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Abstract 

Tapestries of Support: Teacher, Parent, Student 
Collaboration at the Grade SixISeven Level 

This work is part of a multi-year, multi-site study entitled The Co-produc- 

tion of Learning Project, which examines the communicative and 
instructional links between families and schools. The study reported here 

explores the nature of the relationships between and amongst grade six and 

seven students, their parents, and their teachers with the purpose of 

revealing teacher attitudes and behaviours associated with strong collabor- 

ative links between home and school. In doing so, it adopts an "inside out" 

approach to school effectiveness in which the classroom is the primary site 
of school improvement efforts. 

Seven schools from two British Columbia school districts participated 
in this study. Both quantitative and qualitative data were collected in the fall 

(Time 1) and the spring (Time 2) of the 1990-91 academic year. The findings 

reported here draw on survey data for 162 parent-student dyads a t  both 

Time 1 and Time 2, and interview data for 12 teachers and 35 parent- 
student dyads a t  Times 1 and 2. 

Guided by Caracelli and Greene's (1993) work on integrative analysis, 
the qualitative data were analyzed first to develop individual teacher pro- 

files. Profiles were generated using a three-way analysis of teacher, parent, 
and student perceptions of teacher attitudes and behaviours. Teachers were 

then characterized as collaborative or non-collaborative and the character- 

istics of each group identified. Analysis of the quantitative data followed. 

The findings from each data source were then compared to assess the 
degree of convergence, t o  clarify placement of individuals within groups, 

and to refine our understanding of the collaborative relationship. The 

different data sets provide consistent findings in some areas but not all, 



revealing the importance of linking different data collection and analysis 
strategies. 

Even within this group of volunteer teachers, distinctions can be made 

on the basis of attitudes and behaviours with regard to students and 

parents, and certainly with regard to the intensity of teachers' focus on 
instruction both inside the classroom and in the home. What was not 

anticipated at  the outset was the link between teacher respect for students 

and the extent to which teachers facilitate parent support in the home for 
school-related learning. These findings and their implications are 

discussed in the context of the effective schools literature and a general 

theory of school learning. 



Dedication 

To the memory of my Mom and Dad, Phyllis and Mac Collinge, who laid the 

foundation that made the journey possible. 

and 

To my daughter, Brighid Cassidy, and my friend, Suzanne Kyra, who, 
through their support and understanding, also made the journey possible. 



Acknowledgements 

In a little book entitled Live and Learn and Pass It On an 82 year old is 
quoted as saying: "I've learned that it is impossible to accomplish anything 
worthwhile without the help of other people." So it is with the completion of 

a thesis. Without the help and support of others, the work could be not be 
done. And so it is with gratitude that I acknowledge with thanks: 

my thesis advisor, Peter Coleman, who granted me my voice through- 
out the project (and probably heard it more than he wishes to remem- 
ber during our regular research meetings as we and our colleague, 
Yvonne Tabin, "discussed" the whys and wherefores of our work!); 

my committee members, Jack Martin and Adam Horvath, whose 
generosity of spirit facilitated the meeting of deadlines; 

the teachers, students, and parents who made this work possible and 
who, because of the commitment to confidentiality, will remain 
anonymous; 

Cora Bagley Marrett (1990), who speaks of the need to "weave the varied 
elements within and without schools into tapestries of support" 
(p. 8 8 b t h u s  the title of this work; 

my friend and co-collaborator on the project, Yvonne Tabin, for her 
assistance with managing the data, for her help with the quantitative 
analyses, and for her reminders to take time t o  watch the eagles; 

my friend and colleague, Vivian Rossner, who was there to reassure 
me when it  was necessary to do so that "yes, Joan, we will complete 
our degrees!" 

Larry Wiebe, of the Centre for Educational Technology in the Faculty of 

Education, who so patiently helped me recapture data that I thought 
irretrievably lost as I learned what wasn't mentioned in the 
HyperRESEARCH instruction manual; 



to my colleague, Barb Lange, whose skill as a word processor and 

layout designer is surpassed only by her patience in dealing with the 

idiosyncrasies of graduate students nearing the end of their degrees; 

Colin Yerbury, Director for the Centre for Distance Education, for his 

support in providing time for research and writing. 

I also wish to acknowledge friends and family members who, in a 

variety of ways, provided encouragement and support along the way. This 

includes one very dear elderly woman, "Auntien Freda, whom I have 
known all my life and who is the kind of neighbour lady one would wish for 

every child. At 87 years she continues to draw me back to the neighbour- 

hood of my childhood and continues to remind me, in her delightful way, 

that any success that I may enjoy can be attributed to the fact that as a 

young girl I sat upon her kitchen counter-and, in part, I think she's 
right! 

The last words I save for my daughter, Brighid Cassidy. May I be as 

supportive of you in the pursuit of your dreams as you have been of me in 
the pursuit of mine. Thanks, kid! 

vii 



Table of Contents 

Approval ............................................................................................... 
Abstract ................................................................................................ 
Declication ............................................................................................. 
Acknowledgments .................................................................................. 
List of Tables ......................................................................................... 
Foreword ............................................................................................... 
Chapter One: Defining the Study ............................................................. 

Introduction ..................................................................................... 
How This Study Differs from Others .................................................... 
Voluntary Participation: A Point of Clarification .................................. 

Chaptcr Two: Laying the  Foundation: A Review of the Literature ............... 
Setting the Scene .......................................................................... 
Parent  Involvement Defined .......................................................... 

................ Parent  Involvement Defined for the Purposes of this Study 
The Benefits of P;irent Involvcmcnt ................................................ 
The Discrepancy between the Ideal and the Rcnl .............................. 
Parent  Involvement and tho I l r o p u t  .............................................. 
Lkirricrs t o  1':u.cnt Involvctmcnt ...................................................... 

0rganization:il 13asricl.s ........................................................... 
Teacher-Centred Barriers ........................................................ 
Paren t  Centred Barr iers  ........................................................... 

........................................................................................ Bridges 
What's i n  a Label'? The 1ml)ortancc of' Language ............................. 
Parents,  Teachers. and  Students  a s  Co-producers of Educiition ......... 
The Target:  The  Classroom vs . t hc  School ....................................... 
Parent  Involvement and  School Effectiveness .................................. 

Chaptor Three: Orientation to I<nowlcdge ................................................. 
Illtroduction ..................................................................................... 
Orientations to Knowlodge and the Conceptualiz:itiol~ of this Study ......... 
The Purpose of Educational IZcsc?arch .................................................. 
Orientations to Knowledge and  Research Methodology ........................... 
The Stancc Talten in this  Work ............................................................ 
A~lticipating the Criticism ............................................................... 

Chapter Four: Methodology .................................................................... 
Introduction ..................................................................................... 
Sample  ............................................................................................. 

Quantitative Sample ..................................................................... 
Qualitative Sample ....................................................................... 

Te:ichers ................................................................................. 
The Students  and  Thc:ir 1~'amilies .............................................. 
T h e  Schools ............................................................................. 

Instrument  Development ................................................................... 
Survey Ins t ruments  ................................................................. 

I'retesting the Qucstionnairct ......................................................... 
Interview Schedules ................................................................ 

Pretest ing the  Interview Schedules ................................................. 

. . 
11 . . .  

111 

v 
vi 

xii ... 
X l l l  

1 
1 
3 
9 

10 
10 
11 
14 
15 
19 
'LO 
21 
2j 
24 
xi 
'27 
27 
30 
31 
:33 

:+I 
:M 
2% 
:A! 
39 
42 
43 

47 
47 
47 
47 
48 
49 
49 
r* 
51 
51 
r13 
rri 
rrl 

.- ... 
V l l l  



Procedures ....................................................................................... 
Accessing Sites ............................................................................ 
Data Collection: Questionnaires .................................................... 
Data Collection: Interviews ........................................................... 
Teacher Workshops ...................................................................... 
Informal Follow-up Meetings ........................................................ 
Parent  Workshops ........................................................................ 

Data Analysis ................................................................................... 
General Comments ...................................................................... 
Data Analysis: Qualitative Dnt:i ..................................................... 
Code Development ........................................................................ 
Coding Conventions ...................................................................... 

Depth of Coding ....................................................................... 
Unit of' Analysis ...................................................................... 
Level of Inference .................................................................... 
Level of Ge11er:xlity ................................................................... 
Directional Coding ................................................................... 
P:xr;dlel Coding 1, etweon rteferent Groups .................................. 
Double Coding ......................................................................... 
Repeated Informfition .............................................................. 
The Open Ended Category ......................................................... 

Coding Procedures ....................................................................... 
Coding Reliability ......................................................................... 
Summarizing the  Data .................................................................. 
Report Gcner r l  . t '  Ion ........................................................................ 
L)cvcloping Teachcr I'rofiles .......................................................... 

Process ................................................................................... 
Selection of Domains ................................................................ 
Teacher Portraits and  the Use of Quotations ............................... 

Chapter Five: Qualitative Findings: Teacher Profiles B~isecl on Tc.~chcr, 
Parent  and  Student Reports ................................................................ 
Mr . Abrams: Teacher Self 12epor.t ....................................................... 

Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr . Ashdown: Teacher Self' Report ..................................................... 
h r e n t  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Ms . Avril: Teacher Self Report ........................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Ms . Billings: Teacher Self Report ....................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr . Brooks: Teacher Self Report ......................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Ms . Quaid: Teacher Self Report ........................................................... 
h r e n t  Perceptions ...................................................................... 
Student Perceptions ..................................................................... 



Ms . Quinton: Teacher Self Report ....................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr . Kich:~rds: Teacher Self Report ...................................................... 
Parcnt  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr . Roy: Teacher Self Report ............................................................. 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr . Simpson: Teacher Self Report ...................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr . Viclcers: Teacher Self Report ....................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Mr.% Whiston: Teilcher Sclf Rcport ....................................................... 
Parent  Perceptions ....................................................................... 
Student Perceptions ...................................................................... 

Chapter Six: Quantitiitivc! Analysis :1nd Rctsults ........................................ 
Illtroduction ..................................................................................... 
Scale Reli:ll~ilitics .............................................................................. 
Descriptive Statistics .......................................................................... 
One-way ANOVAs: Time 1 ................................................................ 
Questioning the Discrep~mcies between Data  Sources ............................ 
One-way ANOVAs: Time 2 ................................................................ 

Chapter Seven: Putting I t  i n  Perspective .................................................. 
Introduction ..................................................................................... 
The Parallel Strengths of the Effective Principal and  

the Colldmrative Teacher .............................................................. 
Task-Relevant Competencies .............................................................. 

Goals/Direction ............................................................................ 
Knowledge/Expcrtisc .................................................................... 
Accessibility ................................................................................. 
Ability to Manage Time ................................................................. 
Consistency and  Follow-through .................................................... 

Consideration-related Factors ............................................................. 
Rcconsidcring Study Premises ............................................................ 
Collaborative Teachers and  School Effectiveness ................................... 
Collaborative Teachers and  :I Model of School Le:lrning ......................... 
Teacher Change and  the Coll;lbor:itive/No11-Coll:1bor:~tive Te:lchcr ......... 
Alternative Interpretations ................................................................ 
Reconsiderations ............................................................................... 

Conceptual .................................................................................. 
The Classroom and the Triad a s  the Units of Analysis ................. 
Collaboration Revisited ............................................................. 

Methodological ............................................................................. 
Sample ................................................................................... 
Data  Collection Instruments and  Analysis ................................. 

Data Collection Procedures ............................................................ 
Conclusion ..................................................................................... 



References ............................................................................................ 
Appendix 4.1 : District :md School Portrni ts ............................................. 

Site One: District Description ............................................................. 
Site One: Description of Schools .......................................................... 
Site Two: District Description ............................................................. 
Site Two: Description of Schools .......................................................... 

Appendix 4.2. Co-Production of Learning Project Student  Survey .............. 
Appendix 4.3. Co-Production of Learning Project Parent  Sur-vcy ............... 
Appendix 4.4. Co-Production of Le;\rning Project Tc:\cher Survey .............. 

.......... A1)pendix 4.5: Co-Production of Learning Project Student  Interview 

........... Appendix 4.6: Co-Production of Learning Project Parent  Intcrview 

......... Appendix 4.7: Co-Production of Learning Project Teachcr Interview 

.......... Appendix 4.8: Co-Production of Learning Projcct I. ctters of' C o n s ~ n t  

Appendix 4.9. Tc:lcller Worl&op Agcnd:i .............................................. 
Appendix 4.10. Worltsho~) Evaluation ...................................................... 
Appendix 4.11. Parent  Worltshop Agenda ................................................ 

Appendix 4.12. Master Code List: Student Study ....................................... 
Appendix 4.13. Master Code List: Parent  Study ....................................... 
Appendix 4.14. Master Code List: Teacher Study ...................................... 
Appendix 4.15. Sample 14yperRESEARCI-I Report ..................................... 
Appendix 6.1. Scale Reliabilities ............................................................ 



List of Tables 

Table 1: 
Table 2: 
Table 3: 
Table 4:  
Table 5: 

Table 6: 

Table 7: 

Teachcr-Centred Barriers .......................................................... 
Parent-Centred Barriers ............................................................ 
Sample .................................................................................... 
Documentation of Category Development ..................................... 
Student Scales: Mean Scores and Standard Deviations 
by Classroom ............................................................................ 
Parent  Scales: Mean Scores and  Standard Deviations 

............................................................................ by Classroom 
.......... Time 1 and Time 2 ANOVAS for Parent  and  Student  Scales 

xii 



Foreword 

I came to this work as  a consequence of participating in a graduate class 

with men and women who were teachers in the public school system, some 

of whom were administrators or aspiring to become such. A t  that  point in 

the semester when discussion turned to the topic of parent involvement, I 
clearly remember sensing a tension in the room emanating from what I 
perceived to be a n  aninlosity toward parents, This event occurred shortly 

after sitting a t  a friend's kitchen table and listening to her  speak of 

problems she was encountering as  president of the parcnt advisory group nt 

the school her children attended. She spoke of feeling frustrated in  her 

attempts to gain access to the school, not in a decision-malting capacity but 

as  a parent  helper and a s  one interested in promoting partnerships 

between parents and teachers. Although politely received, she felt her 

interest,  commitment, and suggestions for facilitating parent/teacher 

relatior~ships were not appreciated. 

