlations": 
.58 22. REVERSED School i s  a wastc of time for me. 
.52 27. I don't stay home from school unless 1 have a really good reason. 
.59 28. It 's important io me that my tcacher knows that 1 am doing my bcst in school. 

-56 32. It's important to me that rny p;uent(s) know that 1 am doing my bcst in school. 
.45 33.11 bothcrs mc i f  1 am Iritc handing in asignmcnts. 
-42 REVERSED 41.1 stay away from school whenever 1 can. 
-34 73. School is  important to my future. 

Scale C. perception of schooiihome communication. 
T8 (6 ITEMS) "Alpha" : 3 5 .  Iicms with "corrected item-total correlations": 
.67 4. My tericher Icts my parent(s) know about our work in clriss. 
6 5  5 .  My teacher Icts my prirent(s) know about what I am leaming in the clrissroom. 
.6û 6, My ieachcr Icts my piirent(s) know about my homework assignmcnts. 
.7 1 3 1. My teacher lets my parents know about class projccts that are rissigned. 
.62 38. My tcacher lets my parents know about what we will be studying next in clus. 
.54 44. My teachcr lets my parents know how they can hclp me with my schoolwork. 

Scale D. perception of personal emcacy. 
T8 (7 ITEMS) "Alpha" 78: "corrccted item-total correlations": 

.56 42. Whcn my teacher explains things in clms 1 usually understand first tirne. 

.49 45. When 1 do well on a difficult assignment i t  is usually because 1 worked hmd. 

.32 47. Whcn 1 don't do well on an ssignment, 1 usudly feel that 1 can do betier ncxt time. 

.56 48. When 1 make up my mind to do well in school 1 usually succeed. 

.57 49. REVERSED 1 often have difficulty with my schoolwork. 

A5 50.1 feel thar 1 have the ability to do well in  school if 1 want to. 

,60 5 1.1 drnost never have trouble doing my homework. 



Scale Eo perception of studedteacher collaboration. 
T8(10 ITEMS)"AlphaW: 3 3 .  Items with "corrected item-total correlations": 
.41 7. My teacher spends time talking to mc individually about my schoolwork when it is nccessiuy. 
.55 15. My teacher gives us opportunities to mûke suggestions about activities in the classroom. 
.46 16. My teacher asks me to help oiher siudenis with work in the classroom. 
.52 20. It is important to my teacher that 1 understand my homework assignmcnis. 
-66 25. I feel cornfortable making suggestions to my teacher about activities we could do in the 

classroom. 
.63 30. My teacher is interested in heuing my opinions even when 1 disagree with herhirn. 
.53 39. My teacher sometimcs asks students to take leadership in classroom activities. 
.52 40.1 know 1 cm get help from my teacher when 1 need it. 

.56 52. My ieacher sornetimes asks students to explain ides  in class. 

.44 53. My teacher sometimes lems things from students in class. 

Scale F. perception of parent valuing school. 
T8 (9 1TEMS)"Alpha": 67.  Items wiih "corrected hem-toial correlations": 

8. My parent(s) want me io do weil in school. 
10. My piuent(s) want me to participatc clciively in al! classroom activities. 
23. My parent(s) expect mc to teil them when 1 am having problems with my schoolwork. 
35. My parents expect me IO gct my homework done. 
57. My parents enjoy aitending cvcnts rit the sçhaol. 
58. My pmnts know my tcacher. 
59. My parents make sure I have a quict place to do rny hamework. 
60. My parents expect me top continue my schooling a k r  gnduûtion i'rom high school. 
62. My parents bclicvc thsii school is important IO my futurc. 

Scale G. perception of peergroup values. 
T8 (8 1TEMS)"Alpha" :.79. Items with "corrcctcd item-total correlations": 
.48 19. When 1 iun having trouble with something in clsrss 1 fcel frec io risk my friends for help. 
.56 26. It is important to my friends ai school that they have their assignrnenis donc on iimc. 
6 1  29. My fricnds don't stay home from school unless ihey have a rcally g d  rcrison. 
.40 43. When one of my friends is having trouble with schoolwork 1 help thcrn. (old 39) 
.44 63. REVERSED My friends think that school is a wrisic of lime. 
.49 70. REVERSED My friends often act up in c h .  
.60 7 1. My friends ihink that school is important to their futures. 
.45 72. My friends participate in a lot of school activities. 

Scale H. perception of s c h d  climate. 
T8 (10 ITEMS) Alpha: 90. "correcied item-total correlations": 
.43 24. This school is a better place for studenis than others 1 know about. 
.73 36+1 feel proud of my school. 

6 5  46. 1 believe thai the texhers in this school really care abu t  how well 1 do in school. 



.63 55.1 feel safe in this school. 

.74 64. Teachers in this school treat the students with respect. 

.74 65. Rules in this school rue fair. 

.82 M. Teachers mat students fairly in this school. 

.58 67, Everyone in this school, including teachers, is involved in leaming. 

.55 68. The principal and the icachcrs in this school treat each othcr with respect. 

.66 69. If 1 had a choice, 1 would choose io  go to rhis school. 

Scab J. student acceptance of msponsibility. 
TS (5 ITEMS)"Alphri": .7 1. Itcms with "conccted item-total wrreluiiuns"; 
*.47 27. 1 don? stay home from school unlcss 1 havc a really good reiison. 

*.55 28. It's important to me that my teacher knows that 1 am doing my best in school. 

*.58 32. It's important to me that my parent(s) know that 1 am doing my bcsi in school. 
* .42 33. I t  bothers me if 1 am late handing in assignmcnts. 

.38 REVERSED 4 1.1 stay away from school whenever 1 can. 



TEACHER SCALES 
Sa le  TIP, Teacher involvement of parents. 
time 7 (N=20) "AIpha" : .72. 7 Itcrns with "correctcd item-total correlations": 
.QI 2. 1 let the parent(s) of my students know about things that happen in class. 
.44 4.1 send the piuent(s) of rny students samples of the work that students do in clliss. 
.34 8 . 1  contact the parent(s) when a student is having trouble with schoolwork. 
.43 2 1. 1 contact the parent(s) when a student is misbchaving in clus. 
.72 53.1 do my bcst to make parents feel comfortable whcn they come in to see me. 
.39 55. 1 invite parents to visit the clrissroom during instructional time. 
-59 56. 1 think of parents as pmners in their children's kming .  

Scale TC. Teacher collegiality. 
Time 7 (N=2 1)  "Alphri*':.84. Items with "correctcd itcm-total correlations": 

EVERSED 3. It is unusual for othcr teachers to obscrvc in my clrissroom while 1 am teaching. 
5. In this school there is a lot of sharing of teaching idcas. 
1 1. 1 visit other classrooms in the school to lciun from other teachcrs. 
12. 1 talk with colleagues in my school about profcssional topics. 
17. 1 have lais of opportunities to l e m  more about teaching in this school. 
25. This school is a profcssionally stimulating place ta work in. 
29. 1 get lots of support in this school for things 1 try to do to improve my teaching. 
30. The staff in this school usually solve school problems as a group. 
3 t . In this schuol the staff agrecs about whüc we are trying to riccomplish for studcnts. 
54. 1 welcome other teachcrs as obscrvers in my clsissroom. 

Scafe CS, Collaboration with students. 
T7 (N=2 1 ) "Alpha" : 30. Items with "correctcd itcm-total çorrclsitions": 

7. 1 spend clriss time talking to students individually about ihcir schoolwork. 
9. The studcnts in my clriss feel cornfortable in givinp their own opinions. 
15. 1 make sure my studcnts undersi;ind thcir homcwork issignments. 
24. 1 discuss classroom rules with students. 
26.1 encourage students to treat leming WITH ME as a tcam effort in this cliissroom. 
28. 1 expect some students io help othcrs to lem in the classroom and outsidc. 
34.1 s k  most or al1 students to take turns helping with things in the classroom. 
45. Student-leaô conferenccs would work well with the studcnts in my clrissroom. 
46. The students in my class rue encouraged to make suggestions for clrissroom improvement. 
50.1 spend time talking to students to gct to know more about them. 
57.1 encoungc each student in my class to iuk me for hclp with schoolwork when they need it. 



Scale PEo Parent efficacy. 
T i  (N=20) "Alpha" : .73. Itcms with "corrected item-total correlations": 

13. Parents usually follow through on the suggestions that 1 mrike regwding their child's school work. 
16. Whcn parents get involved in instruction it helps me to be more effective with students. 
20. Parents are usually able to help their childrcn with homework. 
23. Prirents can usually hetp thcir children to succeed in school. 
32. Parents can leiun more ways ta help their children with school work. 
35. Every farnily has some strengths that could be tiipped to incrcase studenis' success in school. 
39. Psircnts generally set high expectations for rheir childrcn's success in school. 
42. Parent invotvemeni in instruction is  important to the establishment of good school climate. 
48. Parcnts of the stuclenls in iiiy CIUS CÜU me when they have a concem. 
56. 1 think of parents as piutners in their children's leming. 