As a consequence of these experiences, I sought the opinion of a 

practicing teacher who a t  that  time had fifteen years classroom experience 

and who enjoyed, for the most part ,  very positive relationships with the 

parents of the children in her classroom. From these discussions I learned 

that,  in her cstirnation, hcr purposeful attempts to involve parents in a 

variety of ways rendered her an  oddity. I Icarned, as wcll, that  her willing- 

ness to work with parents a t  times caused her difiiculty with colleagues 

who did not share her commitment to parent involvement. She had, she 

reported, been "accused" of aligning herself too closely with parents-an 

interesting choice of words, I thought. 

The juxtaposition of these experiences generated an  interest and a 

curiosity. Here we had two groups of people, parents and teachers, who 

were committed to a common goal, the education and well-being of' 

children, and who, seemingly, were at odds with one another. Questions 

immediately came to mind. How typical were the scenarios described 

above? If not idiosyncratic, what is i t  about the relationship hetween parents 

. . . 
X l l l  



and teachers that  causes each group to view the other with apprel~ensior~? 

And, what, if anything, could be done to remedy this situation-and to what 

effect'! 

Researching a term paper on this topic revealed that  these scenarios 

were not a t  all atypical. Thus began the search for understanding. During 

this search I fortuitously happened upon a book by Youniss and Smollar 

(1985) in which the relationships between adolescents, their parents, and 

their peers were analyzed from a structural perspective. These authors 

posit that  individuals have a tendency to make sense of their interactions 

with others by creating cognitive structures or schemata that  facilitate a n  

understanding of past  interactions, guide ongoing ones, and, to some 

extent, determine the nature of those yet to occur. 

This approach to analyzing rclutionships was considcrcd appropriate 

for the task a t  hand and was thus adopted. This conceptual framework was 

used in  conjunction with a personal value system tha t  sees merit  in 

drawing generalizations, but not a t  a cost of understanding the individlleil 

and his or her way of interacting within the world. 'L'hus the structure of 

the relationships between teachers, parents,  and the focus of their 

attention-the student-is investigated through the complementary use of 

quantitative and qualitative data collection and analysis strategies. 

xiv 



Chapter One: 
Defining the Study 

Introduction 

This work is part of a multi-year, multi-site study entitled The Co-produc- 
tion of Learning Project, which examines the communicative and instruc- 
tional links between families and schools. The first purpose of the larger 
project is to identify the critical variables affecting collaboration between 
and amongst parents, teachers, and students; the second is to determine 
how these variables, in turn, influence student and parent rating of school 
as a place to learn; and the third is to develop, through a series of interven- 
tions, more collaborative relationships between parents, teachers, and 
students such that all see themselves as involved in a mutually respectful 
relationship in which each is considered a co-producer of learning. The 
work reported here provides a summary of the first year's activity of the 
larger study. More specifically, it examines the nature of the relationships 
between and amongst grade 6 and 7 students, their parents, and their 
teachers with the goal of understanding how these relationships affect and 
are affected by-both attitudinally and behaviourally-parent involvement. 

To those familiar with the parent involvement literature, this task may 
seem unnecessary given the amount of research already published on this 
topic. That impression would be substantiated if one were to read an article 
in the May 1992 issue of the Research and Development Report, a publica- 
tion of the Center on Families, Communities, Schools and Children's 
Learning. That article suggests that the research reported here is charac- 
teristic of the field as it existed approximately ten years ago. It notes that a 

review of the literature on parent involvement published a decade ago 
revealed three streams of enquiry: the first examined opinions and beliefs 
about the importance of parent involvement; the second sought to identify 
opinions, beliefs, and practices that served as barriers to positive relation- 



Defining the Study - 

ships between home and school; and the third provided information about 

existing practices, limited as they were at  the time, that sought to overcome 

these barriers. In addition to identifying these three foci, the report also 

indicated a need to concentrate on two definitional issues: one, the nature of 

the appropriate relationship between teachers and parents; and two, the 
meaning of the term "parent involvement." 

The article reports as well that since the completion of that review the 
question of whether parent involvement is important has been answered, 

and the answer is a well-established "yes." Joyce Epstein is quoted in this 

article as saying that research must now address a more difficult question: 

given that "families are important for students' success in school, how can 

more families-indeed, all families-be assisted to become better partners 
in their children's education" (p. 12)? 

I t  is true that a good deal of evidence exists regarding the positive 

outcomes associated with parent involvement. It is also true that attention 

must be directed to determining how that knowledge can be put to use to 
benefit student achievement. Although the literature reveals evidence that 

a discrepancy exists between prevailing and desirable conditions, little of 

this research has been conducted in a Canadian setting. For the purposes 

of this study, then, and the larger study of which it is a part, it was con- 
sidered necessary to determine whether the same outcomes would obtain in 

the Canadian context and, more specifically, within the context of British 

Columbia schools. This was deemed particularly important given the 

intervention component of the study. Because interventions are designed to 
effect change, ideally they are introduced as a consequence of: 

having identified a desirable set of conditions, which stands on 

defensible ground; 

having established an understanding of existing attitudes and patterns 

of behaviour; and 

having observed that a difference exists between "what is" and "what 
ought to be." 



Defining the Study 

To satisfy these conditions, this study set out not only to determine the 

generalizability of previously published findings, but to extend our 

understanding of what that desirable set of conditions might be and how it 

could be brought into effect. 

How This Study Differs from Others 
In part, then, this work could be classified as a replication study, but only 

in part, because there are ways in which it differs significantly from other 
parent involvement research. For instance, Mich, Milojevic, and Jardine 

(1990, p. 4) report that a review of the parent involvement literature reveals 
that 

a majority of parent involvement efforts rely on a home-school 

dyad. Generally, a model of parent involvement emerges in which 

the parents' intrinsic interest in the child is the basis of some kind 

of intervention. In this home-school dyad focus, the target is the 

parent, and by influencing the parent, the child's achievement or 

school success is generally positively affected. That is, the route to 
the child is through the parent. (p. 4) 

The study reported here agrees with this premise-to a point. It differs, 

however, from this characterization of parent involvement research in 
several ways. 

First, unlike other studies, this work envisions the intrinsic interest in 
the child as residing not solely with the parent but with the teacher as 

well-particularly at  the grade six and seven levels. Personal communica- 

tion with teachers reveal that they and parents alike express concern for 

the well-being of children as they make the transition from elementary to 
secondary school. 

Second, this study differs from other parent involvement research in 
that i t  focuses on the middle school years. Typically, teacher initiated 
attempts to involve parents are greater during the primary grades and ease 
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off as children move up and through the system (Becker & Epstein, 1982; 

Lareau, 1989; Stevenson & Baker, 1987). Given that both social and aca- 

demic priorities often change during early adolescence, this is hardly the 

time for school and family to part company. Preadolescents typically seek, 

and in healthy relationships with adults gain, increasing independence. 

Given this, parent involvement at  the grade six and seven level may need to 

play itself out differently than in earlier years. However, it is argued here 

that collaborative links between home and school are as important at  this 
stage as ever they were. 

Not only does parent involvement drop off as children become older, the 
older child, here defined as the middle school student, has been "largely 

ignored in the recent surge of educational reform" (Carnegie Council on 

Adolescent Development, 1989, p. 13). Given that parent involvement can be 

viewed as one aspect of reform or school improvement, the decision to work 

with pre-adolescent children, their families, and teachers is an important 

one in that it addresses an existing gap in the literature. 

Apart from the paucity of research reflecting a middle school year 
focus, Finn's (1989) research on dropouts contributed to the decision to work 

with grade six and seven students and their parents and teachers. Finn 
argues that dropping out of school is best viewed as a developmental process 
that begins in elementary school. Given this, and given the belief that 

parent involvement increases the likelihood of students bonding with the 
school and its values (Carnegie Council on Adolescent Development, 1989; 

Coleman, 1987; Epstein, 1987), it is considered important to do what can be 

done to promote an attachment to school before students leave the relatively 

well-monitored environment of the elementary school and proceed to the 

more academically and socially challenging high school. It should be 

noted, however, that while this study recognizes the dropout problem and 
while it is believed that parent involvement can ameliorate the situation to 

some degree, the study does not focus specifically on students at  risk. It 
does, however, focus on attitudes and practices that affect the dropout 
decision. 
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Third, unlike many other studies, this study does not adopt the asym- 

metrical orientation typical of many parent involvement activities reported 

in the literature. Parent involvement is not seen solely from the vantage 

point of the professional-where the professional speaks and the parent 

(and the student) listens. This study is premised on the belief that commun- 

ication and mutual respect amongst all members of the triadic relationship 

(parent, student, and teacher) are the foundation upoq which positive rela- 

tionships are established. Here parents, teachers, and students are all seen 

to have skills, knowledge, experience, and expertise from which each can 
benefit. 

Fourth, with few exceptions (e.g., Epstein, 1982) the student voice is 
seldom heard in parent involvement research o r  in the school effectiveness 
literature. Sarason (1990, p. 13) notes that: 

we often act as though students are the products of school, when, 

in fact, kids must be the workers in order to learn. They must 

want to come to school, and they must be willing to work, even 

when no one is hanging over them. If we can't achieve this, no 

kind of school reform, however ambitious, will improve student 

learning and public education. So it's hard to explain why we 

don't routinely ask kids . . . about how to improve schools. 

Weinstein (1993, p. 197-198) concurs. She comments: 

It is surprising that in our research efforts to understand student 

motivation and in our policy initiatives to reform schooling, 

children's views of their school experiences are virtually absent 

from the debate. We reflect a variety of perspectives-that of re- 

searcher, theorist, teacher, administrator, parent, and govern- 

ment-yet the voice of the primary consumer of education 
remains silent. 

This study addresses that void. Student perceptions are critical t o  this 
work given that the intent of the study is to understand relationships 
between and amongst teachers, students, and parents. Student perceptions 



Defining the Study 

are particularly important given the focus on collaboration and the 

emphasis placed on students, teachers, and parents regarding themselves 

as co-producers of education. 

Fifth, this study focuses specifically on parent involvement in learning 
related activities and on how schools can promote this kind of practice in 

the home. Henderson et al. (1986) speak of the need to extend parent 

participation "beyond the bake sale," those traditional ways that schools 

typically utilize parent volunteers. Yet as recently as 1992 Davies, Burch, 

and Johnson (Research and Development Report, February 1992) are 
reported to have found that "partnership strategies, although plentiful, are 

not usually closely linked to changes in curriculum or teaching-the areas 

in which change is most likely to directly influence student learning and 

achievement" (p. 3). 

This study responds to that concern and in doing so attends to teacher 

and parental attitudes and practices that foster student commitment to 

learning, not only at  school but in the home as well. In this regard it draws 

on the notion of the "curriculum of the home." This curriculum does not 
consist of subject matter, but of patterns of habit formation and attitude 

development that prepare a child for academic learning and sustain the 

child through years of schooling" (Redding, 1992, p. 1). The cumculum of 
the home 

predicts academic learning twice as well as the socioeconomic 
status of families. This curriculum includes informed parent1 

child conversations about everyday events, encouragement and 

discussion of leisure reading, monitoring and joint analysis of 

televiewing, deferral of immediate gratifications to accomplish 

long-term goals, expressions of affection and interest in children's 

academic and personal growth . . ." (Walberg, 1984, p. 400) 

While the school cannot influence all aspects of the curriculum of the 

home, it is argued here that some aspects do lend themselves .to school in- 
put. Teachers can, for instance, provide parents with information regard- 
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ing classroom learning activities, thereby increasing the opportunity for 

parents to discuss school-related activities in the home. 

Sixth, there are both conceptual and methodological differences 

between this study and many of those reported in the literature. Here the 

unit of analysis is not limited to the parenuchild or teacherlparent dyad 

common to many studies. In this study the unit of analysis includes the 

triad, consisting of teacher, parent, and student. The triad is assumed to be 

systemic in nature. What occurs a t  one point in the triad is very likely to 

affect what occurs elsewhere. 

Seventh, this work is intended to be transformative. The notion of 
transformative research comes from Bronfenbrenner (1979), who defined it 

as "the systematic alteration and restructuring of existing ecological 

systems in ways that challenge the forms of social organization, belief 

systems, and lifestyles prevailing in a particular culture or subculture" 

(p. 41). In this instance the culture is that of the schools and involves the 
relationship they have not only with the students, but with families as well. 

This study attempts to be transformative through workshops designed to 

promote partnerships between and among the three groups of study 
participants. 

Eighth, this study, unlike many others, does not approach parent in- 
volvement from a compensatory perspective. Nor does it see its purpose as 

ameliorating the effect of deficiencies in the form of socio-economic andlor 

educationally disadvantaged family backgrounds. Rather this work pre- 

supposes a reasonably healthy family environment. Therefore, the gener- 
alizabilit~ of findings reported here t o  children from truly impoverished 
circumstances is uncertain. 

Ninth, unlike many studies, the larger study of which this is a part 
attempts to record change in teacher attitudes and behaviours. To that end, 

in each year of the study data are collected a t  two points during the year. 

Comparing Time 1 and Time 2 data in this report is the first step in what is 
to be a continuing part of the larger project: monitoring behavioural and 
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attitudinal shifts, if any, in the relationships teachers establish between 

and amongst parents and students. 

Tenth, much of the research on parent involvement is largely atheoret- 

ical. Interestingly, such is the case with parent involvement activities at  the 

classroom level as well. Jowett and Baginsky (1991) recently reported that 
"much of the work undertaken with parents has not emerged from a well- 

defined and considered strategy underpinned by an explicit philosophy" 

(p. 143). This work attempts to address this limitation by creating a 
conceptual model of the characteristics of the collaborative relationship 

between and amongst students, teachers, and parents. 

Eleventh, the conceptual model just discussed places this study in the 
context of the effective schools research. Interestingly, the school improve- 

ment literature often overlooks the family, failing to see it and the curricu- 

lum of the home as a potentially rich and cost effective resource. The work 

reported here addresses that shortcoming to some extent. It differs, how- 

ever, from many school improvement studies in its choice of outcome 

measure. Student achievement is typically the variable of choice. Here, 

however, the successful school is more broadly defined. This study attempts 
to arrive a t  a measure of parent and student satisfaction with the classroom 

and, by extension, the school as a place for children to learn. 

Satisfaction is considered a broad indicator of the extent to which 

pupils and parents perceive the classroom and the school to be meeting 
broadly defined student needs and interests. From this perspective, satis- 
faction determines, a t  least in part, the desirability of perspective, satisfac- 

tion determines, at  least in part, the desirability of actively engaging in the 

life and work of the school. It seems reasonable to argue that a student who 

rates the classroom and the school as desirable is more likely to choose to 

stay in school and, therefore, more likely to achieve his or her academic 

potential. There are, undoubtedly, many factors influencing how parents 
and students rate classrooms and schools. This study is limited to investi- 

gating those associated with student, parent, and teacher relationships. 
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Voluntary Participation: A Point of Clarification 
It is important to note that this research is constrained by a university 

ethics committee stipulation that participants not only be fully informed of 

the nature of the study, but that the research proceed only with those who 
have expressed in writing their willingness to participate. The sample, 

therefore, is biased in an important way, and any attempt to generalize the 

findings reported here must bear this in mind. 
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Chapter Two 
A Review of the Literature 

Setting the Scene 

In recent years there has been much publicized concern for the quality of 

education students receive as they proceed through the public school 

system. The media has been quick to pick up on declining scores on student 

achievement tests and reports of high school graduates who can neither 

read nor write particularly well. There are reports, too, of student dropout 

rates of thirty percent that have many Canadian parents and school 

officials questioning the learning opportunities provided in today's schools. 

The proliferation of research on "effective schools" is an indication that 
researchers have taken these concerns seriously. Considerable literature, 

both descriptive and prescriptive, now exists on this topic and has been well 

summarized by Cohen (1983), Purkey and Smith (1983) and, more recently, 

Chrispeels (1992). Much of this literature suggests that the "effective school" 
is simply one that successfully increases student performance on standard- 

ized tests. It will not be disputed that student performance is a desirable 

goal. What needs to be questioned, however, is the wisdom of defining 
school effectiveness in such narrow terms. 

To be sure, i t  seems reasonable to argue that most parents are un- 
doubtedly interested in children mastering basic skills. The school's ability 

to do this successfully serves as one measure of school effectiveness. 

Parents, however, have other concerns that need to be taken into account in 
evaluating how well the school is functioning. Some "persisting" concerns 

noted by Davies (1987) include the need to provide opportunities for parents 

to air grievances andlor concerns; to have parents involved in decision- 
making regarding school policies and practices; to provide parents with the 

opportunity to send their children to a school of their choosing; and the need 
to involve parents in their children's education. Parent involvement in 
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children's education is the issue dealt with here because it is this kind of 

parent involvement that is most likely to have a positive effect on student 

learning and their attitudes to school-and, by extension, school effective- 

ness (Fullan, 1991). 

Parent Involvement Defined 

The words "parent involvement" evoke many images: of bake sales and hot 

dog days; of mothers assisting in classrooms or car-pooling chlldren on 

field trips; of parents fighting for what they consider t o  be the rights of par- 

ticular groups of children; of mothers sitting on Parent Advisory Commit- 

tees or volunteering in the school library. From a teacher or an administra- 

tor perspective, parent involvement brings to mind, and for some is limited 

to, images of children coming to school well-fed, appropriately clothed, and 

ready to learn. For others, i t  conveys images of open houses, parent-teacher 

conferences, and parent attendance a t  school plays and other school func- 

tions. There is nothing wrong with these images. They accurately portray 

the many ways in which parents and schools interact. The problem, bow- 

ever, is that these images too often reflect "what is" rather than "what could 
be" or, indeed, "what ought to be." 

There have been many attempts to capture "what is" and "what could 

be" with regard to "parent involvement" (Davies, 1987; Fantini, 1980; 

Gordon, 1978; Jones, 1989). Jones (1989), for instance, has identified four 
levels of parent involvement: 

Level one-the "typical" or traditional type of parent involvement, ex- 

emplified by fundraising activities organized by the home-school 
association; 

Level two-a proactive, school-level approach to parent involvement 

that uses newsletters, for instance, to keep families informed of impor- 
tant school issues; 

Level three-involvement that permits some parents, though not all, to 

serve in an advisory capacity t o  the school administration; 
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Level four-involvement that permits some parents to participate in 

the decision-making process. Parental input may be sought, for in- 

stance, on personnel or curricular issues. 

Interestingly, this scheme fails to mention that type of parent involve- 

ment that is most directly linked to positive student attitudes toward school 
and academic achievement-parent involvement in student learning. 

Epstein's classification scheme, the one most often cited, corrects this 

omission. It identifies six types of family-community-school interactions 

(Report of the Centre on Families, Communities, and Children's Learning, 

1992, May). 

Type one: school help for families-here the school helps the family 

meet its basic obligations to the child and, thus, to the school. These 

obligations include: providing for the health and safety of the child 

through appropriate supervision and discipline; and creating home 

conditions that support grade-appropriate school learning and 
behaviour. 

Type two: school-home communication-here the school honours its 
obligation to keep parents informed of school programs and student 

progress. This is accomplished through letters, memos, phone calls, 
report cards, newsletters, and conferences; 

Type three: family help for schools-at this level of involvement parent 

and community volunteers assist teachers, administrators, and 

children in the classroom and in the school a t  large. They also support 

and attend school functions such as plays and sports events; 

Type four: involvement in learning activities a t  home-this refers to 

parents helping their children with school-related learning activities 
in the home. These activities may be student-, parent-, or teacher-initi- 

ated. In the latter case, i t  involves teachers providing parents with 

specific information about how to assist their children with home 
learning activities that are co-ordinated with classroom instruction. 
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Type five: involvement in governance, decision making, and advo- 
cacy-this type of involvement refers to parents and other community 

residents serving in advisory, decision-making, or advocacy roles on 

parent associations, advisory committees, and school improvement or 

school-site councils. It refers, as well, to parents and community 
activists who monitor schools, serve as advocates, or who work for 

school improvement; 

Type six: this refers to the joint efforts of various community organiza- 

tions that are in some way responsible for children's development and 

success. 

It is evident from these classification schemes and the various images 

they and the introductory paragraph present that parents and schools are 

capable of forming many different kinds of relationships. It is equally evi- 

dent that legislators, administrators, teachers, and parents do not always 

agree on the desirability of each kind of activity. For instance, Chavkin and 

Williams (1985) report that some parents are very interested in serving as 

decision-makers or advocates, but teachers, principals, and superinten- 

dents are far less enthusiastic about parent involvement activities of this 

sort. It is not difficult to generate plausible explanations for this situation. 

When parents serve as decision-makers or advocates, for instance, the 

opportunity for controversy is real, rendering the relationship between 

parents and school personnel potentially difficult. It may also be that 

parents who become involved in these kinds of activities do so as a conse- 

quence of dissatisfaction with the status quo and are, therefore, committed 

to changing schools (Davies, 1981). These suppositions provide plausible, if 

not tested, explanations of why school personnel might resist these types of 

parent involvement. 

Other kinds of home-school relationships, however, such as those that 

encourage parent involvement in learning activities in the home, are less 

problematic (Davies, 1987). When parents actively support classroom learn- 

ing in the home, conflict is less likely. It is reasonable, therefore, to antici- 

pate what research findings demonstrate: educators view this type of 
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parent involvement more favourably than they do advocacy or decision- 

making activities (Becker, 1981; Cutright, 1984; Moles, 1982; National 

Education Association, 1981). 

Parent Involvement Defined for the Purposes of this Study 

As noted previously, the work reported here focuses on parent engagement 

in learning activities in the home. Parent engagement is not limited to 

actual learning tasks, but includes, as well, the notion of the "curriculum 

of the home." The curriculum of the home refers to the "patterns of habit 

formation and attitude development that prepare a child for academic 

learning and (that sustain) the child through the years of schooling" 

(Redding, 1992, p. 1). 

There are four reasons for focusing on this kind of involvement. One, it 

has been shown to yield benefits not regularly associated with other kinds of 

school-related parent activity (Fullan, 1982; McLaughlin, 1987). Two, al- 

though the literature reports that students benefit when parents become 

involved in classroom work and such involvement may even be critical for 

some groups of students, (Cusson & Hedges, 1978; Fantini, 1980; Gordon, 

1978), many parents are simply not able to volunteer a t  the school or in the 

classroom during regular school hours. To make no effort t o  reach these 

parents is to forfeit opportunities to promote productive relationships 

between home and school. 

Three, further to the point just made, Siu (1992) has recently ques- 

tioned the importance of parent involvement in the classroom itself. When 

studying the Chinese-American experience in North American schools, 

she reached the conclusion that "parents do not have to be actively involved 
at  the school building or participate in policy making in order to care deeply 

about their children's education and to do a lot to encourage and monitor 

their children's progress at  home" (cited in Report of the Center on Fami- 

lies, Communities, Schools and Children's Learning, February 1992, p. 7).  
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It is possible that the discrepancy between Siu's findings and those 

reported above can be explained by noting an important difference in the 

families studied. Studies suggesting the importance of parent involvement 

in the classroom focus on children enrolled in comperisatory programs for 
the educationally disadvantaged. In Siu's work, however, there is no men- 

tion of compensatory programming or the need for such. What may be a t  
issue here is the curriculum of the home and whether it encourages be- 

haviour and attitudes that are beneficial or detrimental to student success 

at  school. 

A fourth reason for focusing on parent involvement in student learn- 

ing comes from the school effectiveness research. This literature reveals 

that effective schools share a common characteristic: they place a high 

priority on academic matters (Coleman & LaRocque, 1990; Mackenzie, 1983; 

Purkey & Smith, 1982; Witte & Walsh, 1990). Furthermore, these schools 

"provide a unifying framework of values, which is often expressed in terms 

of explicitly defined school goals that focus staff attention and school 
resources on specific areas of learning" (Hallinger & Murphy, 1986, p. 31). 
It is argued here that when that focus and those school resources are 

shared with parents, there is a greater likelihood of student success. That 

parents would be receptive to overtures of this sort is evident from Pugh's 

research (1989). She found that parents generally prefer to be involved in 

student learning rather than school governance activities or those that 

focus on the school in its entirety. Similar findings are reported by 

McGeeney (1969) and Tizard and Hughes (1984). 

The Benefits of Parent Involvement 

Educational research provides ample evidence that a parent's interest and 

involvement in a child's education increases the likelihood that the child 

will benefit both academically and attitudinally from his or  her schooling 

experience. Characteristic of the outcomes of this research is Epstein's 

finding that "students whose teachers and parents used frequent parent 

involvement practices reported more positive attitudes toward school, more 



A Review o f  the Literature 

regular homework habits, more similarity between the school and their 

family, more familiarity between the teacher and their parents, and more 

homework on weekends'' (Epstein, 1982, cited in Epstein, 1987, p. 128). 

Given this, it is not surprising that parent involvement has also been asso- 

ciated with noted improvement in language skills, achievement test per- 

formance, and classroom behaviour (Becher, 1984, cited in Henderson, 

1987). Interestingly, as well, is the finding that parent involvement has a 

positive impact on student aspirations for the future. Succinctly stated, it is 

"clear that parental encouragement, activities, and interest a t  home and 

participation in schools and classrooms affect children's achievement, 

attitudes, and aspirations, even after student ability and family socio- 

economic status are taken into account" (Epstein, 1987, p. 120). 

The benefits of positive home-school connections accrue not only to 
students but to teachers as well. A positive outcome of collaborative rela- 

tionships, and one that has an ameliorative affect on the clash of interests 

discussed earlier, is that both teachers and parents develop greater under- 
standing and respect for the role the other plays in a child's education 

(Hoover-Dempsey et al., 1987). The importance of this outcome is reflected 
in Lightfoot's (1978) statement that "in order to effectively attend to children 

in one setting, the adult sponsors would have to be aware of life in the other, 

see the child's experiences as continuous, and seek an integration of educa- 

tion realms" (p. 204). 

Teachers who actively encourage parental co-operation in learning 
tasks are rated by parents as having better interpersonal skills and as being 

more coinpetent overall (Epstein, 1983, reported in Moles, 1987). These 

teachers are also perceived to be working hard to interest parents in in- 
structional programs (Epstein, 1987). Perceptions of teachers as competent 

professionals reside not only with parents. Teachers themselves report an 
increased sense of professional efficacy (Dye, 1989), the belief that "they are 

effective in teaching, that the children they teach can learn, and that there 
is a body of professional knowledge available to them when they need assis- 

tance" (Hoover-Dempsey et al., 1987, p. 421). Increased efficacy is an out- 
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come of confidence gained in their ability to "demonstrate their professional 

skill and gain the confidence of parents" (Dye, 1989, p. 27). As the head 

teacher in Dye's study remarked: the structured program of parental in- 

volvement used in that school had "extended the teachers' skills. . . . None 

of the teachers had talked with larger groups of parents before, and none 
had experience of regularly discussing curriculum matters with parents in 

quite such detail" (p. 28). McLaughlin (1987) and Atkin and Bastiani (1988) 

report that these findings maintain even amongst those teachers who were 

at  first hesitant to pursue a more collaborative role with parents. 

There is another way, too, in which teachers gain from this experi- 

ence, what McLaughlin and Yee (1988) refer to as "the level of opportunity:" 

"the chance to develop basic competence; the availability of stimulation, 

challenge, and feedback about performance; and the support for efforts to 

try new things and acquire new skills" (p. 26). By working co-operativeiy 

with parents, teachers not only learn more about the children they teach; 

they also provide themselves with opportunities to acquire new knowledge 
and skills, which may or may not be related to their professional duties 

(Dye, 1989). Such teachers place themselves in the position of "learner" and 

empower those around them by granting them an opportunity to teach, an 

act that demonstrates respect for the skills and knowledge of the parent 

(and, in the best of all possible worlds, the student, too) and a willingness to 

establish a collaborative rapport that cuts across the boundaries that tradi- 

tionally separate members of the three referent groups studied here. 