Scale PA. Parent Activity. 
13. Parcnts usually follow rhrough on rhc suggestions that 1 make rcgiuding theit child's school work. 
16. When parents get involved in instruction it  hclps mc to k more cffcctivc with siudents. 
20, Parcnts are usually able to help thcir children with homcwork. 
23. Parents can usually hclp iheir children to succeed in school. 
32. Parents can l e m  more ways to help their childrcn with school work, 
35. Every family hris somc strcngths thai could be tzippcd to increasc studcnts' success in school. 
48. Parents of the siudcnts in my clriss cal1 me whcn thcy havc a concem. 
56. 1 think of parents iis pivtncrs in their childrcn's Icarning. 
Parents of the students in my clws mûke sure the studcnts corne to school rcsidy io Icarn. 
Parents of the students in my class help the studcnts prcpare for tests. 

Scale TE. Teacher ef'flcacy. 
TI (N= 19) "Alpha" : .73. Itcms with "comected item-total corrclritions": 
.33 1.1 make schoolwork interesting for almost ail the studcnts in rny dus. 
.58 19.1 have a positive influence on the learning of almost every child that 1 tcach. 
,543 REVERSED 27. Some siudents in my cl,ws find school boring. 

.59 40. 1 cm establish a good working relationship with almost al1 thc parents of childrcn in my class. 

.49 44.1 fcel confidcnt that 1 can cstablish a good working relationship with almost any studcnt. 

.35 61.1 know rny students do well when they get to high school. 

Scale S R  S tudent respoasibility . 
Timc 7 "Alpha" : .57. Items with "correctcd item-toial correlations": 
.27 10. In generd my students are willing to take responsibility for their own leming. 

.37 33. 1 encourage students to accepi responsibility foc leming. 

.52 REVERSED 38. Children at this gracie level iire not yct capable of making good çhoices about what 
and how to lem. 

.36 4 1. Most students at this grade level have developed a sense of  personal responsibility for leming. 

.29 45. Student-led conferences would work well with the students in my cliissroom. 



FACULTY OF EDUCATION, SIMON FRASER UNIVERSITY 
CO-PRODUCTION OF LEARNING: PARENT INTERVlEW 8 

INITIAL INSTRUCTIONS FOR INTERVIEWERS 
A. Responses tend to be lengthier and more helpfut if the respondent feels comfonable. This may require 

visiting thcm at home. 
B. Try to elicit full responses-if the rcsponse scems terse, use the PROBES. The probes show the weris 

in which we need daiit. Only use the probes if n d e d  to get more information. 

INTRODUCTION: (TO BE READ): Our reserirch group (tcachers in the district and graduate students 
from Simon Fraser University) is engagcd in a reseruch project regarding the CO-procluction of Icarning 
in children-that is the ways in which teachcrs and parents can work together to help childrcn lerirn. 
We arc collecting infornation from teachcrs, parents, and childrcn about what hrippens and how people 
fecl about it. Could you please answer the following questions rrs complctely as possible, W ITH 
REFERENCE TO THIS SCHOOL YEAR. If you do not understand a qucstion ask me ta 
repeat it. 

THE SCHOOL: 
QUESTION I : How many children do you have in school? What grade level(s)? 

QUESTION 2: Plcrise descri be thc ways in which you arc involved with the school your child attends'? 
PROBES: Do you cal1 the school*? Do you visit the schsol sometimes'? Why? Do you feel wclcomc'? Do 

you work ris a volunteer sometimes, when convenient'? Why'? Do you attend meetings rit the 
school'? 

QUESTION 3: Havc there been tirnes this yeév whcn you fclt that you had to stand up for your child's 
intercsts ai school'? 

PROBES: Havc thcre bccn timcs whcn you fclt you nccdcd to, but did not'? What stopped you'? 

THE CLASSROOM: 
QUESTlON 4: As a parent do you feel thrit you can cal1 your child's teaçher? 
PROBES: Have you donc so? Why did you call? Did you fcel comfortable'? Were you satisfied wiih the 

ouicorne'? 

QUESTfON 5:  As a pmnt  do you feel that you can visit your chitd's classroom to talk to thc rcacher? 

PROBES: Have you had that opportunity'? Done so? Why did you go? Did you feel welcome'? Were you 
satisfied with your visit? Do you fcel that the teacher listcns to you and uses the information 
you provide'? 

QUESTION 6: Da you have sufficient opponunities to meet your child's teacher? 

PROBES: What kind of things are discussed in these meetings? Do you feel comfortable in thesc meetings? 



QUESTiON 7: Have you observed a lcsson in your child's classroom'? 
Would you likc to do so? How did (would) your child respond? What would (did) you l e m ?  

QUESTION 8: Could you descnbc ways in which you and the teacher work together in your child's 
education? 

PROBES: What could you do io help that you do not now do? Are there things the teachcr could do to 
make it easier for you to help your child lem'? Hu the teacher done anything to make it casier 
for you to help your child l em?  

QUESTION 9: Were there times this year when you felt that the teachcr missed an opportunity to gain 
your support'? 

PROBES: Can you rccatl spccit'ic incidents'! 

QUESTION 10: Hm there ever k e n  3 tirne this yeu when you felt excluded from decisions or leiuning 
activities affecting your child's schooling'? 

PROBES: What wcrc the circumstances'? 

QUES'RON 1 I : Could you describe thc ideal relationship betwecn parents and teachers'? 
PROBES: How would you desecribc the relationship betwccn you and your child's rcrichcr this yccir'? 

What could the teacher do to promote thc ideal rclationship'? What could you do to promotc thc 
ideal relationship? 

YOUR CHILD: 
QUESTION 12: Could you describe things you do to help your child lem'?. 
PROBES: Do teaçhers wclcome your assistance in clsilisrooms or school*? Docs your child ask for your 

help'? Do you feel comfortabtc about helping your child with school work'? Arc there some 
things that you feel morc comfortablc with thrin others'? What kind of help do you provide'? Do 
you enjoy this expcricnce'? Does your child cnjoy this? 1s there anything ihat prevents you from 
doing morc'? 

QUESTlON 13: Do you have a sense that your child's teacher respects your child? 
PROBES: What does she do that makes you fcel ihis way'? 

QUESTION 14: How does your child feel about school this yeru? 
PROBES: What docs s/he soy or do to mûke you think thai'? Hris your child's feeling about school 

changed frorn previous ycm'? How would your child feel about having to change schools'? 

QUESTION 15: ûoes your child taîk about what hûppems in school? 
PROBES: About teachers? About schoolwork? About friends? 



QUESTiON 16: In what wûys do you feel your child ides responsibility for hisher own education'? 

PROBES: How dws s/he feel about homework*! About studying for tests:' 1s s/he anxious to improve the 
gmdcs sihc gcts? What would you like to see himlher do differently, i f  anything'? 

QUESTlON 17: How do you feel about your child's choice of friends this ycw? 
PROBES: Do your child's friends take school seriouslyO? Are they involved in any activities that wony 

you'? Has the group changed this year'? 

- -- - -- 

QUESTION 18: Does your child trilk about plans for the future-high school and after'? 

QUESTION 19: 1s there anything 1 haven't riskcd you on this topic that you would like to mention'! 

THANK YOU VERY MUCH FOR THE INFORMATION AND ASSISTANCE YOU 
HAVE PROVUIED. 



FACULTY OF EDUCATION, SIMON FRASER UNIVERSITY 
CO-PRODUCTION OF LEARNWG: STUDENT INTERVIEW 8 

INITIAL INSTRUCTIONS FOR INTERVIEWERS 
Try to clicit full responses-if the responsc seems terse, use the PROBES listed with thc questions. 
C. If the respondent begins to repeat himselfherself, try to redirect thc responsc by moving to û probe or 

to the next question. 

GENERAL PROBE: Can you tell me more about that? 
INTRODUCTION: (TO BE READ): Our rcsearch group (graduate students from Simon Fraser 

Univcrsity) is engagcd in a research project regiuding the CO-production of leming in students-thai i s  
the ways in which teaçhers and parents can work togethcr to help students I c m .  WC are collecting 
information from tcachers, parents, and students about what happens and how people fecl about it. 
Could you please answcr the following questions as completely as possible, WITH REFERENCE 
TO THIS SCHOOL YEAR. lf you do not understand a question please risk me to rcpcrii it. 

THE CLASSROOM: 
QUESTION 1 :  Some kids find thcir classrooms sue places whcrc they crin work wcll and l e m  lots; othcrs 

have told us about classrooms whcre it is difficult io work and lem.  What is your clrissroom 
like? 

PROBES: How do your friends feel? Do you like coming to schoal ihis ycsu? Why:' 

QUESTION 2: Do you evcr feel ihat things could bc donc differcntly or bcticr in your clwsroom. 
PROBES: In what ways'? Have you evcr spokcn to your tcaçhcr about this? What reaction'? If you could 

change one thing what would it k*? 