It also been found that teachers who involve parents "devote more time 
to teaching, experiment more, and develop more student-oriented ap- 

proaches" in the classroom (Becher 1984, cited in Henderson, 1987, p. 5 ) .  It 
is true that this may be seen as a benefit to students, as it undoubtedly is, 

and that i t  would be more correctly positioned under that heading. It is also 

true, however, that these activities speak of teacher commitment, profes- 
sional efficacy, and by extension, career satisfaction. 

Parents, too, gain when collaborative relationships are established. 
Teachers who actively pursue parent involvement give a clear message to 
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parents that they ought to help their children at home, an assumption that 
is not always safe to make; they provide parents with a better understand- 

ing of what is being taught in the classroom; and they provide direction on 

how best to assist children with school-related learning in the home so that 

parents are, in fact, able to assist (Epstein, 1987). 

The literature reveals another important finding-one that may be 

crucial to efforts to decrease the achievement gap between educationally 

advantaged and disadvantaged students. It has been found that teachers 

who are committed to developing positive instructional ties between home 

and school are just as likely to involve parents with less formal education as 

those with more (Epstein, 1986). Similarly, such teachers view single 

parents more positively than colleagues who are less inclined to reach out 

to parents-regardless of the make-up or educational background of the 

family. Teachers who actively promote home-school partnerships repurt 

that single parents are just as receptive as those in two-parent families 

when asked to provide home support for classroom learning (Epstein, 1986). 
These findings are important not only to single parents andlor the educa- 

tionally disadvantaged but to their children as well. 

There are still other ways that parents benefit when teachers are 

favourably disposed to work collaboratively. Those who become involved in 

their children's learning are more likely to develop positive attitudes toward 

school and school personnel and, interestingly, are more likely to become 

involved in learning activities themselves (Becher, 1984, cited in Henderson, 

1987). It seems reasonable to speculate that what serves the parent well 
will, in turn, serve the child well. 

Finally, teachers who promote home involvement perceive parents to 
be more co-operative and more likely to follow through with school-initiated 

requests for involvement in home learning activities. Not surprisingly, 
then, parents find themselves better informed about what their children are 

studying in school and receive more information regarding ways to support 
student learning in the home. 
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The Discrepancy between the Ideal and the Real 

Although positive correlations have been firmly established between parent 

involvement and student success, teachers and administrators often fail to 

develop strong links between home and school. A variety of reasons are 
offered to explain this situation. They have to do with teacher perceptions of 

professional autonomy, the availability of time, and lack of parental 

interest, to name a few. 

Perhaps these perceptions explain why teachers seldom take the initia- 
tive to activate the potentially powerful support of the home. Generally 

speaking, teachers do not maintain regular contact with parents to keep 

them apprised of student progress; nor do they design specific activities for 

parents whose children would benefit from home tutoring or home learn- 

ing projects-be it remedial or enrichment (Becker, 1981). Teacher-initiated 

contact is too often limited to scheduled parent-teacher conferences during 

the early part of the year and, subsequently, to "bad news" messages re- 

garding poor conduct or academic performance (Fullan, 1982). 

Whatever reasons are given to explain the lack of teacher-initiated 
parent involvement, they fail to convince some teachers and researchers 

that "what is" is good enough. These teachers and researchers argue that it 

is important for schools to establish positive working relationships with 

parents and, of course, students. The underlying belief, supported by 

empirical evidence-not to mention common sense-is that the interests of 

the student are best met when those institutions responsible for the up- 

bringing, socialization, and education of the child work in concert 

(Bronfenbrenner, 1979; Hobbs et al., 1984). The student benefits, therefore, 

when family and school co-operate. 

Parent Involvement and the Dropout 

The failure of teachers to promote home-school partnerships becomes par- 
ticularly important when examined in the context of school dropout rates. 

Both in British Columbia and elsewhere the rate a t  which students leave 
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the school system prior to graduation is cause for considerable concern. 

While there are undoubtedly many reasons for dropping out of school, the 

decision is seldom an ahistorical response to a particular event (Finn, 
1989). Rather, it is typically the endpoint of a developmental process that 
began early in a student's school history. Some studies show that potential 

dropouts can be identified as early as the primary years (Lloyd, 1978). 

Various arguments are mounted that speak to the importance of re- 
taining students within the school system through high school completion. 

The commentary often speaks in terms of the costs both to the individual 

and to society of dropping out of school. Costs to the individual are often dis- 

cussed in terms of decreased earning power and limited career opportuni- 

ties. Costs to society are defined in terms of national productivity. Societal 

costs are discussed in terms of social welfare benefits and the strain they 
place on the economy. Here, of course, school dropouts are seen as more 

likely to be unemployed and thus in need of government support (Carnegie 

Council on Adolescent Development, 1989). 

While not all those who leave school prematurely suffer negative eco- 

nomic or social consequences (Connell et al., 1982), it is generally agreed 

that the changing demands of the workplace make education increasingly 

important and that steps must be taken to ensure that students avail them- 

selves of the educational and credentialling opportunities schools provide 

(Little, 1994). Levin (1992) counters the economic "stay in school" arguments. 

He maintains that "despite the rhetoric of the federal government (that) 40 

percent of all new jobs will require more than 16 years training . . . it is not 

a t  all clear that skill requirements in the Canadian economy are rising" 

(p. 347). It  may well be true that existing and new positions do not necessar- 
ily require the skills associated with high school o r  university diplomas. 

Nonetheless, if companies hire only those with stipulated certifications, 

regardless of the skills required for a particular job, the fact remains that 

the credential is a necessary condition of employment. 

To increase the likelihood of retaining students within the school 

system efforts must be made to promote opportunities for them to identify 
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with its values and to participate in its activities, academic and otherwise 

(Finn, 1989). It is argued here that one way, albeit not the only way, to in- 

crease the degree to which youngsters participate in and identify with the 

school's mission is through parent involvement practices (Coleman, 1993; 

Raddysh, 1992). 

Barriers to Parent Involvement 

There is no question that positive relationships between home and school 

can be established and that when they are, teachers, parents, and students 

benefit. There is also no question that both parents and teachers agree about 

the importance of parent involvement when it is defined as parents helping 

in the home with school related learning activities. Yet, as Fullan (1982) 

observes: "On the one hand, most teachers . . . say they want more contact 

with parents. . . . On the other hand, parents say they want to find out more 

about the curriculum, what their children are supposed to learn, and what 

they can do a t  home to help" (p. 206). What Fullan's statement reveals is 

that both groups are of the opinion that their respective wishes are too 

seldom realized. Given that, generally speaking, parents care about their 

children and their education; and given that, generally speaking, most 

teachers are committed to their professional responsibilities, it is necessary 

to question why this situation exists and why, as Lightfoot (1978) observes, 

"families and schools (although) engaged in a complementary sociocultural 

task . . . find themselves in great conflict with one another" (p. 20). 

Fullan (1982) provides an explanation. He reports that teachers often 

question' parental interest and commitment-an observation that is borne 

out from personal experiences listening to teachers talk. In some cases, 
this perception is well justified. It must be acknowledged that parents exist 

who, regardless of teacher efforts, refuse t o  meet with the teacher or who 
fail to take the initiative to approach the school when difficulties arise. It 

must be acknowledged, as well, that there are parents who abrogate their 

responsibilities to  their children and who view the teacher andlor the school 

as solely responsible for any difficulties the child experiences. These 
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attitudes, however, are not common to all parents, and this study is based 

on the belief that, for the most part, parents care about their children and 

are willing and able to do well by them. 

Lightfoot's (1978) work helps us understand another impediment to 

parent involvement that is rooted jointly in the home and the school. She 
speaks of parents and teachers being "worlds apart" and of both groups 

failing to understand the different sociocultural functions of families and 

schools. Whereas the teacher must attend to the well-being and best 

interests of the group, family concerns focus on the individual child. It 

seems reasonable to suggest that this difference in loyalties could be the 

cause of a t  least some parent-teacher disputes. It is important for parents 

and teachers alike to have an explicit understanding of the different roles 

that family and school play in a child's life and to recognize the comple- 

mentary potential of this duality. 

Just as there have been various attempts to classify kinds of parent in- 

volvement, there have also been various attempts to classify barriers to 

parent involvement. Fullan's (1982) is the better known, although Pugh's 

(1989) is of interest as well. The latter makes reference to three categories of 
barriers: one, characteristics of the school, both physical and organiza- 

tional; two, skills and attitudes of the staff; and three, parental motivation 

and level of confidence. 

Fullan distinguishes between phenomenological and logistical bar- 

riers, each of which encapsulates items that appear under Pugh's less 

abstract labels. "Phenomenological barriers relate to the lack of knowledge 
and understanding that administrators and parents have of each others' 

subjective worlds. Logistical or technical problems concern lack of time, 

opportunity, and know-how about what activities or forms of parent in- 
volvement would be most effective" (Fullan, 1982, p. 203). Fullan states that 

"phenomenological obstacles are the greatest because they are more funda- 

mental (thus reinforcing the logistical barriers) and because they often go 
~nrecognized" (p. 203). Elaborating on the nature of the phenomenological 

obstacle and the human creature as well, he wryly notes that "stereotyping 
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is easier and more efficient than empathizing" (p. 203). The types of 

barriers are discussed below. 

Davies (1987) claims that, despite rhetoric to the contrary, resistance to 

involving parents in anything but traditional ways is very much in 

evidence. He does not place blame on individuals for this situation. Instead, 

he hypothesizes that it may be a consequence of thinking of schools and 

running them as if they were organizations. Organizations, he notes, have 

characteristics that render them resilient to change. Those pertinent to the 

issues discussed here are noted below. 

One, routines and standard operating procedures are the mechanisms 

through which organizations co-ordinate activity. While these mech- 

anisms may serve that function well, they limit the flexibility with 

which organizations can respond to new demands. 

Two, organizations attempt to avoid uncertainty and, therefore, seek 

stable internal and external relationships. 

Three, change to organizational procedures usually occurs incremen- 

tally. Typically, this change is in the form of an adaptation to an 

existing rule. 

Four, organizations generally opt for the solution that "will do" rather 

than the optimal alternative. 

Bearing these four factors in mind, the resistance to accepting 

parental involvement and the commitment and extra labour it implies be- 

comes more comprehensible. It also highlights the need to take the struc- 

ture of the school organization into account when making recommenda- 
tions for improvement. 

Teacher-Centred Baniem 

T e a ~ h e r - ~ ~ ~ t r e d  barriers to parent involvement that appear in the litera- 
ture and that were revealed through ~ e r s o n a l  communications with 
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parents not associated with the study are presented in summary form in 

Table 1. 

Table 1 
Teacher-Centred Barriers 
Teacher Characteristics 

Level of education: the  more education, the  more parent  involvement (Hoover- 
Dempsey e t  al., 1987). The  converse, then,  is less teacher education, less parent  in- 
volvement. 
Professional efficacy: the greater the sense of professional competence, the greater the 
willingness to involve parents (Hoover-Dempsey e t  al., 1987) 
Teachers a re  neither trained nor socialized to pursue proactively parent  involvement 
practices (Stallworth & Williams, 1981) 

Teacher Attitudes, Values, and Beliefs 
lack of understanding of parents' subjective worlds (Fullan, 1982) 
clash of values between home and school (Chavkin & Williams, 1987; Lightfoot, 1978; 
Partington & Wragg, 1989) 
unchallenged professional assumptions about professional knowledge and authority 
(Welker, 1991) 
teacher perception of detrimental home-life (personal communication) 
negative biases directed toward certain kinds of families: e.g., economically andlor 
educationally disadvantaged; single parent  families (Epstein, 1990, 1983; Lightfoot, 
1981) 
general distrust of parents (Lightfoot, 1981; Vernberg & Medway, 1981) 
a questioning of professional competence a s  a resul t  of working with low-achieving 
students (Dembo & Gibson, 1985) 
teacher perception tha t  parents do not value or transmit the importance of education to 
their children (Moles, 1982) 
low expectations regarding the  family's willingness and/or ability to follow-up on 
teacher-initiated suggestions for home-based instruction or support (Epstein, 1990; 
Moles, 1982) 
the belief t h a t  to involve parents  is to threaten professional autonomy (Mortimer & 
Mortimer, 1984) 
teacher perceptions of negative ~ a r e n t a l  at t i tudes toward teachers and  schools in 
general (personal communication) 
teacher perception tha t  the profession does not have a common technical culture to draw 
on, therefore, they are  reticent to speak with authority (Lortie, 1975) 
teacher preference to view parents as a "distant assistant" (Lortie, 1975) 

(continued) 
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Teacher Concerns 
fear  of parents  taking over: "give them an inch, they'll t ake  a mile" (Mortimer & 
Mortimer, 1984) 
concern for the child of the  overzealous parent  who places unreasonable expectations 
on the  child (personal communication) 
concern for the child from the troubled family tha t  is unable to provide the support the 
child needs (personal communication) 
fear t ha t  close liaisons with parents will provide parents with opportunities to question 
teacher competence (Power, 1985) 
fear tha t  parents will blame the teacher for the children's problems (Becker & Epstein, 
1982; Hobbs et  al., 1984; Lightfoot, 1978; Lortie, 1975; Moles, 1982; Vernberg & Medway, 
1981) 
fear t ha t  parents  will question the professional competence of the teacher (Becker & 
Epstein, 1982; Hobbs e t  al., 1984; Lightfoot, 1978; Lortie, 1975; Moles, 1982; Vernberg & 
Medway, 198 1) 
concern for professional s ta tus  (Sykes, 1990) 

Teacher Behaviours 
incongruent school and family processes (Lightfoot, 1978) 

minimal teacher-parent communication (Powell, 1978) 

Teacher Realities 
daily pressures (Fullan, 1982) 

interpersonal clashes (Partington & Wragg, 1989) 
negative previous experience with parents (personal communication) 
parent  unwillingness to admit  child is or h a s  a problem (personal communication) 

time commitment necessary to establish and maintain parent  involvement programs 
(Epstein & Becker, 1982; Moles, 1982) 
lack of reward structure to acknowledge parent  involvement practices (Epstein & 
Becker, 1982) 

feeling overwhelmed by the  problems facing some children a n d o r  their  families 
(Moles, 1982) 

competing demands of private and professional life (Moles, 1982) 
little pre- or in-service t raining tha t  focuses on parent  involvement (Becker, 1981; 
Fullan, 1982; McAfee, 1987; Moles, 1982) 
difficulties of dealing with culturally diverse families (Moles, 1982) 
the need to focus on the well-being of the individual, but  not a t  the expense of the well- 

being of the group (Lightfoot, 1978) 
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Parent-Centred Barriers 

Barriers that reside within the family are noted in Table 2. 