QUESTION 3: Tell mc about yaur favouritc teachcr. Why wsls s/he your hvouritc? 

QUESTION 4: In what ways is  your prcsent tcacher likc or untike thsi teachcr:' 
PROBES: Dws your teûcher talk to you individually about your school work? Aboui things you do 

outside of school? Do you have classroom rules'? Where did the rulcs corne from? 

QUESTION 5: Some teachcrs pay aiiention CO studcnt opinions and ideas, othcrs don'[. What i s  your 
classroom likc'? 

PROBES: What dws your tctichcr do that hclps you fecl this way'? 1s your teacher fair to you and io other 
students'? 

QUESTION 6: Does your teacher have some ways of letiing your parents know about what you are 
learning in cl;iss? 

PROBES: How does your teacher do this? 

QUESTION 7: Does y w r  teacher have ways of leiting your parents know about homework'? 

PROBES: How does your ieacher do this? Does your teacher expcct you to get help from your parents? 



YOUR PARENT@): 
QUESTION 8: Do you talk to your parent(s) about things that happen at school'? 
PROBES: I f  YES: What kinds of things? Do you and your parents talk about schoolwork? Are there 

other things'? Homework? Teachena? Things you are leiuning'? I f  NO: Why is that? 

QUESTION 9: Do your parent(s) help you with schoolwork? 
PROBES: Do ihey help you study for tests? How'? When you have trouble understanding something, do 

you ask your parents to hclp? Are thcy usually able to help? How do they'? Do you do things 
with your parent(s) that help you lem-library, museums etc? 

QUESTION 10: Some kids tell us thiu they enjoy working with their pûrcnt(s) on schoolwork. Others find 
it difficult io work with their parents. Wherc do you fit in'? 

PROBES: Do ihey undersrand your schoolwork well enough io help? 

QUESTION I 1 :  Do your parents talk to you about cducation'! 
PROBES: Do they talk about when they were in school'? What kinds of things do they say about 

cducation/schooIing? What do ihcy think about your educaiion/sçhooting'? 

QUESTION 12: M a t  you arc going to do after you leave (FINISH) school'! 
PROBES: How fat do you cxpect to go in school? Do you talk about this with your parents? With your 

friends'? What things zuc you doinp now to prepare for what you want to do Iriicr'! How can 
your pareni(s) help you to prepare? How crin your school/teacher heip you to prepiue'? 



FACUL'IY OF EDUCATION, SIMON FRASER UNIVERSITY 
CO-PRODUCTION OF LEARNING: TEACHER INTERVIEW 8 

INITIAL INSTRUCTIONS FOR INTERVIEWERS 
A. Responses tend to be lengthier and more helpful if the respondent feels comfortable. This may require 

visiting them at home. School may be convenient, but perhaps not a relaxing place. 
B. Try to elicit full responses-if the response seems terse, use the PROBES listed with the questions. 

Your questions must be sborî though, so only use the probes if nenld. 
C. If the respondent begins to rcpeat himselfhcrself, try to redircct the response by moving io a probe or 

to the next question. 
INTRODUCTION: (TO BE READ): Our research group (teachcrs in the district and graduate studcnts 

from Simon Fraser University) is engaged in ri research project regarding the CO-production of leming 
in children-that is the wûys in which teachers and parents can work togciher Io help children leam 
We are col1ecling information from teachers, parents, and children about what happens and how people 
feel about it. Could you please ünswer the following questions as completely as possible W ITH 
REFERENCE TO THIS SCHOOL YEAR. If you do no1 understand ;i question ask me to 
repeat it. 

QOESTlON 1: Does ihis school solicii or encourage pareni involvement? 
PROBES: Can you givc some cxamples of how to do it*? Any changes during the s c h d  year? 

QUESTION 2: As a [cacher do you fcel thai parents should always fcel welcomc in your school? 
PROBES: Are there ways of milking thcm feel welcomc'? Any changes during the school yrtrir? 

QUESTION 3: Do you wclcorne parents in your clrissroom? 
PROBES: Do they intempt things'? Do the children accept thcir prcscnce without fussing'! Any 

changes during the s c h d  year? 

QUESTION 4: Can you describe some way s in which you involvc parcnts in instruction'? 
PROBES: Do you ask parents to help in the schoollclassroom sometimes'? Do you iwk parents to 

accompany c hildren on field-trips? Do you cd1 parcnts somçtimcs for information*? Any 
changes during the s c h d  year? 

QUESTION 5: Could pmnts help in the schml more than ihcy do'? 
PROBES: In whiit ways?. Any changa during the school year? 

QUESTION 6: Are there things which preveni parents from doing more io help their child IO lem? 
PROBES: What kind of help can they provide'? Do they feel capable of helping? Any chan~es during 

the schod year? 

QUESTION 7: How would you describe the relationship bctween parentsheachers? 
PROBES: What could they do to help/support that they do noi now do? Any chanses duriafi tbe 

s c b d  yeac? 



QUESTION 8: Have you helped parents to l e m  things that make i t  possible for ihem rtssist their child 
with school work'? 

PROBES: Could you give some examples'? Any changes during the school year? 

QUESTION 9: Do you feel that childrcn can take responsibility for thcir own education? 

PROBES: How? Could you give some examples? Any changes during the school year? 

QUESTION 10: Do children in your clriss have opportunitics io choose what or how they will l e m ?  
PROBES: Could you give some examples'? Any changes during the school year? 

QUESTION I  1 :  Many ieachers worry about whether they are reaching al1 thcir students. How do you fccl 
about that? 

PROBES: Affect every child? Feel effcctive with every child'? Any changes during the srchool 
year? 

QUESTION 12: What kinds of work do you frequently do with orher teachers? 

PROBES: Problems of siudents'? Classroom observing'! Sharing instructional idem? Any changes 
durlng the school year? 

QUESTION 1 3: Would you say that tcachers on this staff WC unitcd in iheir approitc hes to icaching'! 

PROBES: helping each other to improve'? Trcsitment of siudents'? School goals'? Any changes 
during the school year? 

QUESTION 14: What i s  this school like as ri place to teûch'? 
PROBES: Stimulriting? Collcgial'? Supporiivc'? Any changes during the school year? 

QUESTlON 15: Would you say that in this school teachcrs got the support and rcsourccs thcy nccd to do a 
good job? Any changes during the schd year? 

QUESTiON 16: What words immediately corne to mind when 1 mention the following: "the rclaiionship 
between parents and teachcrs"? 

PROBES: How do you think your parents would rcspond to this question? Any changes during the 
schod year? 

QUESTION 17: 1s there anyihing I haven't asked you on this topic that you would like to mention'? Any 
cbanges during tbc schod ycar? 



CONSENT FORMS AND LETTERS 

SIMON FRASER UNIVERSITY 
Burnaby, B.C. VSA 1S6, CANADA 

Mmiiiistrütive Leadership Program 

Faculty of Education 

Peter Coleman 

(604) 29 1-3622 

LETTER OF CONSENT (PARENTS) 

Dear Parents: 

Your school and your school district have given permission for a group of teachers 

in the district and some graduate students at Simon Fraser University to conduct s 

research project in your school. We are interested in the extent to which teachers and 

parents can work together on instructional matters. to the advantage of the children. 

The project is entitled The Co-production of Leaming. Previous research suggests 

that in schools where parents are involved in helping with instructional activities. either ai 

home or in the school. by such things as helping the child to develop good study skills. 

children sometimes l e m  more and develop more positive attitudes to school. Often such 

previous research has involved workshops for parents and teachers on how they can 
collaborate to help children lem.  

The project will lut for two years, covering the transition from grade 6 or 7 to grade 

8. During this time the students and parents in the present grade six or seven class will be 
asked to work collaboratively with the teacher in a variety of ways. The resewchers will 

provide some training for parents and teachers and will monitor the results to give ûdvice 

and assistance. 

There are two possible levels of participation for parents and children: 
. . Fufl would involve ottending some training sessions held at the 

school and agreeing to impiement some of the recommended practices in working with 

your child in the home. In addition. full participation would involve agreeing to a series 



of brief telephone interviews and responding to pencil-and-paper opinion surveys during 
the period of the study. 

. .  . ed D ~ I C ~  would involve you and your child responding to a pencil- 

and-paper opinion survey and one or two brief interviews. 
You rnay, of course, choose not to participate at dl. should you choose at this time 

either full or limited participation. you and your child may still withdraw from the project 
at any time. 

Al1 information provided by you and your child during the course of the project will 
be heid in confidence by the research group. Your responses to surveys and interviews 

will be coded so that your name does not appear in the data files. At no time will anyone 
ai your school have access to the information you personally provide. Al1 reports will use 

coded data only. Your anonymity is thus assured. 
Should you at any time have concems about the project. you may contact the 

Director of the research team, Dr. Peter Coleman. by calling. collect. (604) 29 1-3622, or 
the Dean of the Faculty of Education at Simon Fraser University. You mry also 

communicate with the Principal of the school or the Superintendent of the school district. 
If you choose full participation. ongoing progress reports will automatically be 

provided to you.1 Should you choose limited or no participation. you may still leam about 
the results of the project by calling or writing to the Director of the project. 

Would you please complete the attached form and retum it in the envelope with the 
survey. 

Yours truly 

Peter Coleman, Professor 

CO-PRODUCTION OF LEARNING PRO JECT 
GENERAL LETTER OF CONSENT (PARENTS) 

School Name: 

Print Name (Child): 

Print Narne (Parent): 

Signature: 

Telephone No.: 



CO-PROCUCTION OF LEARNING PROJECT 
CONSENT FORM-PARENT INTERVIEW 

I understand that the information 1 provide by completing this interview will be 

used exclusively for the research project entitled CO-PRODUCTION OF 
LEARNING, about which 1 have received previous communications. and in which 1 

agree to participate. 

The terms upon which 1 provide the information sought here are that the 

information will be given an identifying code to ensure anonyrnity. No-one at the school 

or in the district will ever be able to identify the information provided through this 

interview by me as an individual. 

School Name: 

Print Name (Child): 

Print Name (Parent): 

Signature: 

Date: 

Telephone No.: 



CO-PRODUCTION OF LEARNING PRO JECT 
CONSENT FORM-PARENT SURVEY 

1 understand that the information 1 provide by completing this survey will be used 

exclusively for the research project entitled CO-PRODUCTION OF LEARNING, 
about which 1 have received communications, and in which 1 agree to participate. 

The terms upon which 1 provide the information sought here are that the 

information will be given an identifying code to ensure anonymity. No-one at the school 

or in the district will ever be able to identify the information provided through this survey 

by me as an individual. 

School Name: 

Print Name (Child): 

Pint Name (Parent): 

Signature: 

Telephone No.: 



CO-PRODUCTION OF LEARNING PRO JECT 
INFORMATION FORM-STUDENT SURVEY 

1 understand that the information 1 provide by completing this survey will be used 
for the research project entitled CO-PRODUCTION OF LEARNING, about 
which my parents have received information, and in which they have agreed to 

participate. 

School Name: 

Teacher's Name: 

Print Name (S tudent): 

Print Name (Parent): 



SIMON FRASER UNIVERSITY 
Burnaby, B.C. VSA 1S6, CANADA 

Administrative Leadership Program 

Faculty of Education 

Peter Coleman 
(604) 29 1-3622 

LETTER OF CONSENT (TEACHERS) 
Dear Teac tiers: 

Your schooi district has given permission for a group of teachers in the district and 
some graduate students at Simon Fraser University to conduct a research project in your 

school. We are interested in the extent to which teachers and parents can work together 
on instructional matters, to the advantiige of the children. 

The project is entitled The Co-production of Learning. Previous research suggests 
that in schools where parents are involved in helping with instructional activities. either at 

home or in the school, children sometimes l e m  more and develop more positive attitudes 
to rhool. These attitudes often prsist into junior secondary school. and sometimes help 
to ease the transition between kinds of schools. Often such previous research hrs 
involved workshops for parents and teachen on how they can collabowte to help children 

lem. 
The project will last for two or three yem, covering the transition from grade 6 or 7 

io grade 8. During this time the students and parents in the present grade six or seven 

class will be asked to work collaboratively with the teacher in a variety of ways. The 
reseûrch group will provide some training for teachers and parents in the CO-production of 

learning and will monitor the results of these training activities. 

There are two possible levels of participation for parents and children: Full 
. .  . icwatlQn involves attending some training sessions held at the school, agreeing to 

implementing some of the recomrnended practices in working with the child in the home, 
and agreeing to a series of brief telephone interviews and responding to pencil-and-paper 

. . .  . opinion surveys during the period of the study. h i t e d  oarticii>atioq involves the parent 
and child responding to a pencil-and-paper opinion survey and one or two brief 

interviews. Parents may choose not to participate at d l .  
For teachers. participation involves participating in some teacher-only training 

sessions, which will be scheduled at the convenience of the schools involved, with the 

project bearing the cost of release time. One session will be joint teacherlparent. and will 



necessarily be held in the evening. There will be a second parent evening meeting, which 

teachers rnay choose to attend. 

Teachers will also be asked to complete some pencil-and-paper surveys. and 
participate in several brief interviews, often by telephone. Al1 information provided by 

you during the course of the project will be held in confidence by the research group. 

Your responses will be coded so that your name does not appear in the data files. At no 

time will anyone at your school have access to the information you personally provide. 

Al1 reports will use coded data only. Your anonymity is thus assured. 

Should you at any time have concerns about the project, you may contact the 

Director of the reseiuch team, Dr. Peter Coleman. by calling. collect, (604) 291-3622, or 

the Dean of the Faculty of Education at Simon Fraser University. You rnay also 

comrnunicrite with the Principal of the school or the Superintendent of the school district. 

Ongoing progress reports will rutomatically be provided to you; a final report will 

be available upon request. 

Would you kindly indicrte your willingness to be involved in this project by signing 

the second copy of this letter and retuming it to your principal. 

Yours tmly 

Peter Coleman, Professor 

I CONSENT TO PARTICIPATE IN THIS RESEARCH PROJECT ON THE TERMS 
DESCRIBED, 1 UNDERSTAND THAT THIS CONSENT MAY BE WITHDRAWN 

AT ANY TIME, AT MY DISCRETION. 

School Name: 

Print Name: 

Signature: 

HOME Telephone No.: 



CO-PRODUCTION OF LEARNING PROJECT 
CONSENT FORM-TEACHER INTERVIEW 

I understand that the information 1 provide by completing this interview will be 

used exclusively for the research project entitled CO-PRODU CTION OF 
LEARNING, about which 1 have received previous communications. and in which 1 

agree to participate. 
The terms upon which I provide the information sought here are that the 

information will be given an identifying code to ensure anonymity. No-one at the school 

or in the district will ever be able to identify the information provided through this 

interview by me as an individual. 

Schooi Name: 

Signature: 

Telephone No.: 



CO-PRODUCTION OF LEARNING PRO JECT 
CONSENT FORM-TEACHER SURVEY 

1 understand that the information 1 provide by completing this survey will be used 

exclusively for the research project entitled CO-PRODUCTION OF LEARNING, 
about which 1 have received communications, and in which 1 agree to participate. 

The terms upon which 1 provide the information sought here are that the 

information will be given an identiQing code to ensure anonymity. No-one at the school 
or in the district will ever be able io identify the information provided throvgh this survey 

by me as an individual. 

School Narne: 

Pint Narne: 

Signature: 

Telephone No.: 



TIME 2 CODE LIST 
REPORT HEADER 

This Report is on the following codes: 
admin supportivc of t 
builying 
fricnds Jisc ciueer plans 
friends disc career plans not 
friends like clnn 
fricnds like clrm no[ 
friends li ke sch 
friends likc sch not 
fricnds li ke schaol 
friends likc t 
fticnds like t not 
friends wrint gd educ 
gooû tchr 
p also a t 
p asks s re sch 
pasks t IO infonn p 
p asks to for help 
p attends activities 
p attcnds intcrvicws 
p attends interviews not 
p attends mtgs 
p attends mtgs not 
p call t 
p cdl  t not 
p cal1 t re insi 
p cal1 t re s ach 
p cd hclp more 
p cd help more not 
p cd help s i f  riskcd by i 
p choose c h  
p comfonable in clrm not 
p comfonable with t 
p comfonable with t not 
p commun t 
p commun t not 
p commun t re s progress 
p concem rc sch 
p concems re high sch 
p dwsnt like sch niles 
p dont respond t initiatives 
p encourages post sec 
p encourages s rc rich 
p encourages s resp 
p excluded 
p excluded not 
p expecc best s effort 
p cxpects high t cxpcc 
p expects hw 
p expects post scc 

p expects p s t  sec no1 
p fed dble ic, help 
p fecl free to call or go in 
p happy with s 
p helping s comfortable 
p helping s difficulties 
p helping s enjoys 
p helping s works well 
p helps s 
p hetps s lcss 
p helps s more 
p helps s n a  
p helps s same 
p intcnupts things 
p inv clnn 
p inv clrm biuricr confidential 
p inv c l m  b d e r  p relucrmce 
p inv clrm banicr t time 
p inv clrm not 
p inv clrm worthwhile 
p inv depcnûs on s 
p inv preater in priv sch 
p inv inst 
p inv inst brimer cost 
p inv inst barricf curric knowl 
p inv inst bümcr methds 
p inv inst banier no t explan 
p inv inst barrier nonc 
p inv inst brinier p ability 
p inv inst barrier p desire 
p inv inst bamcr p work 
p inv inst barricr s discornfort 
p inv inst bamer s n e d  
p inv inst barrier s ieluctance 
p inv inst barrie1 t control 
p inv inst bamer t necd 
p inv inst bamcr timc 
p inv insi barrier what to do 
p inv inst change 
p inv inst not 
p inv sch 
p inv sch not 
p knows t 
p like clrm 
p like clrm not 
p like sch 
p like sch not 
p like t 
p likc t not 