Table 2 
Pamnt-Centred Bamiers 

parents often feel less competent in relation to the school curriculum a s  children grow 
older (Cyster, Clift, & Battle, 1979; Moles, 1987) 

parent perceives the teacher to be antagonistic or indifferent (Becker & Epstein, 1982; 
Hobbs e t  a]., 1984; Lightfoot, 1978; Lortie, 1975; Moles, 1982) 
parent  perceives self to be inferior or subordinate to the  teacher (Hoover-Dempsey e t  
al., 1987; Lightfoot, 1981; Pugh, 1989) 

parent perceives teacher to wield greater power (Baskwill, 1989) 

parent  fails to understand teachers' subjective worlds (Fullan, 1982) 
parent is not privy to the language of the school (Fullan, 1982; Weatherly, 1979) 
clash of values between home and school (Chavkin & Williams, 1987; Partington & 
Wragg, 1989) 
interpersonal clashes between parent and teacher (Partington & Wragg, 1989) 
processes of the home not in sympathy with those of the school (Hoover-Dempsey e t  a]., 
1987; Lightfoot, 1978) 

parent  perceives a discrepancy between the school's words and i ts  actions (Hoover- 
Dempsey, 1987) 
parent  concern t h a t  differences of opinion between parent  and  teacher will impact 
negatively on child (Atkin e t  al., 1988) 

family health problems (Moles, 1982) 
work schedules (Moles, 1982) 

parents have other children who require attention and care (Moles, 1982) 
parents  become discouraged when the  school communicates only the  "bad news" 
(Moles, 1982) 

parents do not understand the homework (Moles, 1982) 

parent perception tha t  teacher does not care about the child (Lightfoot, 1978) 
parent distrusts the school (Lightfoot, 1978) 

the cul'tural background of home and school differ (Moles, 1982) 
the parent's focus on the  individual child i s  in conflict with the teacher's focus on the 
group (Lightfoot, 1978) 

pa ren t  lacks confidence in  h i s h e r  ability to interact  effectively with the  school 
(Lareau, 1989) 
Parent  perceives responsibility for educating the child to res t  solely with the  school 
(Lareau, 1989) 
parent  uncertain of teacher expectations regarding the desired degree of parent  in- 
volvement ( ~ e r s o n a l  communication) 

(continued) 
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negative parental  a t t i tudes  toward school andlor part icular  teachers  ( ~ e r s o n a l  
communica t ion)  

pa ren t  perception of the i r  role i s  limited to "bake sale" activities (personal  
communica t ion)  
parent perception tha t  teacher views parents a s  adversaries (personal communication) 

parent  perception t h a t  teacher is unwilling to accommodate individual needs of 
children (personal communication) 
parent  unwillingness to admit  t h a t  child is or h a s  a problem (personal communi- 
cat ion) 
parent  perception t h a t  teacher is unsuitable for the  profession (personal communi- 
cat ion) 
lack of time (Becker & Epstein, 1982; Hobbs e t  al., 1984; Lightfoot, 1978; Lortie, 1975; 
Moles, 1982) 
lack of opportunities to become involved (Davies, 1987; personal communication) 

recollection of negative childhood schooling experiences (Lareau, 1989) 

Having outlined the barriers to parent involvement, it is equally important 

to mention the bridges, those factors that increase the likelihood of co-opera- 

tion between teacher and parent. These consist of shared values about the 

importance of learning and schooling; an acknowledgement of the com- 

plementary roles school and family play in the child's education; and a 

willingness to share information regarding issues important to the child's 

educational development. Such bridges can be more firmly established by 

considering teachers and parents (regardless of socioeconomic background 

and family constellation) as co-producers of education. This topic is elab- 
orated in the following section. 

What's in a Label? The Importance of-e 

This study is unabashedly a work based on ideals. It is value-laden as, I 
would argue, is all research. Yet seldom, if ever, does the literature on 

Parent involvement go much beyond the instrumentality of good home- 

school relations. It speaks in terms of the benefits, or the products, to be 

derived when all members of the teacher-parent-student triad work collab- 

oratively: improved student achievement; increased sense of teacher profes- 
sional efficacy; and greater parent satisfaction, to name a few. All desirable 
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outcomes, to be sure. But there is something more fundamental at the heart 

of the issue, which can be understood by examining the language we use 

when speaking of parents, teachers, and students as co-producers of 

learning. 

What is the nature of the relationship between teacher and parent and 

teacher and child implicit in this research and how should it be labeled? 

Should we, for instance, speak in terms of professionals and the clients they 

serve? Or should we conceive of the relationship as a partnership? The label 

we choose is important because in adopting the label, we adopt, as well, the 

metaphor it implies. And therein, perhaps hidden from view, lie our polit- 

ical and ethical values and attitudes regarding the "correct" rapport be- 

tween the institution of the family and the institution of the school. 

Given the continuing and much publicized efforts to have teachers 

viewed as professionals, i t  is not unusual for the relationship between 

parents and children, on the one hand, and teachers, on the other, to be 

viewed as one between client and professional. Yet, if one were to investi- 

gate the nature of the relationship that typically exists between those who 
are members of well-established professions (law and medicine, for 

instance) and those who seek their s e ~ c e s ,  one soon realizes that features 

common to these relationships, as traditionally defined a t  least, simply will 

not do when the players are teachers, parents, and students. 

As Fenstermacher (1990) points out, there are three important differ- 
ences, or at  least there ought to be, between teaching and the ways that law 
and medicine are typically practiced. In what are considered the traditional 

professions, knowledge is mystified and presented as accessible only to 
those who have been initiated into the order; there is a social distance 

between the professional and the one he or she serves; and there is little, if 
any, reciprocity of effort. Sykes ( 1990) argues that this will not do when we 

are dealing with teachers, students, and parents. He states that teachers: 

must share responsibility with parents, and this means . . . de- 

mystifying school knowledge. In other fields, social distance and 
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mystification enhance the claim to expertise, and possession of 

the knowledge contributes to social distance. The circular relation 

builds professional status but is impermissible in teaching. (p. 81) 

Baskwill ( 1989) agrees. 

By giving parents the language of the classroom, you empower 

them to talk about what goes on within the classroom in terms 

their children will respond to. You turn them from hesitant and 

apprehensive outsiders into confident participants fully able to 

keep up with the changes taking place within the school. (p. 20) 

It is not suggested here that failure to share the language of the school 

is necessarily intentional. Intentional or not, however, the consequence 

remains the same. Many parents, though well-intentioned, are not empow- 

ered to act in ways that would benefit student achievement (Lareau, 1989). 

All this becomes increasingly important as students advance through the 

system because parents often feel "progressively less competent in relation 

to  school curriculum as children grow older" (Cyster, Clift, & Battle, 1979). 
Yet, while teachers speak of wanting parents to demonstrate a commit- 

ment to learning, they frequently fail to give parents the information they 

need to act. It would seem, then, that the "language of the school" all too 

often remains in the realm of the professional. 

It is argued here that the "correct" relationship between and amongst 
teachers, parents, and students is collaborative, and it can be described as a 

mutually respectful relationship in which each member of the triad expects 

and is expected to disseminate and receive information pertinent to student 
learning and engage in instructional activities using that information. 

That is to say, they are co-producers of education. The expectations, 

obligations, and attitudes regarding these practices reveal both the 

structure of the relationships and the values underlying student-teacher- 

Parent interactions. 
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parents, Teachem, and Students as C~pmducers of Education 

The kind of relationship that Baskwill and Sykes recommend is what 

Davies (1987) is describing when he speaks of parents and teachers (and, I 
would argue, students as well) as being co-producers of education. It is an- 
ticipated that some will find the notion of "co-producers of education" prob- 

lematic, arguing that the term commodifies education and conceives of it as 

a thing that can be "produced." I am sympathetic to their concerns. How- 

ever, I adopt Davies' term, bearing in mind this limitation, because it is a 

useful way of capturing the nature of the desired relationship between 

teachers, parents, and students. The term refers to a situation in which 

teachers and parents are consciously working co-operatively on instruc- 

tional matters, either in the home or a t  the school, and are doing so on the 

basis of shared conceptions of student learning and development. Baskwill 

(1989) describes such collaboration in this way: 

What we need is a shift in thinking about the nature of the effec- 

tive home-school communication, a new model of reciprocal re- 

sponsibility based on a mutual understanding of what learning is 

. . . teachers communicating with parents on a regular basis, 
sharing everything they noticed about their child's growth in 

learning. Indeed, even more important, . . . parents doing the 

same with teachers, feeling i t  was their p l a c e a n d  their right- 

to do so. (p. 9) 

The collaborative approach 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 positive attitudes to school and 
academic growth. The term suggests a relationship between parents and 

teachers (and students, too) in which each regards the other as co-opera- 

tively involved in a joint venture, the education of the child. The literature 

would have us believe that co-production is often interpreted by school per- 
sonnel as a unidirectional enterprise in which parents are expected to rein- 

force the beliefs, attitudes, and behaviours of the school, but where parents' 
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concerns, not to mention students', often are not heard. While teachers 

speak of the need for parents to share responsibility with the school for 
educating children, the notion of sharing often disappears when it comes to 
input from parents and, even more so, from students. In this study, a more 
equal partnership is envisioned, thus the use of the term "co-production" 
and the reference to parents, teachers, and students as co-producers of 
education. 

In this sense, the study is informed by Atkin and Bastiani (1988) and 
Dye (1989), who speak of a parent-centred approach to parent involvement. 
They stress the need for teachers to look to parents as sources of informa- 
tion relevant to the teacher's task. To this, I add that parents could be 
looked upon as sources of skill and knowledge that are of potential benefit to 
child and teacher alike. This study proceeds on the belief that the co-produc- 
tive relationship is more likely to occur when parents and teachers focus on 
the best interest of the child, rather than on their own interpersonal, adult 
differences or similarities of opinion. In this instance, to promote the best 
interests of the child is to promote attitudes and behaviours that increase a 
student's sense of participation with the school and hislher connectedness 
with the values and the activities of the school. Finn (1989) reports that the 
greater the sense of connectedness with the school, or "bonding" as he 
refers to it, the greater the likelihood that students will remain in the 
system and realize their academic potential. 

The Target: The Classroom vs. the School 

One might question the wisdom of focusing on the classroom as the site for 
school improvement when the appropriate level of analysis is typically con- 
sidered to be the school for the following reasons: one, "there is a theoretical 
appeal because individual and classroom education occurs within the con- 
text of, and is affected by, the larger school organization;" and two, "from an 
Operational and policy perspective, schools are the unit that can be best 
evaluated and manipulated (Witte & Walsh, 1990, p. 189). It could also be 
argued that the school ought to be the unit of analysis when home-school 
collaboration, as it is played out through parent involvement practices, is 
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the focus of the study. There is abundant evidence that parent involvement 

is most likely to flourish in those schools where administrators are 

convinced of its worth, promote its practice, and provide the necessary 

support to ensure its presence in the school (McDill et al., 1969). 

However, although teachers have some liberty to act independently of 

principals, the latter's views regarding parents and parent involvement 

undoubtedly influence the extent to which parents are made to feel a part of 

the school community. Personal experience leads t o  the conclusion that 

some principals have a rather limited interpretation of what constitutes 

home-school collaboration and fail to endorse teacher-initiated opportuni- 
ties for mutually co-operative working relationships. Chavkin and Williams 

(1987) predict that this situation is unlikely to change as long as adminis- 
trators continue to adhere to the "traditional one-way practice of enlisting 

Parents only to support existing school activities" (p. 167). Such principals 

maintain an arms length relationship with parents and consider the ap- 

propriate parental role to be that of the "distant assistant" (Lortie, 1975). 

Yet, within these schools teachers can be found who, resisting established 
norms, work closely with parents because they believe this is an important 

way to nurture student well-being-academic and otherwise. 

Even in those schools where administrators support home-school col- 
laboration, there remains the possibility of between-classroom differences 

in the degree to which teachers value parent involvement in student 

learning and initiate practices that encourage productive parent-student 

interaction. Such differences would be obscured if the school were the unit 

of analysis. As Witte and Walsh (1990) comment, "aggregation a t  the school 
level masks considerable variation within schools and makes it impossible 

to determine if recommended approaches would have a uniform effect on 

different student subgroups" (p. 190; Cohen, 1983; Purkey & Smith, 1983). 

Because this study focuses on the interrelationships between and amongst 
Student, teacher, and parent, detecting these differences is important. The 

  lass room, therefore, becomes the appropriate unit of analysis. 
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Support for this decision comes from Davies et al. (1992, Feb.) who 
report that few attempts to increase parent involvement efforts are initiated 

by or aimed a t  classroom teachers. They argue that efforts "to promote 
school, family, and community partnerships . . . are likely to fall short of 

their goal unless ways are found to involve more teachers more directly" 

(P. 3), teacher involvement being "one key to parent and community collab- 
oration" (p. 3). Fullan (1991) concurs. "The individual practices of each 

teacher a t  particular grade levels and in particular subject areas are the 

keystone for strong programs of parent involvement" (p. 234). 

None of this necessarily negates the importance of administrator 

leadership in  this area. In the best of all possible worlds, teachers and 

principals would share a common and positive attitude toward parent 
involvement and both would extend themselves in ways that increase the 

likelihood of all parents--regardless of educational background and socio- 

economic status-becoming involved in their children's education. 

parent Involvement and School Effectiveness 

Choosing the classroom and more specifically the triadic relationships 

within classrooms as  the units of analysis is consistent with this study's 

inside out approach to school improvement. As Bossert comments (1988), 

"~chools are not really the units of instruction" (p. 349). To explain, he 

quotes Barr and Dreeben (1983) who "liken (schools) to 'switching yards 

where children within a given age range and from a designated geographi- 

cal area are assigned to teachers who bring them into contact with ap- 
Proved learning materials, specified as being appropriate to age or ability, 

during certain allotted periods of time"' (p. 6, cited in Bossert, 1988, p. 349). 
He goes on to say that "the productive technology, where materials are actu- 
ally put to use, occurs in the classroom" (p. 349). What occurs a t  the 
classroom level, then, is critical to student development and renders it  an  

appropriate site from which to study school effectiveness or to work toward 

school improvement. Speaking specifically of this study, i t  is argued that 

schools improve as  the classroom-based triadic relationship between and 

amongst teacher, parent, and child becomes more collaborative. 