p li kcs acrid press 
p likts calcndar oi cvents 
p likes clrm newslecter 
p li kes curric preview 
p likes interim report for s 
p likcs plrinner 
p 1 i kes principal 
p Iikes principal noi 
p likes s work folder 
p meets with t 
p mects with t not 
p moniiors hw 
p n a d  ta bi: involved 
p nmd IO In how to hclp 
p nads curric know 
p not cxcludcd 
p prcf re t praç 
p shd lx involvcd 
p shd commun with t 
p shd encourage s rcsp 
p shd fcel welçome 
p shd follow up re tests 
p shd follow up re work foldcrs 
p shd hclp more in clrm 
p shd help s 
p shd monitor hw 
p shd monitor s work 
p shd support i 
p stands up for s 
p stands up fors not 
p supportive of sch 
p supportive of sch not 
p supportive of t 
p t commun worthwhilr: 
p t discuss s ach 
p t discuss s attitude 
p t discuss s motivation 
p t discuss s progrcss 
p t discuss various 
p t rel adequüte 
p t rel dl get dong 
p t rel busincsslike 
p t rel change no; 
p t rel cwpentive 
p t rel &pends on p inv 
p t rel depends on t 
p t rel distant 
p t rel doni know 
p t rel friendly 



p t rel good 
p i rel important 
p t rel improves 
p t rcl know each othcr well 
p t rel lacks commun 
p t rel need to commun 
p t rel noi good 
p t rel open 
p t rel professional 
p t rel the ideal 
p t rel work togeiher 
p talks s re carcer 
p tells s to ask t for hclp 
p think t dont listen 
p think i think dont know 
p think t think p t rel not gd 
p think t think pi rel depends 
p think t think pi rel gd 
p ihink t think pi rel improved 
p uses s work foldcr 
p visit clnn 
p visii sch 
p visiis clrm not 
p visits sch not 
p volunttrer 
p volunteer barrier 
p voluniecr biurier p work 
p voiunteer biurier time 
p volunteer changes not 
p voluntecr not 
p want to help s 
p wants t to inform 
p wd likc opcn clrm day 
p wd likc IO see t more 
p welcomc clrrn 
p welcomc clrm not 
p wclcome sch 
p wclcomc sch not 
p willing IO help 
p works 
parcnt group 
p c r  pressure 
pi rcl trust 
pis al1 gci along 
pis collab nccds priority 
s acad plans 
s approaches t re prob 
s approaches t w i h  sugg 
s üsks p for help 
s asks t for help 
s uks t for help not 
s attitude change 
s bord 
s catecr plans 
s cd apply self more 
s cd be more confident 
s cd cornplain less 
s cd do bcttet 
s cd reiui more 
s cd study m m  
s choose ûctivities 
s choose activities not 
s choose approach 

s choose s groupings 
s cornfortable with t 
s cornpetitive 
s confidence improves 
s counts for smthg 
s does hw 
s docs h w not 
s doesnt Iike pts coop 
s doesnt like sch rules 
s doni bnng info home 
s enjoys sch more 
s helps s 
s inv extra curric at sch 
s likes clrm 
s 1il;cs clrm not 
s Iikcs pliinner 
s likes principal 
s likes sch 
s likcs sch less 
s likes sch more 
s likcs sch not 
s likcs r 
s likes t not 
s likcs ialk p nui 
s likcs work folden 
s nccd hw 
s n e d  strict t control 
s newous re hiph sch 
s performance improvcs 
s performance worsens 
s performing well 
s prcf rc cinn 
s prcf rc sch 
s prcf rc t prix 
s resp 
s resp c m  do so 
s resp exin cumc 
s rcsp for Ing 
s resp hw 
s rcsp improvcs 
s resp independent 
s resp lacks motivation 
s resp motivaied 
s resp not 
s resp procmtinaies 
s resp sets goals 
s resp t followup 
s respect i not 
s response to p in dass 
s self evaluation 
s shd be resp 
s stays away no1 
s tdks p 
s tdks p rrctivities 
s tû lh  p changes noi 
s idh p less 
s iûlh p likes it 
s ialks p likes it not 
s talh p more 
s tdks p not 
s tdks p re ccarrcr 
s talks p schwk 
s tdks p uncornfortable 

s wanls gd educ 
sch cd do more to help s 
sçh cd give more notice 
sch defensive 
sch docsnt consider whole s 
wh cncounges inst inv not 
sch cncounges inv 
sch encourages inv no1 
sch gd place io l e m  
sch gd place to teach 
sch hclps p In things 
sch holds meei the t night 
sch invites p in 
sch invites p to mtgs 
sch nul pub 
sch scnd newsleiters 
sch shd award s 
sch shd discipline mure 
sch shd do carecr prep 
sch shd involve p 
sch supportivc of t 
siblings hclp s 
t approachable 
t asks p IO help not 
t asks p IO hclp s 
t asksp to heip s not 
t asks p IO voluntctr 
t asks p IO voluntmr noi 
t asks p to work with s 
i asks s for hclp 
t risks s for ideas 
t availrible ta p 
t çalls p 
t rails p fur hclp 
t cdls p for hclp not 
t calls p not 
t crills p re s behav 
t calls p re s progrcss 
t crills s names 
t challenges s 
t challenges s not 
t chooses activities 
t clrm pnc 
t collab t buddy rdg 
t comfortablc with p 
t commun p 
t commun p not 
t conirols s well 
t doesnt lisien to s 
t dont have timc for s 
t dont terrh things 
t effective with every s 
t encourages extra s work 
t encourages p expect hw 
t encounges p help s 
t encounges p help s not 
t encourages p inv 
t encourages p inv not 
t encourages p look s work 
t encourages p siudy with s 
t encourages p to cal1 
t encourages p to encourage s 
t encourages s hclp s 



t encourages s re ach 
t encourages s r a p  
t expcctations for s 
t expects hw 
t expects hw not 
i explains things to p 
t explains things IO s 
t explains things IO s not 
t fair 
t flexible re s neds 
t follows up not 
t follows up p commenis 
t follows up p phone cal1 not 
t get support resources 
t gives p ideas reinv inst 
t hm high expect re s schwk 
t hrisnt hclpcd p In things 
t hclps p In things 
t helps s 
t hclps s mornings 
t hclps s not 
t informs p 
t infonns p re cumc and insi 
t informs p re cumc not 
t informs p re projccts not 
t informs p re s ach too late 
t informs p re s progress 
t intimidatcd by s 
t invites p in 
t invites p in not 
t likes s not 
t likcs share with oihcr t 
t lisicns to p 
t listcns IO p not 
t listcns IO s 
t m i s d  opp for p support 
t misscd opp for p suppon not 
t monitors s work with p 
t motivates s 

t need more exp of life 
t not fair 
t observes other t not 
t observes t not 
t open house 
t open with p 
t p work together 
t p work iogeihcr not 
t plaises S 

t pniscs s flot 
t prepares s for high sch 
t reaches al1 s 
t receptive to s sugg 
t recognizes s ach 
1 rcjcct p 
t respects s 
t respects s not 
t responds to s needs 
t responds to s neds not 
t retums p phone calls 
i rewards s 
t s get along 
t s work well togcther not 
t secs p ai primer 
t sees p as partner dont know 
t secs p as panner not 
t sen& extra work home 
t siends notes homc 
t share mails ideas 
t share t not 
t shd commun to p 
t shd drcss prof 
t shd exp more life 
t shd givc info on how io hclp 
t shd giveinfo re curric 
i shd give infore s ach 
t shd givc proj outlincs 
1 shd heip s more 
t shd inv p in clrissrrn 

t shd invite p in 
t shd listen to s 
t shd meet p 
t support t 
t supportive of  p 
t trilres it  out on s 
t takes time for each s nor 
t talk t 
t tiilk t r cp  
t trilk t re parents 
t talk t re studenis 
t tcaches other classes 
t teaches p re study skills 
t teaches s resp 
t thmks p for inst inv 
i ihink p ihing rel nceds imp 
t think p think p t rel gd 
t treats s as individuals 
t united in approwh 
t uniied in approach not 
t uses curric newslctter 
t uscs cumc newsle~ter not 
1 uses home Ing activiiies 
t uscs intcrim repons for s 
t uses ov~rviews 
t uses p as ichrs 
1 uscs phone calls 
t uses plmncr 
t uscs s self evaluation 
t uses s work foldcr 
t uses vidcoing of  s for p 
t wclcomes p 
t welcomes p not 
t work less now 
t works with t 
t works with t not 
t worrics rc reaching riIl s 
thrceway conferencc 