Chapter Three: 
Orientation to  Knowledge 

Introduction 

Krathwohl (1985) argues that the orientation researchers bring to their 

work inevitably influences not only the choice of phenomena to be examined 

but also the strategies used during the investigation. To bring these orienta- 

tions into focus, he presents a typology that positions each orientation along 

a continuum, commencing with those most closely aligned with the tradi- 
tions of the natural sciences and proceeding toward those more representa- 

tive of humanistic enquiry. It must be noted that Krathwohl has occasion- 

ally used terms that are coincident with formal epistemological positions 

(for example, the pragmatist vs. pragmatism). It is important, therefore, to 

understand that in this context these terms have a stipulated meaning that 

should not be confused with a similarly labeled epistemological position. 

The Pragmatist. In this context the term "pragmatist" is used to 
describe a researcher whose intent is to discover "what works" and for 

whom. Understanding "why" is not particularly important. The pragmatist 

studies only those constructs that lend themselves to direct observation and 

measurement. The rigors of the natural sciences are adhered to and the 

investigation is presumed to proceed in a detached, value-free manner. 

The Analyzer. Like the pragmatist, the analyzer strives to establish 
causality and believes that this can best be accomplished by adhering to the 
canons of the scientific method. Causality, however, is more difficult to de- 

termine here because unlike the pragmatist, who thinks in terms of rigid, 

mechanical laws, the analyzer views the world as being comprised of 

"loosely coupled systems." Analyzers differ from pragmatists in other ways 

as well. They are interested in developing theoretical understanding of the 

phenomena they study. 'Validating hypotheses is typically their main 
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business" (Krathwohl, 1985, p. 163), which they do through carefully de- 
signed experimental studies. 

The Synthesizer. The synthesizer represents a departure from the 
deductive approach to research, which characterizes the work of the prag- 

matist and analyzer. For the synthesizer, theory is the outcome rather than 

the starting point of enquiry. The shift to inductive reasoning is associated 

with a shift in investigative purpose. Rather than focusing on prediction 

and control, synthesizers seek to describe and explain and do so by ascrib- 

ing to a holistic rather than reductionist approach to enquiry. Although 

synthesizers value the scientific way of knowing, they are less likely to 

assume that enquiry can be truly objective and value-free. 

The Theorizer. Theorizers are researchers who "have an uncanny 

ability to find common patterns across groups, aggregating at  an appropi+- 

ate level so that the random noise cancels and pattern is apparent" 

(Krathwohl, 1985, p. 166). Observation, existing literature, and intuition are 

the theorizer's tools. The task is to discern patterns and relationships that 

lead to conceptual understanding of the phenomena, the testing of which is 
often left to other investigators. 

The Multiperspectivist. This is a researcher who studies a phe- 

nomenon from several perspectives and who attempts to establish explana- 

tions from each point of view. Not surprisingly, contradictory explanations 

are not uncommon. The task of the multiperspectivist, therefore, is to 

reconcile the differences that inevitably emerge by analyzing data at  "a level 

of aggregation a t  which patterns are discernible" (p. 170). 

The Humanist. The humanist, like the synthesizer, believes that de- 
termining causation in the social sciences is an extremely complex task. 

Where the two differ is in their propensity to establish generalizations. 
Synthesizers, while appreciating the contextual complexity of the world, 

nevertheless attempt to discover regularities in the data. They are also 
willing t o  generalize their findings t o  other settings. Humanists, on the 

other hand, attempt to explain the phenomenon under investigation, but 
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the reader is left to draw connections between the explanation offered and 

the individual's personal cognitive map. 

The Particularist. Unlike those who adhere to a scientific mode of 

enquiry and who remain detached from what or who is being investigated, 

the particularist interacts freely with study participants. This is a re- 

searcher who believes that events and behaviours cannot be extricated from 

their particular circumstances, rendering explanations context-specific 

and generalizations impossible. 

Orientations to Knowledge and 
the Conceptualization of this Study 

Three of Krathwoh19s seven orientations to knowledge influenced the con- 

ceptualization of this study: the theorizer, the synthesizer, and the 

analyzer. The work of the theorist comes into play to combat the largely 

atheoretical tenor typical of much of the research on parent involvement. 

This study attempts to overcome that conceptual void. The main emphasis 

is to "(develop) out of the observations an explanation that makes a concep- 

tual contribution to knowledge" (Krathwohl, 1985, p. 165). 

The theorizer does not work alone; she is involved in a reciprocal rela- 

tionship with the synthesizer. The synthesizer's endeavours guide the 

theoristYs efforts and the theorizer's abstractions are substantiated or re- 

futed by further efforts of the synthesizer. Methodologically, the synthesizer 
is present in the use of interviews to capture the "cloudlike" rather than 
"clocklike" interaction between individuals and their environments 

(Krathwohl, 1985 credits Popper with these terms, p. 163) and in so doing: 
determines whether issues and variables the researcher brought to the 
Study in the form of questionnaire items and interview schedules are 

salient to those participating in the project; and uncovers variables that 

may have been overlooked or not considered in the original conceptualiza- 
tion of the work. 
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It should be noted, that while it is true that the synthesizer seeks to  

understand and explain rather than predict and control, this does not nec- 

essarily preclude or render illegitimate a search for causal explanations. 

Fielding and Fielding (1986) explain that those who are drawn to an inter- 

pretivistic approach to enquiry, which the synthesizer certainly is, have 

"often dodged the issue (of causality) and (have) been less than willing to 

admit that causal modeling is one of its legitimate concerns" (p. 22). Miles 

and Huberman (1984) would agree with this statement and would argue 

that non-positivistic approaches to enquiry can produce "rather powerful 

general explanations" of relationships that are "deterministic rather than 

solely correlational" (p. 132). 

As one works back and forth between abstractions and the phe- 

nomenon itself, it is reasonable to assume that the skills of the analyzer will 
come in to play a t  some point. Like Krathwohl's analyzer, this researcher 

understands the limits of mechanistic models of human interaction and is 

therefore sympathetic with the notion of loose coupling. It should be noted, 

however, that in some respects the analyzer in this study is not exactly as 

Krathwohl has described her. Here, hypotheses are tested, but they are not 

the product of deductive reasoning. In this study, the hypotheses examined 
are those that have emerged from the grounded theory approach to data 

analysis. 

Given the role of the synthesizer in this work and given that the syn- 
thesizer leans toward an interpretive approach to research, to speak of 

''testing" in this context may be questioned. For some, such language would 

Suggest paradigmatic confusion on the part of the researcher. For those 
who would criticize the use of this term, the concept of "testing" more prop- 
erly belongs in the domain of the natural sciences. Strauss and Corbin 

(1990), however, explain that "testing is a crucially important and integral 
part of grounded theory. It is built into each step of the process." Here, how- 
ever, it is testing in a statistical sense." Instead, it is testing that in- 
volves "constantly hypotheses against reality (the data), making 

modifications, then testing again" (p. 187). 
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The Purpose of Educational Research 

The decision to adopt various orientations to knowledge within a single 

study is not problematic for those who believe that "the world is as many 

things as there are ways to describe it" (Goodman, 1978). In the world of 

educational research, and particularly in that part of the world that at- 

tempts t o  understand interactions between and amongst teachers, parents, 

and students, there is more than a modicum of relevance to Goodman's 

statement. Furthermore, there is undoubtedly value in discovering those 

various worlds if the schooling experience is to be all it possibly can be for 

students. 

However, as valuable as i t  may be to understand those individual 

worlds, which would be the intent of and sufficient for the particularist, 

there is a danger in subscribing too fervently to this perspective. An ex- 

treme weighting on the idiosyncratic reflects the belief that human inter- 

actions are so complex and context-dependent that regularities cannot be 

discerned. A consequence of this position is that generalizations cannot be 

drawn from the data and that lessons learned cannot be transferred from 

one situation to another. 

This causes one t o  question what purpose educational research ought 
to serve. Is the generation or discovery of knowledge a goal sufficient unto 

itself? Or is i t  reasonable to expect that newly acquired understandings 

ought to serve the public good? There is, of course, no one correct answer to 

these questions; different problem statements command different re- 

sponses. This having been said, however, one can and ought to be clear 
about the values driving one's own work. 

The research reported here reflects Cronbach's (1975) belief that the 

purpose of educational research ought to be the development of "explanatory 

concepts, concepts that will help people use their heads" (p. 126). To this I 
add that research ought to develop not only explanatory concepts but 

explanatory relationships between concepts as well, to further allow people 

to "use their heads." The values influencing the conceptualization of this 
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work, therefore, give rise to what are considered two desirable and com- 

plementary purposes of research: one, to gain understanding of the 

phenomenon being investigated; and two, to inform practice. 

Discerning behavioural regularities and, where possible, providing 
explanations for them are critical to the goal of guiding practice. To search 

for patterns and causal linkages, however, is not to suggest that the out- 

come need be rigid, mechanistic, and universal laws. This would be to 

position the research in direct opposition to the particularist's orientation. 

It would be to decontextualize individuals to the extreme and would reflect a 

view of human beings as creatures who respond to external forces without 

cognitive or affective mediation of any sort-a stance not adopted here. 

To guide practice, one must believe that behavioural regularities can 
be discerned in the ways people interact with one another. This having been 

said, however, i t  must be realized that to guide practice judiciously, the 

patterns research studies reveal should not be applied without some con- 

sideration of individual circumstances and how they may affect the gener- 

alizability of findings. The intent of this work, then, can be summarized by 

quoting Fielding and Fielding (1986): "We need t o  be able to read the small 

print of social interaction but also to make out the entity into which the 

pages are combined" (p. 34). 

Orientations to Knowledge and 
Research Methodology 

In adopting various orientations to knowledge, this research adopts as well 

different research methodologies. Both quantitative and qualitative strate- 

gies are used to refine our understanding of the relationships between and 

amongst teachers, parents, and students. A researcher who employs both 

Quantitative and qualitative methods within the same study is obliged to 

address the debate regarding the permissibility of this approach. 
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A problem statement can be likened to a landscape and research 

strateg.les to hillsides. The argument could then be advanced that "the 

landscape looks different depending on the particular hill you happen to 

choose to stand on" (Ball, 1985, p. 28 cited in Glesne and Peshkin, 1992, 

p. 50). It could be further argued that to acquire as rich an understanding 

of the lay of the land as possible, spotters ought to be positioned on as many 

hillsides as budget and time permit. That is to say, a variety of research 

strategies increases the likelihood of increasing the breadth and depth of 

understanding. Those in sympathy with this analogy argue that our 

understanding of a phenomenon is enhanced when we study it from the 

different points of view that the different research strategies permit. If 

findings converge, the validity of the conclusions drawn are strengthened. 
If they diverge, by attempting to understand this divergence, we come 

closer to an approximation of the truth. 

Purists, however, claim that this line of argument is simplistic. They 

argue that methodologies derive from particular orientations to the world 

and that each orientation carries with it values and assumptions. From 

this perspective, adherence to a particular way of viewing the world predis- 

poses one to view the world and its events in profoundly different ways (Rist, 

1977, cited in Reichardt and Cook 1979, p. 9). This, in turn, affects what one 

Perceives to be worthy of investigation, how the investigation ought to pro- 

ceed, and how knowledge claims emanating from that research are to be 

adjudicated. To say, then, that anything goes, as the surveyors of the land- 

scape might propose, is to fail to appreciate the epistemological and reput- 

edly incompatible underpinnings of the different research methodologies. 

There is certainly merit in the purists' reference to incompatible underpin- 
nings. They are correct in arguing that researchers cannot position them- 

selves in two opposing epistemological "places" at  the same time. It is not 

Possible, for instance, to be detached from yet integrally connected to that 

which is being observed, at  least not simultaneously. 

While i t  is true that simultaneous adoption of certain orientations to 
knowledge are incompatible, it is not necessarily true that complementary 
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use of different research strategies is not an effective way to proceed. Part of 

the purist-eclectic debate may be exacerbated by the language often used to 

discuss these issues. It is not uncommon to read commentaries on the 

benefits of "mixing" or "blending" methods. According to the dictionary, "to 

mix" is "to combine or put together in one mass or compound so as to 

render the constituent parts wholly or partially indistinguishable from one 

another;" and "to blend" is to "mingle and combine so as to obscure or har- 

monize the varying components." The underlying metaphors these terms 

imply are problematic, and it is not surprising that the purists balk at  the 

notion of "mixing" or "blending" strategies, if these words suggest to them 

that epistemological differences are obscured. 

However, if emphasis is placed on that part of the definition of "to 
blend" that refers to harmonizing, then the eclectic's approach seems not 
only possible but fruithl. The idea of harmony is reflected in Fielding and 

Fielding's (1986) work in which they refer to the practice of "linking data." 

They speak of the positive effects of integrating different data collection and 

data analysis procedures in ways that increase the likelihood of research 

fielding greater depth and breadth of understanding. They recommend 

that researchers "choose a t  least one method which is specifically suited to 

exploring the structural aspects of the problem and a t  least one which can 

capture the essential elements of its meaning to those involved" (p. 34). 

The eclectic would agree with this advice and would argue that even 
those who sit firmly on one side of the fence or the other do, in fact, employ 

Strategies from the "other side." As Salomon (1991) notes, qualitative re- 

searchers have been known to test a priori models and hypotheses; phe- 

nomenologically oriented social psychologists have used quantitative 

measures; and quantitative researchers have seen merit in including 

descriptive information regarding perceptions, values, and beliefs of those 

they have studied. Miles and Huberman (1984) agree. They state that "few 

logical positivists will now dispute the validity and explanatory importance 

of subjective data, and few phenomenologists still practice pure hermeneu- 
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tics-and even those believe that there are generic properties in the ways 

we idiosyncratically 'make' rules and common sense" (20). 