(End lis1 of codes) 
END OF HEADER 



REPORT HEADER 
This Report is  on the following codes: 

admin supportive of i 
bullying 
clrm gd place to leam 
friends disc career plans 
friends disc career plans not 
friends like clnn 
fricnds like clnn dont know 
friends like clnn not 
fricnds like sch 
friends like sçh not 
friends likr i 
fricnds like t not 
friends takc sch seriously 
home schooling 
p also a sch M member 
p alsa a t 
p as class parent 
p asks s rc sch 
p asks i for hclp 
p asks i how io help 
p asks t to help s 
p asks t 10 inform p 
p attends activities 
p atiends interviews 
p attends mtgs 
p attends migs noi 
p calls t 
p calls t no1 
p cd help more 
p cd help more no1 
p choosc activities 
p comfonablc in sch not 
p cornfonablc with i 
p comfortable with t not 
p commun conccrn io t no1 
p commun t 
p commun t not 
p concem re s ach 
p conccm re sch 
p concemed re high sch 
p çounsels s 
p dont like t phone calls 
p encourages s re ach 
p encourages s re hw 
p cncoungcs s resp 
p evaluaiion of  s work 
p cxcluded 
p excluded noi 
p cxpectations for s ach 
p expects partnership not 
p expccts posi sec 
p expccts post sec not 
p expcxts s satisfaction 
p fctl frec to cal1 or go in  
p feels free io obs clrm not 
p feels frec to observe clrm 
p h;is suff opp to meet t 
p hm suff opp to mect i not 

p helping s comfortable 
p helping s difficulties 
p helping s enjoys 
p helping s works wcll 
p hel ps s 
p helps s less 
p helps s no; 
p helps t In ihings 
p inv clrm 
p inv clrm b d e r  p reluctance 
p inv cirm brrmer i time 
p inv clrm not 
p inv clrm worthwhile 
p inv inst 
p inv inst bamer curric know 
p inv inst bamer mcthds 
p inv inst bamtr none 
p inv inst barricr p ability 
p inv inst barrier p dcsire 
p inv inst bamcr p work 
p inv inst bamcr s ach 
p inv inst bamer s discornfort 
p inv insi barrier s nad  
p inv inst bamcr s reluctancr 
p inv inst bamer t conirol 
p inv insi barrier t need 
p inv inst bûrner timc 
p inv inst bamer transport 
p inv inst barricr what io do 
p inv inst noi 
p inv sch 
p inv sch noi 
p like cwp Ing not 
p like goalsetting 
p likes clrm 
p likes clrm dont know 
p likes clrm nai 
p likes evaluaiion 
p likes evaluation not 
p likes goalsetiing 
p likes other s 
p likes other s noi 
p likes phone cdls home 
p likes plannet. 
p likes principal 
p likcs principal noi 
p likes projects not 
p likes s friends 
p likes s frienâs no1 
p likcs sch 
p likes sch dont know 
p likcs sch not 
p likes t 
p likes i not 
p likes thmway conf 
p likes threcway conf n a  
p lisicns io t 
p mats wiih t 

p mceis with t not 
p moniiors hw 
p n d s  info on how to help 
p negaiive 
p observes clrm not 
p pref re clrm 
p pref re t pnç 
p respond to t invite 
p seek involvement 
p shd allow sch to discipline 
p shd ask t for inio help 
p shd be infonncû 
p shd be iwolvcd 
p shd commun with i 
p shd encoungc s 
p shd feel wclcome sch 
p shd have hi expect 
p shd have p support group 
p shd help s 
p shd stmd back 
p stands up for s 
p stands up for s noi 
p supporlivc of s 
p supportive of t 
p supportive of i noi 
p i disagrce 
p t discuss curric 
p t discuss no1 ihesc things 
p t discuss pedagogy 
p t discuss s ach 
p t discuss s attiiudc 
p t discuss s motivation 
p i discuss s nwds 
p t discuss s progress 
p t discuss various 
p t rel dcpends on s 
p t rel depcnds on t 
p i rel gd commun 
p t rcl good 
p t rel go& noi 
p t rel important 
p t rei improving 
p t rel know ecich other wcll 
p t rel necd 10 commun 
p t rcl open 
p t r d  the ideal 
p t rel work togeiher 
p t work together 
p talks s rc career 
p think t ihing pt rel gd 
p think t ihink p t rel not gd 
p visiis clnn 
p visits clrm no1 
p visits sch 
p visits sch n a  
p volunteer 
p volunteer bmicr p work 
p volunteer bmicr Lime 



p volunteer not 
p volunieers IO gct info 
p welcomc clrm 
p welcomc clnn not 
p welcome sch 
p welcome sch not 
p welcomc staïfrm not 
p willing to help 
peer pressure 
principal important in sch 
s acad plans 
s approachcs t with pmb 
s approriches t with sugg 
s asks p for help 
s asks p for hclp less 
s asks p for help not 
s asks s for help 
s sks t for help 
s uks t for hclp not 
s khuviour poor 
s barcd 
s brighi 
s capable 
s career plans 
s cd apply self more 
s cd be more cnthusiastic 
s cd bc tidicr 
s cd challenge self more 
s cd organize self 
s cd rccrd more 
s cd siudy more 
s choose üctiviiiçs 
s choose iictivides na 
s çompeiitive 
s confidence improves 
s counts for srnihg 
s docs hw 
s does hw not 
s doesnt bring info home 
s give t ides 
s goiilsctting 
s has fricnds not 
s hclps s 
s independent 
s like planner 
s likes clrm 
s likcs clrm dont know 
s Iikes c lm not 
s likcs planner 
s likes principal 
s likcs principal not 
s likes sch 
s likes sch less 
s li kes sch morc 
s likes sch na 
s likes t 
s likes t noi 
s listen to t 
s Ing at sch not 
s looks f o r w d  to high sch 
s more conîîdcnt 
s pcrfonnûncc improves 
s perf'ormancc worsens 

s pref re c h  
s pref re sch 
s pref re t prac 
s resp 
s resp crin do so 
s rcsp cm do so not 
s resp depends 
s resp extra curric 
s resp for Ing 
s resp hw 
s resp improves 
s resp lacks motivation 
s resp not 
s resp procmstinates 
s respects t 
s respects t not 
s response io p in clriss 
s sets goals 
s shd bc Ing more 
s shd bc rcsp 
s shd have extn cunic act 
s shd have tests 
s stays away 
s stay s away not 
s ialks p 
s tiilks p less 
s talks p li kes it 
s talks p likrs it noi 
s talks p more 
s tdks p not 
s talks p re crvecr 
s talks p uncomfortablc 
s values sch 
s wmis gd cduc 
s wants gd gdes  
s works hard 
s warks hard noi 
s works with s 
sch a problcm 
sch a problem not 
sch asks for p frcdback 
sch ûsks p to help out 
sch commun io p rc prog not 
sch concem rc p inv 
sch consults p noi 
sch defensive 
sch encouragcs inst inv 
sch encourages inst inv noi 
sch encouragcs inv 
sch encourages inv not 
sch gd place IO Icam 
uth gd plxe IO teach 
sch gd place IO tcach not 
sch has gilicd prog not 
sch ignores p request 
sch invites p in 
sch invites p to mtgs 
sch reports to p morc 
sc h respnâs to p conccrn not 
sch sen& ncwslecters 
sch SM discipline bcitcr 
x h  SM give more PE 
sch shd involve p more 

t approachable 
t risks p for info on s 
t asks p not to help s 
t asks p CO help not 
t asks p to help s 
t asks p to help s not 
t risks p to volunteer 
t asks p to volunieer not 
t asks p to work with s 
t asks t for help 
t available to p 
t avriilablc to p not 
t calls p 
t calls for help 
t calls p for hclp not 
t calls p not 
t calls p re s khav 
t crtlls p re s progress 
t cares about s 
t cd hclp p by tch better 
t cd help p by tchg bettcr 
t cd involve p more 
t cd scream less 
t challenges s 
t challenges s not 
t chooscs activiiies 
t cornfortable with p 
t comfonable with p noi 
t commun p 
L commun p not 
t concems rc sch 
t conirois s wcll 
t encourages p help s 
t encourages s hetp s 
t encourages s re ach 
t encourages s resp 
t expcctations for s 
t cxpectations for s ach hi not 
t expcciaiions for s sçhwk hi 
t expectaiions hi not 
t expcis hw 
I cxpccts hw not 
t explains things io p 
t cxplains things io s 
t cxplains things to s not 
t fair 
t fair not 
t finn with s 
t fullows up not 
t fullows up p comments 
t follows up s 
t get support resourccs 
t hasnt hclped p In things 
t help t 
t helps p help s 
t hclps p In things 
t hclps p In ihings n a  
t helps s 
t helps s mornings 
t helps s not 
t infonns p 
i infwms p how to hetp 
t infonns p re curric rind inst 



t infonns p re cumc inst not 
t informs p re s ach too laie 
t informs p re s progress 
t informs p re s progress not 
t interesied in s interests 
t invites p in 
t invites p in not 
t involves p 
t involves p not 
t knows s well 
t likes p inv in  clrm 
t likes p inv in  clrm not 
t likes p observe in clrm not 
t likes s 
t likes s not 
t listens to p 
t listens to p not 
t listens to s 
t listens to s not 
t misscd opp for p support 
t missed opp for p support not 
t misseâ opp p support dont kno 
t rnonitors s hw 
t monitors s hw not 
t needs control 
t not fair 
t observes i 
t open to p 
t open with p 
t plan cumc collaboratively 
t pnises s 
i reltches al1 s 

t recognizes s ach 
t respects s 
t respects s not 
t responds to s needs 
t responds to s neeâs not 
t ses p as pamcr 
t sees p as partner dont know 
t sees p as partner not 
t sends home gd news noies 
t sends notes home 
t sends notes home not 
t sends work home 
t sends work home for sign 
t sharc mails ideas 
t sharcs intcrcsrs with s 
t shd as p for info re s 
t shd be ckar re expec gods 
t shd commun re s progress 
t shd commun io p 
t shd encourage resp 
t shd focus on s 
t shd givc info on how io help 
t shd give info rc cumc 
1 shd give proj outlines 
t shd infonn honestly 
t shd invite p in 
t shd involve p 
t shd send work home for sign 
t shd welcome p 
t support t 
t supportive of p 
1 trikcs ir out on s 

t takes tirne for each s 
t tsikes tirne for cach s not 
t ialk t pedagogy 
t ulks t re students 
t teaches s resp 
t teaches study resear skills 
t tells p how IO help 
t ueats s as individuals 
t ueats s as individuals not 
t united in approach 
t united in approach not 
t uses clriss mtgs 
t uses class prirent 
t uses çoop lng 
t uses curric: newsldtrrs 
t uses çurric newsletters not 
t uses eval form for s 
t uses home Ing activitics 
t uses inierim reports 
t uses p ris tchrs 
t uses p evnluaiion forrn 
t uses phone çalls 
t uses plmner 
t uses proj outlines 
t uses s contracts 
t wd contact p if neçess 
t welçomes p 
t welcomes p not 
t works with t 
t works with t not 
t worrics reaching al1 s 
thrccway confcrcncc 

(End list of codes) 
END OF HEADER 



REPORT HEADER 
This Report is on the following codes: 

bullying 
c l n  boring 
c l n  fun 
clrm gd place to leam 
clrm interesting 
clrm rules 
disrupiive clrm 
favouri te teacher 
friends disc crveer plans 
friends disc cartxr plans not 
lncnds like clrm 
friends like clrm dont know 
friends li kc clrm not 
friends li ke sch 
fricnds like sch not 
friends l i ke t not 
math 
p also a t 
p iisk t for s work for home 
p asks s re sch 
p asks s to iisk t for help 
p asks t for proj outline 
p üsks t how to help 
p nsks t to inform p 
p attends activitics 
p attends inierviews 
p attends interviews not 
p attends mtgs 
p attends mtgs not 
p calls sch 
p calls t 
p cdts t not 
p crin help 
p cd help more 
p cd help more not 
p comfortablc in sch 
p comfortable with t 
p comfonable with t not 
p commun t 
p commun t not 
p cornplaints 
p concern rc high sch 
p conccm rc sch 
p dcfensive 
p encourages p s i  sec 
p encourages s rr ach 
p encoumges s re sch 
p encourages s rcsp 
p evaluaiion of s work 
p excluded 
p excludeâ not 
p expectations for s 
p expectations for s x h  
p expects p s t  sw: 
p feels frec to cidl go in not 
p feels frce to cal1 or go in 
p feels irce to observe 
p ieels free to observe not 

p follow up t comments 
p follows up I comments not 
p give t feedback 
p has suff opp to meet t not 
p has suff opp to meet with t 
p help prepare for career 
p helping s comfortable 
p helping s difficulties 
p helping s cnjoys 
p heiping s works well 
p hdps s 
p hclps s leam 
p helps s less 
p helps s not 
p informs t re s needs 
p inv clnn 
p inv clrm not 
p inv insr 
p inv inst harricr curric know 
p inv inst bamer fam diffic 
p inv inst bamer lang 
p inv inst bamcr mcthods 
p inv inst bamcr p ability 
p inv inst brirricr p desirc 
p inv inst bamcr p discomforr 
p inv inst biirrier p ignonnce 
p inv inst bamcr p wark 
p inv inst barricr s abiliiy 
p inv inst barricr s nmd 
p inv insi bamer s rcluctrincc 
p inv inst banier s resp 
p inv inst biimcr s timc 
p inv inst barricr t control 
p inv inst bûmcr iime 
p inv inst bamer tv 
p inv inst not 
p inv inst wonhwhilc 
p inv PAC 
p inv sch 
p inv sch ncgativc 
p inv sch noi 
p knows t well 
p learns from clrm observe 
p likes clrm 
p likcs cvaluation 
p likes evaluaiion not 
p likes interviews 
p likes phone calls 
p Ii kes phone calls not 
p likes plruiner 
p likes planer not 
p li kes principal not 
p likes s friends 
p likes s friends not 
p likes s work folder 
p likes sch 
p likes sch dont know 
p likes sch na 

p likcs t 
p likcs t not 
p likes threeway conf 
p likes threeway conf not 
p listens t not 
p mets with t 
p mets with t not 
p monitors hw 
p moniiors hw noi 
p monitors proj work 
p needs io In how to hclp 
p obscrves c lrrn 
p observes clrrn not 
p praisc t 
p pref rc c l m  prrict 
p requcsis t again 
p sritisfied with sch 
p satisficd with t disc not 
p sritisfied with t discussions 
p shd bc informtxî 
p shd be involvcd 
p shd bc supportive of t 
p sbd commun 10 t 
p shd commun with t 
p shd fecl wclcomc 
p shd help s 
p shd monitor hw 
p shd support s 
p shd tdk to s re sch 
p shd work togct with t 
p stands back 
p stands up fur s 
p stands up for s not 
p supponive of t 
p supportivc of t not 
p t commun important 
p t disagrce 
p t discuss curric and inst 
p t discuss cumr inst 
p t discuss s attitude 
p t discuss s ùehiiv 
p t discuss s necds 
p t discuss s progress 
p t discuss s work 
p 1 discuss various 
p i monitor s hw 
p t rel easy to idk to 
p t r d  gd commun 
p t rcl goud 
p t rel g o d  not 
p t rel know each other well 
p t r d  none 
p t rel supportive 
p c rei the ided 
p t work tog discuss 
p t work toget not 
p t wotk together 
p talks io s re career 





t fair not 
t fatigue 
t follows up in class 
t follows up p comment 
t follows up p comment not 
t fun 
t fun not 
t get support resourccs 
t gets to know p 
t gcts to know s 
t givcs hw no1 
t gives info p how to hclp 
t help t 
t helps p In things 
t helps p In things no1 
t helps s 
t helps s learn 
t helps s not 
t honest 
t honest with p 
t hw policy 
t informs p re cumc 
t informs p re s ach too late 
t informs p re s behav 
t informs p rc s progress 
t informs p rc s progress no! 
t infonns s re cumc 
t informs s re pragrcss 
t invites p in 
t invites p in not 
t invites p to cal1 
t involves s 
t likes info from t rc cumc 
t likes p inv clrm 
t likes p inv clrm not 
t listcns to p 
t listens to p not 
t listens to s 
t meels p 
t mcels wiih p 
t mects with p not 
t misscd opp for p support 
t missed opp for p support not 
t monitors s hw 
t negative 
t nice 
t observes t not 

t open to p 
t open with p 
t organizd 
t patient 
t plans special rictivities 
t prajsts s 
t preparcs s rc ciucer 
t prepares s re high sch 
t respects p 
t respects s 
t respects s not 
t responds s nceds 
t responds s needs not 
t rewwds s 
t s ml thc ided 
t satisfieû wiih p mtgs 
t sends extra work home 
t sends notes homc 
t sends s work home 
I scnds work home for sign 
t shrires intercsts with s 
t sharcs math ideris 
t shd be available to p 
t SM cal1 p 
t shd challenge s 
t shd commun to p 
t shd discipline more 
t shd givc proj ouilines 
t shd inform p re cumc 
t shd inform p re s progress 
t shd insist on correct work 
t shd invite p in 
t shd involvc s 
t shd listcn to p 
t shd lis~en to s 
t shd make Ing fun iniercsiing 
t shd praise s 
t shd respect s 
t shd trilk to s 
t shd tch study skills 
t shd treiit s as individuals 
t shd use plruinen 
t shd work toget with p 
t strict 
t supponive of i 
t takes it out on s 
t talks t 

t trilks t re students 
t talks to p 
t ta1 ks to s 
t talks to s individually 
t talks to s individually not 
t lalks to s not 
t teactics s rcsp not 
t too busy with other dulies 
t treats s as individuals 
t unapproachable 
t united in approach 
t unitcd in approach no1 
t uses class mtg 
t uscs clriss mtg not 
t uses cmp Ing not 
t uses gd news calls not 
t uses home Ing activ nat 
t uses home Ing activiiies 
t uscs interim reports 
t uscs interviews 
t uscs interviews not 
t uses leming logs 
t uses meri the t night 
t uses n~wslctt~rs 
t uses n~wsl~tiers not 
t uses open housc 
t uses ovcrviews 
t uses p as tchrs 
t uses p workshops 
t uses phone cdls 
t uses phone calls not 
c uses planner 
t uses plmner not 
t uscs previews 
t uscs previcws no1 
t uses proj outlines 
t uses proj outlincs not 
t uscs reports 
t uscs s porifolio 
t uses s work foldcr 
t wclcomes p 
t works with t 
t worrics re resching 311 s 
t yclls 
t yells noi 
t hrecway con ference 
violence at sch 