To follow Fielding and Fielding's (1986) advice is to address a conun- 

drum the methodological debate has caused for many researchers, which 

they articulate in a quotation they credit to Zelditch: "If you prefer 'hard' 

data you are for quantification and if you prefer 'real, deep' data you are for 

qualitative participant observation. What to do if you prefer data that are 

real, deep, and hard is not immediately apparent" (Zelditch, 1962, p. 566, 

quoted in Fielding and Fielding, 1986, p. 10). 

The Stance Taken in this Work 
There comes a point at  which one must declare on which side of the fence 

one is positioned. Given the various orientations to knowledge adopted in 

this study, the work presented here represents that of the eclectic in that 

various strategies are used for various purposes, all of which contribute to 

the overall purpose of developing a better understanding of the relation- 

ships between and among teachers, parents, and students. 

In summary, a variety of purposes are served by allowing qualitative 

and quantitative strategies to work in concert. Both assist the other in mak- 
ing sense of data collected a t  a given point in time; in refining data collec- 

tion instruments for future use; and in exploring the structural aspects of 

relationships between and amongst parents, students, and teachers. This 

approach reflects Fielding and Fielding's (1986) advice to permit qualitative 

data to be more than the servant of quantitative techniques. The use to 
which interview data are put is not limited to the provision of anecdotes for 

the purpose of substantiating the product of statistical analyses. Rather it 

plays the predominant role in generating a conceptual framework that 

refines our understanding of home-school liaisons. 

It should be pointed out that although the terms "quantitative" and 

"qualitative" are used to refer to different data collection and analysis 
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strategies, this is not meant to suggest a difference in perspective. 

Although one yields numerical data, which are subjected to statistical tests, 

and the other yields narrative data, both kinds of information are collected 

and analyzed within an interpretive framework. As Cole and Knowles 

(1993) point out, "'paradigm' and 'method' are not synonymous" (p. 491 ). 

Given the exploratory nature of this research, the interpretive ap- 

proach was deemed the most appropriate as it is more likely to capture the 

complexities of the student-teacher-parent relationship. As Cole and 

Knowles (1993) report, "'traditional' approaches t o  research . . . , based on 

assumptions reflecting an objective, logical-deductive view of knowledge 

and a conception of teaching as a rational set of predictable behaviors essen- 

tially devoid of person and context, increasingly are being passed over" 

(p. 475). The importance of the shift from positivist to interpretive ap- 

proaches to educational research is substantiated by Fielding and Fielding 

(1986). They maintain that "grave analytic errors can be avoided by compar- 
ative work which could not be avoided by sophisticated mathematical for- 

mulations and complex models" (p. 20). Quoting Andreski (19831, they go on 

to say that "no amount of sophistication in model building can compensate 

for the error of leaving out one essential variable* (p. 7). Identifying that 
variable is more likely to occur here as a consequence of adopting the inter- 

pretive rather than the positivist approach to research. 

Anticipating the Criticism . . . 
It is acknowledged that purists such as Schwandt (1989) may be uncon- 

vinced by the position advanced here and may continue to perceive i t  as an 

issue to be discussed in terms of the qualitative-quantitative paradigm 

debate. He would argue that attempts a t  "eliminating, mitigating, or 

otherwise resolving the tensions that exist between quantitative and qualita- 

tive paradigmsv (p. 380) are fraught with difficulties. Borrowing from and 

expanding upon Morgan's work (1983)' he places all such "solution-types" 

under six headings: 
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denial-proponents simply deny that a problem exists on one of three 

grounds: one, differences between the traditions are thematic rather 

than paradigmatic and therefore are more imagined than real. They 

are the consequence of differing emphases of attributes common to 

both approaches; two, the normative, quantitative approach has always 

contained elements of qualitative enquiry. The two traditions, there- 

fore, are not as distinct as the current debate would have us believe; or 

three, the conflict is based on outmoded interpretations of the epistemo- 

logical foundations of quantitative approach. Referencing Campbell 

(1975) and Phillips (1983), Schwandt (1989) states that "advocates of the 

qualitative paradigm criticize an ideal, positivistic, natural science 

version of the quantitative model that has long been abandoned by 

philosophers of both the natural and the social sciences" (p. 381). 

co-optation-proponents acknowledge the presence of assumptional or 

paradigmatic differences but claim that these need not be problematic. 

As Schwandt (1989) puts it ,  this approach attempts "to co-opt the 

qualitative approach by assimilating it into the culture of the inquiry 

governed by the normative model" (p. 382). 

supremacy-sees both approaches claiming to be the approach and 

assessing the other against the standards set for the paradigm of 

choice. 

replacement-followers "solve" the paradigmatic debate by introducing 

a third alternative, for instance, a feminist orientation to knowledge. 

primacy of method-the argument here is that the method selected is 

the one that is most likely to reveal the kind of information sought. 

"Any method may be used in service of any goal, and methods-choice is 

determined by a variety of factors that can easily be seen to be (and will 

likely remain) paradigm independent" (Schwandt, 1989, p. 389). Ad- 

herents to this approach argue that there are practical issues awaiting 

solution and that i t  is incumbent upon researchers to use whatever 

methods are available to them. 
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anarchism-succinctly stated, the stance here is that "anything goes." 

Undoubtedly, adherents do not intend this position to be taken to the 

extreme that Schwandt envisions when he suggests that "horoscopes 

in daily newspapers might well be considered as reliable and valid as 

any other means of understanding human behavior" (p. 393). 

If this study were to be accused of any of the foregoing methodological 

wrongdoings, i t  would be that of opting for primacy of method-as 

Schwandt defines it. He comments that "any method can be used in the 

service of any goal" (p. 389). The goal, the phenomenon to be studied, is de- 

fined first. Then, decisions regarding data collection and analysis strate- 

gies are determined based on their ability to provide the kind of information 
sought. The term "primacy of method," then, refers to a methodological 

Pragmatism that is used to service, not determine, the phenomenon to be 
studied. 

This stance is taken because there are practical problems to be re- 

solved. The social cost of failing to resolve them, or a t  least failing to work 

toward a resolution, can be high. To forfeit opportunities to address these 

issues, such as finding ways to encourage students to stay in school, pend- 

ing the resolution of the paradigm debate, is, from the perspective of this 

researcher, irresponsible. This is especially true if, as Rizo (1991) predicts, 

the confrontation will continue well into the next century. 

It is argued here that both the immediate and long term goals of this 
study are sufficiently worthy as to render Schwandt's criticisms, while 

~~isternological l~ interesting, insufficiently threatening to curtail the work 

at  hand. In this regard, I align myself with Fielding and Fielding (1986) 

who, ('rather than fight it out in the philosophical theater," prefer "to look 

again a t  the practical procedures that researchers use," and prefer to "deal 

with what researchers currently do than with the glorious but generally 

"on-empirical accounts of the philosophers" (p. 20). 

This is not to suggest that the philosophers' work is to be ignored. As 

Mosenthal (1985) states, researchers ought to have "freedom of choice but 
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not freedom from choice" (p. 7). Methodological decisions must be made and 

must be made with an understanding of the orientations to knowledge and 

the attendant values implicit in those decisions. What is being argued here 

is that the pragmatist must show himself or herself to be an instance of the 

"disciplined eclectic," a term Jaeger (1988) attributes to Merton (1975) and 

Schwab ( 1969). 

I t  is further argued that  the making of informed methodological 

decisions, though necessary, is not sufficient. Once made, it  ought to be in- 

cumbent upon researchers to declare those decisions when reporting their 

work. It ought not to be left to the reader to "tease outn the fundamental epis- 

temology driving a particular piece of research (Berkowitz, 1982). 



Chapter Four: 
Methodology 

Introduction 

The work reported here is cross-sectional in that it reports data collected 

across twelve sites. It is longitudinal in the limited sense that it traces atti- 

tudes and behaviours over the course of one academic year. That year was 

the first year of a three year study and it was during this time that instru- 

ments were developed and administered with two purposes in mind: one, in 
an exploratory mode, to gain insight into the nature of student-parent- 

teacher relationships through the use of qualitative and quantitative mea- 

sures; and two, to refine the instruments for the subsequent years' work. 

Sample 

b t i t a t i v e  Sample 

A total of fourteen classrooms from two school districts participated in this 

research initially: seven classrooms in five schools from Site One and seven 

 assro rooms in three schools from Site Two. This brought the total number of 

volunteer participants to: fourteen teachers; 230 parents; and a total of 230 

grade six and seven students. After the first round of quantitative data had 
been collected in the fall of 1990, two teachers withdrew from the project, 

leaving only two schools in Site Two, and a total of twelve participating 

teachers and 187 pupiVparent participants. At Time 2 the sample was 

further reduced t o  162 students and their parents. Students leaving the 

school or the inability to obtain Time 2 survey data for both parent and 

Student account for the smaller Time 2 sample. 
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Qualitative Sample 

The qualitative sample is comprised of 12 teachers and a total of 32 student- 

parent dyads, each of whom was interviewed twice during the academic 

year. 

In determining the number of parents and students to be interviewed, 
it was necessary to choose between what was desirable and what was 

feasible. There were three possible options. 

The first and the ideal was to interview all parents and students who 

had agreed to participate in the study. This would maximize the oppor- 

tunity to obtain information on attitudes and practices across all twelve 

classrooms and to detect both intra- and inter-classroom differences 

and similarities. However, given that interviews were to be conducted 

on two separate occasions during the school year and at  two different 

locations within the province, one far removed from the other, time 

and expense made it necessary to consider the remaining options: 

to interview all participating parents and students from a limited 

number of classrooms. This would increase the likelihood of detecting 

intra-classroom differences but a t  the possible expense of uncovering 

inter-classroom discrepancies; 

to interview a limited number of matched parents and students from 

every class. This would increase the likelihood of detecting inter-class- 

room differences but a t  the possible expense of uncovering intra-class- 
room differences. 

The third option was adopted. If the qualitative component of the study 
were to em, then, it would do so at the ~ossible expense of detecting intra- 

rather than inter-classroom variation. 

The decision was then made to interview three parent-student dyads 
Per classroom. The dyads were to be chosen using the Table of Random 

Numbers. Because some parents were either unavailable or refused to be 
it was not possible to select interviewees by relying solely on the 
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Table of Random Numbers. For some classrooms it was necessary to over- 

come this difficulty by phoning each participating parent to determine if he 

or she were willing and available to be interviewed. This process continued 

until the desired number of interviewees had been identified. It is impor- 
tant to note that, given these problems, any attempt to interview all study 

participants would not have been successful. Furthermore, it would have 

been extremely difficult, if not impossible, to adopt the desirable practice of 

matching students on the basis of achievement, family constellation, socio- 

economic background, or any other set of criteria. 

Teachers 

Four female and eight male teachers participated in this study. Three 

teachers were in their first year of teaching; for others, classroom experi- 

ence was not less than four years. Four teachers, though experienced, were 

newly assigned t o  the schools in which they were working at  the time they 

Participated in this study. 

The Students and Their Families 

The sample represents a broad range of socio-economic groupings. It does 

not, however, include families on the extremities of the socio-economic con- 

tinuum. The very rich and the very poor are not represented. Neither is the 

sample representative of the widely diverse ethnic mix found in most cities 

and communities throughout British Columbia, particularly in the Lower 

Mainland. Although parents were not asked to provide information regard- 

ing nationality o r  country of origin, all those interviewed spoke English 
fluently and gave no impression of discord between home and societal or 

cultural norms. Table 3 provides a breakdown of students by grade level. It 

also provides a breakdown by gender for students who were interviewed. 

Further infomation regarding the grade six and seven students and their 

families who participated in this study is provided in the School and District 

Portraits that appear in Appendix 4.1. 
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Table 3 
Sample 

Survevs 
No. of 

Parent -  
Students Interviews 

Total  Dyads who No. of Parent- 
Enro l .  completed Student  Dyads 

by surveys interviewed a t  Students 
Site School Teache r  Grade  Class  T 1  T 2  bo thT1  a n d T 2  F M 

1 Radmore  Mr. Roy 

Mr.  Richards 
Scramstad  Mr. Simpson 

Quadra  Ms. Quaid 
Ms. Quinton 

Valleyview Mr.  Vickers 
W a l n u t  Mr. Whiston 

Grove 
2 Avondale Mr. Abrams 

Ms. Avril 

Mr. Ashdown 
Brookfield Mr.  Brooks 

Ms. Billings 

Notes: School and teacher names are  fictitious. 
T 1  and T2 refers to Time 1 and Time 2 respectively. 

* 1  Missing data: T2 student da ta  for one dyad. 
*2 Missing data: T 1  student and parent data for two dyads. 
*3 Missing data: T2 student data for one dyad; T 1  student data for another. 

Schools were located in two communities: one in the northern part of the 

Province and the other in a suburb of Vancouver. They were selected on the 
basis of convenience, making use of school contacts provided by graduate 

Students studying at  the university. It is important to note, however, that 

none of the schools in which this work was conducted, either urban or 

rural, was obviously atypical of other schools with which members of the 

research team were acquainted-with the possible exception of the ethnic 
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mix of the school population. The schools and the districts in which they 

are situated are described in Appendix 4.1. 

Instrument Development 
Survey Instruments 

A Likert-style survey instrument was developed for each group of partici- 

pants-students, teachers, and parents. A five-point strongly agree (scored 

1)-strongly disagree (scored 5) continuum with a mid-point option was 

used. Instruments were comprised of items designed to assess teacher, 

Parent, and student attitudes and practices believed to be important to the 

development of collaborative relationships. Parallel items within the three 

surveys were used to assess the perception of attitudes and practices acrosc 

referent groups. The process of developing domains (or scales) and scale 

items was guided by a reading of the parent involvement literature, a re- 

view of existing questionnaires, and the personal and professional experi- 

ences of members of the research team. (The original team consisted of 

eleven individuals who, collectively, represented university researchers, 
teachers, parents, and/or school administrators.) 