(End lisr of codes) 
END OF HUDER 



Table G1: Multiple Regression 

Outliers - Standiirdized Residuat 
Case# *ZRESID 
75 2.47263 
18 2.46307 

1 29 2.409 16 
240 -2,35230 
106 -2.28587 
79 2.2707 1 

24 1 -2.2346 1 
25 2.23238 

192 2.1991 1 
112 -2.192U 



Figure G2: Multiple Regres~ion 

Normal Probability (P-P) Plot 
Standardized Residual 

Figure G3: Stanùardized Scatterplot 
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Figure G4: Logistic Regression 

Observed Groups and Predicted Probabilities 
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Prob: O .25 . 5  .75 1 
Group: LLLLLLLLLLLLLLLLLLLLLLLLLLLLLLHHHHHHHHHHHHHHHHHHHHHHHHHHHHHH 

Predicted Probability iç of Membership for H i g h  
Symbols: L - Low 

H - H i g h  
Each Symbol Represents 1 Case. 
No more variables can be removed. 
No variables can be added. 



Table G2: MANOVA 

General Linerir Models Procedure 
CIass Levei Information 

Class Levels Values 
TLEVEL 2 1 .O0 2.00 

Number of observations in data set = 1 13 
NOTE: Observations with missing values rue not includcd in this analysis; thcrcfore only 1 10 observations 
can be used in this analysis. 

General Linew Models Procedurc 
Dependent Variable: SCL-5 Percep. Concern of  Pareni Involvement 

Source DE Sum of 
Model I 1.34327440 1.34327440 

Sauares h!kma= 

Error 1 OS 63 ,03743977 0.58368000 
Corrected Total IO9 64.3807 14 17 

R-Square C.V. Root MSE 
0.020865 3 8.45473 0.7639895 

Surce LE - - 
TLEVEL 1 1.34327340 1.34327440 

Source DE IYmus 
1.34327440 
- 

TLEVEL I 1.34327440 

Dependcnt Variable: SCL-E 

Sourcc DE 
Model 1 
Error 108 
Corrcctcd Total 109 

Source RE 
TLEVEL I 

salm RE 
TLEVEL 1 

General Linear Mdcls Procedure 
Percep. of StudenVïcciçher Collab. 

C.V. Root MSE 
3 1.29378 0.6728 162 

SCL-E Mean 
2.15ûûûûû 



- - 

Gencrril Linex Models Procedure 
Dependent Variable: SCL-H Percep. of School Climate 

Source RE 
Model I 
Enor 1 08 
Corrected Total 109 

Source 
TLEVEL 

Source 
TiEVEL 

2.14653 199 
58.78446801 
60.93 100000 

C.V. 
3 3.99849 - 

2.11653 199 

l l L u I s  
2.14653 199 

Root MSE 
0.7377673 

SCL-H Mean 
2.1700000 

General Linear Models Procedurc 
Multiviuiate Analysis of Variance 

Characteristic Roots and Veçtors of: E Inverse * H, whcre 
H = Type III SS&CP Matrix for TLEVEL E = Error SSLYrCP Mritrix . . Percent 6 .  Çharûctenstic Rool Çharacte&stic Vcciar VVEV= 

SCL-5 SCL-E SCL-H 
O. 13953004 l00.W -0.0045 16 1 1 0.16837853 -0.0353562 1 
0.00000000 0.00 -0.00388688 -0.09737727 0.17303523 
0.00000000 0.00 0.1396 1278 -0.06327740 0.00000000 

Manova Test Criicria and Exact F Statistics for the Hypothcsis of no Overall TLEVEL Effcct 
H = Type 111 SS&CP Matrix for TLEVEL E = Error SS&CP Matrix 

S=l M=O.5 N=52 

StAlislic Value E Num DamE w 
Wilks' Lambda 0.87755475 4.930 1 3 106 0.0030 
Pillai's Trace O. 12244525 4.930 1 3 106 0.0030 
Hotelling-Lawley Trace 0,1395304 4.930 1 3 106 0.0030 
Roy's Grearest Root 0.1 3953004 4.930 1 3 106 0.0030 



Table G3: AD HOC MANOVA 

Controlling for Scale A 
General Lincar Models Procedure 

Class Level Information 

Class Levels Values 
TLEVEL 2 1.00 2.00 

Number of observations in data set = L 13 

NOTE: Obscrvritions with missing values will not be included in this analysis. Thus, only I IO observations 
can bc used in this analysis. 

G e n e ~ l  Linear Models Procedure 
Dependent Variable: SCL-5 Percep. Concern of Parent Involvement 

&&K!X DE W o f S -  Me- Ehh4.C 0 2 E  
Mode I 2 3.36894326 1.68447 163 2.93 0.0577 
Error 106 60.908394 18 0.57460749 
Corrected Total IO8 64.27733744 

R-Squiue C.V. Rmt MSE 
0.0524 13 38.09839 0.7580287 

Source 
TLEVEL 
SCL-A 

Sourcc 
TLEVEL 
SCL-A 

Dependent Variable: SCL-E 

SDurce eE 
Mode l 2 
Error 106  
Corrected Total 1013 

R-Squiue 
0.2 19435 

Source QE 
TLEVEL 1 
SCL-A 1 - DE 
TLEVEL 1 
SCL-A 1 

General Linear Modcls Proccdure 
Percep. of StudçnüTtxher Collnb. 

ofS- 
1 1.117011406 5.93505703 
42.22397 192 0.39833936 
54.09408598 

C.V. Root MSE 
29.2 1206 0.631 1413 

I J U z d =  
7.4824399 
- 
7.40824399 

4.46 1 87007 4.46 187007 

zu=um - 
5.83233507 5.83233507 
4.46 t 87007 4.46 187007 

SCL-E Mcan 
2. i 605505 



General Linear Models Procedure 
Dependent Variable: SCL-H Percep. of School Climate 

Source 
Model 
Enor 
Correctcd Total 

Sousce 
TLEVEL 
SCL- A 

SQWG 
TLEVEL 
SCL-A 

s lmdams  
8.3903 125 

31.15921004 
59.54954 128 

C.V. 
31.85710 

IYPLUS 
2.6365 1 230 
5.7538 1895 

lh2dJ.M 
1.66028O94 
5.7538 1 895 

- 
4.195 16562 
0.48243406 

Root MSE 
0.6947 187 - 
2.6365 1230 
5 .7538 1 895 - 
1.66028W4 
5.7538 1 895 

Pr>F 
0.0003 

SCL-E Mean 
2.1 807339 

R>F 
0.02 13 
0.0008 

EeE 
0.0664 
0.0008 

General Linem Models Procedurc 
Multivariate Anaiysis of Variance 

Charactcristic Roots and Vcctors of: E Inverse * H, wherc 
H = Type III SS&CP Matrix for TLEVEL E = Error SS&CP Mritrix 

b!ml -tic Vectar V'EV= I 
SCL-5 SCL-E SCL-H 

O. 1 429996 1 100.00 -0.00763007 0.17655035 -0.03 142573 
0.00000000 0.00 -0.00352556 -0.09258787 O. 17630509 
0.00000000 0.0 0.1 3973 123 -0.05859868 0.00000000 

Manova Test Criteria and Exact F Statistics for the Hypothcsis of no Ovcrall TLEVEL Effect 
H = Typc III SS&CP Matrix for TLEVEL E = Error S S K P  Matrix 

S=l M=O.S N=51 
Siatistiç Value E NumDF lknRE P e E  
Wilks' Lambda 0.87489094 4.9573 3 104 0.0030 
Pillai's Tmce 0.12510906 4.9573 3 104 0.0030 
Hotelling-Lawley Tmce 0,14299961 4.9573 3 104 0.0030 
Roy's Greatest Root 0.1429996 1 4.9573 3 104 0.0030 
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