The student auestionnaire consisted of 51 items a t  Time 1 and 50 items 

at Time 2. The survey measured attitudes and behaviours in the following 

Seven domains: 

student-parent school-related communication 

student valuing of school 

0 student perception of school-home communication 
0 student perception of academic competence 
0 student perception of student-teacher collaboration 
0 student perception of parent valuing of school 
0 student perception of peer values 
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Students were also asked to rate their school on a 9-point scale (1 being very 

poor, 9 being excellent). 

The parent auestionnaire consisted of 61 items that measured attitudes 
and behaviours in the following nine domains: 

perception of student-teacher communication 

perception of student-parent communication 

perception of teacher-parent communication (instruction) 

perception of teacher-parent communication (general) 

perception of teacher concern for parent involvement 

perception of parent-school communication 

parent valuing of school 

perception of school climate 

parent perception of ability to help with school learning. 

Additional items asked parents to rate the school on a 9-point scale and 
requested demographic data, including: family education level; the number 

of children and adults residing in the home; the number of parents1 

guardians working outside the home; the gender of the respondent; and 

whether or not the respondent was or had been a teacher. At Time 2 open- 

ended questions were included to determine the perceived effects of parent 

andlor teacher participation of the workshops conducted during the first 

Year of the study. 

The teacher auestionnaire consisted of 46 items that  measured 

attitudes and behaviours in the following six domains: 
0 teacher attitudes toward parent involvement 
0 

teacher perception of student responsibility 
0 teacher perception of parent efficacy 

teacher efficacy 
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teacher perception of student collaboration 

teacher collegiality. 

In each survey, questions were ordered in such a way that: one, the 

various items constituting each dimension were positioned randomly 

throughout the questionnaire; and two, the more sensitive items, those 

relating to the constitution of the family unit and family educational levels, 

appeared at  the end of the instrument. As well, some items were reversed 

to guard against the adverse effects of response sets. Recognizing the 

limitations questionnaires impose, spaces were left between each item to 

provide respondents with an opportunity to make any comments they felt 

necessary regarding the question or the response. (Time 1 and 2 surveys 

appear in Appendices 4.2 through 4.4.) 

htesting the Questionnaire 

Prior to the instruments being administered, each member of the research 

team independently reviewed the questionnaires to assess item readability 

and face validity. Changes were made when there was consensus amongst 

group members that suggested wording changes clarified meaning andlor 
readability. 

All items on all questionnaires were also examined following the Time 
1 collection period. Using Cronbach's Alpha, weak items were identified 

and adjusted to improve scale reliability. Adjustments included the deletion 

of weak items, the rewording of those that seemingly caused confusion, and 
the addition of items that, it was hypothesized, would more accurately tap 

the construct being measured. Adjustments were kept to a minimum and 
followed Gableys (1986, p. 147) advice that when items are to be added to an 

existing scale to enhance reliability, they should clearly parallel the best 

items on the existing scale. Changes made to each instrument following 

each administration are reported in the Appendices. Scale analyses and 

refinement are discussed more fully in Chapter Six. 



Interview Schedules 

Semi-structured interview schedules with an open-ended question compo- 

nent were prepared for the three groups noted above. The topics broached in 

the open-ended interview questions probed further into the domains repre- 

sented by the various scales. Time 1 and Time 2 interview schedules were 

identical with two exceptions: one, whereas in the Fall participants often 

made reference to previous years' experiences, in the Spring they were 

asked to focus only on the current school year; and two, during the second 

round of interviews, respondents were asked if any changes pertinent to the 

study had occurred during the current school year. 

Pretesting the Interview Schedules 

Prior to interviewing study participants, mock interviews were conducteu 

with individuals representing each referent group but who were not partic- 

ipating in the study. The purpose of this procedure was to determine if any 

itern needed to be reworded to ensure comprehension. In addition, mem- 

bers of the research team consulted after each data collection period to 
determine if any items were problematic and required adjustment. Items 

were altered when wording consistently appeared to confuse or mislead 

respondents. (Interview schedules appear in Appendices 4.5 through 4.7. ) 

Procedures 

Once a school had been identified as a potential site, school district approval 
Was sought and in all cases attained. In some instances, it was the school 

Principal who was approached first. Although support was granted in each 
case, i t  became clear that principal agreement did not always assure par- 
ticipation of the teachers whose classrooms had been volunteered by the 

building administrator. In one case, although initially agreeing to partici- 

pate in the study, the teacher effectively withdrew her support either by 
failing to return phone calls or by failing to be available for interviews at  



times she had previously deemed convenient. This situation, however, was 

not common and all other teachers seemingly were participating of their 

own accord. While in some instances principals were approached first, in 

others, teachers were the first to be contacted. Once interest was confirmed, 

the principal approval was sought and in all cases obtained. 

The next step was to seek parental support. This was done by request- 
ing students to deliver to their parents or guardians a letter that outlined 

the purposes of the study, assured confidentiality, and encouraged in- 

volvement. (See Appendix 4.8 for a copy of the Letter of Consent.) It will be 

noted that the Letter of Consent provides information regarding three 

Possible levels of participation: 

full participation-this involved parents agreeing to attend a workshop 

on parent involvement and to implement at  least some of the practices 

recommended a t  the workshop for working with students on school- 

related learning activities in the home. It also involved agreeing to a 

series of brief telephone calls during the three year period that the 

project was expected to run; 

limited participation-this involved agreeing to complete a question- 

naire and to be interviewed in the fall and the spring of the current 

academic year; 

no participation. 

For a variety of reasons, parental time constraints being chief amongst 

them, the distinction between full and limited participation was abandoned 

and the two categories were collapsed during analysis. 

The instruments were administered in all classrooms a t  the same time of 
the year, within a day or two: in ~ctober/November of 1990 (Time 1) and 

again in May/June of 1991 (Time 2). The purpose of the second administra- 

tion was to detect any changes in attitudes andlor behaviours that may have 
Occurred during the school year. 
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All questionnaires were administered prior to the commencement of 
the interview process. Students were asked to complete the survey in class 

with either the teacher or a member of the research team presiding. To pro- 

tect confidentiality, completed questionnaires were returned in envelopes 

Provided for that purpose. Parent surveys were completed in the home. 

Their return to the classroom relied on student co-operation. Several trips 

to each school were often required to encourage completion and return of 

the parent surveys. Teacher questionnaires were completed a t  a time of 

their choosing or immediately prior to being interviewed. 

Data Collection: Interviews 

AS with the questionnaires, interview data were collected on two occasions 

during the school year: once in October/November 1990 (Time 1) and again 

in May/June 1991 (Time 2). Parents and students were interviewed individ- 

ually either in the home or a t  the school in a room that had been set aside 

for that purpose. Teachers were interviewed at  the school site. Student in- 

terviews lasted between 20 and 45 minutes. Parent and teacher interviews 

lasted as long as an hour. All interviews were audio taped and later 
transcribed. 

Interviews were conducted by all members of the research team. To 
ensure similarity of approach, designated team members conducted tape- 
recorded pilot interviews with individuals who were not study participants. 

These interviews were then critiqued a t  subsequent research meetings to 

ensure, as  much as possible, a common approach to interviewing, 

indudin& the use of probes. To facilitate this aspect of interviewing, some 

Probes were specified on the interview schedule. When these did not elicit 
Sufficient information, interviewers were instructed to use non-directive 

Probes such as: you say or "uh-huh" followed by silence. 

Interview schedules were intended to guide the interview. It was not 
necessary, o r  necessarily advisable, to follow the schedule pre- 

cisely. However, it was critical that the intent of each question be addressed 
at Some point during the interview-syntax but not  ema antics could be 
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altered. For instance, if a student did not understand a question such as, 

"Do you feel you count for something in your classroom?" the interviewer 

was at  liberty to rephrase the item. In this example, the question was often 

reworded in the following way: "Do you feel you are an important member 

of the class?" Another departure from the interview schedule occurred 

when the interviewer chose not to ask a particular question because infor- 
mation pertinent to that item had been provided in the response to a pre- 

viously asked question. 

It was anticipated that interviews would vary somewhat but in accor- 
dance with the guidelines noted above. With this qualification in mind, 
these differences were not considered problematic. In this way, the work 

was guided by Mishler (1986) who argues that attempts to be too standard- 
ized may be misguided. Drawing on Lazarfeld's (1935) notion of the 

"principle of division," which is to adapt "that pattern of (the) questionnaire 

to the structural pattern of the respondent" (p. 22), Mishler advocates "a 

rather loose and liberal handling of a questionnaire by an interviewer." He 

argues that it is "more important that the question be fixed in its meaning, 

than in the wording" (Lazarfeld, 1935, p. 4, cited in Mishler, 1986, p. 22). 

Teacher Workshops 

A one-day teacher workshop was held in Site 1 and Site 2 in January and 
February, respectively. Teachers from all participating schools met during 

regular working hours a t  a facility separate from the schools in which they 

taught. In Site 1 project funds covered the cost of substitute teachers. In Site 

2 the district granted the workshops professional development status and, 

accordingly, paid the cost of substitute teachers. 

The Site 1 workshop was conducted by an outside consultant recom- 
mended to the project by a well-respected researcher working and publish- 

ing in the area of parent involvement. The consultant had extensive experi- 

ence as a classroom teacher, public school administrator, parent, and 
workshop facilitator in San Diego, California, an area well-known for its 

commitment to parent involvement. All Site 1 members of the research 



team attended the workshop and participated in group discussions. As 

well, two Site 2 researchers attended this workshop, serving in the capacity 

of facilitators-in-training. 

The workshop began with a brief overview of the benefits of parent 
involvement as defined for the purposes of this study. Then, through small 

group discussions, teachers reflected on existing attitudes and practices 

regarding parent involvement. The facilitator then introduced a variety of 

strategies designed to promote teacher-parent communication and parent 

involvement in student learning. Participants were provided with several 

handouts: some provided suggestions on how to establish and maintain 

positive working relationships with parents; others were sample materials 

that teachers could use immediately in their own classrooms. Examples of 

the kinds of handouts distributed included: 

tips for understanding and relating to parents; 

' principles for developing family-school partnerships; 

suggestions for conducting effective parent-teacher conferences; and 

' suggestions on how to get parents involved in learning activities in the 

home. 

Sample materials included: 

a sample letter used to inform parents of teacher expectations re- 
garding notebooks, assignments, textbooks, and homework; 

a model student-teacher-parent contract; 

sample teacher newsletters; television viewing log for students; 

weekly homework-television schedule for students; 

student progress updates; 

teacher phone call record sheet; 

daily suggestions provided in calendar format to stimulate school re- 
lated student-parent communication. 
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All strategies focused on the importance of teacher-initiated attempts 

to reach out to parents, to open the doors of communication, and to provide 

parents with concrete examples of classroom learning, academic progress, 

and ways they could support the learning process in the home. 

Toward the end of the workshop, teachers were asked to select and 

publicly announce which strategy or strategies they considered applicable 
to the context in which they were presently working and that they would be 

willing to implement in their classrooms. This step was taken to encourage 

commitment to and implementation of new practices. (The Agenda for the 

Time 1 Site 2 Teacher Workshop appears in Appendix 4.9.) Workshop 

evaluation forms were then completed. (A copy of the evaluation form 
appears in Appendix 4.10.) 

The Site 2 teacher workshop was conducted by the two researchers who 
had served as facilitators-in-training. The Site 1 and Site 2 workshops were 

similar in both format and materials distributed. It should noted that, as a 

courtesy, teachers a t  both Sites were informed of the information presented 

in parallel workshops for parents. 

Informal Follow-up Meetings 

Following the Easter break, an informal dinner meeting was held with 

teachers a t  each of the two sites. The purposes were threefold: 

' one, to follow up on individual teacher efforts to implement those 

parent involvement practices to which they had committed themselves 

during the workshop. This was done to encourage commitment t o  the 
project's goals; 

two, to provide a forum for teachers to discuss with one another their 

progress to date. This was done to provide an opportunity for peer 

support; 

to demonstrate appreciation to the teachers for participating in the 

project. 
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Parent Workshops 

Parent workshops were conducted within a few days of the teacher work- 

shops. The consultant who facilitated the teacher workshop also conducted 

the parent workshop in Site 1. All Site 1 members of the research team 

attended this session. As with the teacher workshops, two researchers 
served as facilitators in training. The event was held in the evening at  a 

local high school. 

The facilitator first spoke of the benefits of parent involvement in 
children's learning. She then presented a variety of strategies and 

techniques designed t o  promote positive home-school communication and 

student learning in the home. Once again, handouts were distributed, 
some of which included: 

' worksheets designed to prepare parents for parent-teacher conferences; 

' homeworWtelevision viewing schedule; 

' suggestions for encouraging and assisting with reading in the home; 

' suggestions on how to improve study skill habits; 

' suggestions on how to do mathematics in the home; and 

' a checklist of what parents can do in the home to help their children 

learn. 

Parents were given an opportunity to discuss these issues amongst 
themselves in small groups. Questions arising during this part of the pro- 

gram were brought forward to the larger group for further discussion. 

Before leaving the workshop, and prior to completing an evaluation form, 

Parents were asked t o  identify and commit to implementing at  least one 
strategy discussed that evening. 

As with the Site 2 teacher workshop, the parent workshop was con- 
ducted by the two members of the research team who had served as facilita- 

tors-in-training. Once again the format and materials used, with permis- 

sion, were those introduced by the external consultant. In Site 2, however, 
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workshops were held in the evening in each of the participating schools, 
rather than in one central location as was the case in Site 1. (The Parent 

Workshop Agenda appears in Appendix 4.11.) 

Data Analysis 
General Comments 

The benefits of using different data collection strategies were discussed in 
Chapter Three. What was not discussed at  that time was how one links or 
integrates the data these strategies yield. The study reported here was 
influenced by Caracelli and Greene's (1993) work in this area. They have 
identified four integrative data analysis strategies for studies that include 
"at least one quantitative method (designed to collect numbers) and one 
qualitative method (designed to collect words), where neither type of method 
is inherently linked to a particular inquiry paradigm or philosophy" 
(P. 195). The four strategies are: 

data transformation, which begins by converting either numerical 
data to narrative or narrative data to numerical. The transformed data 
are then analyzed jointly; 

typology development, which begins by using one type of data to develop 
categories, which are then used in the analysis of the contrasting data 

type; 

extreme case analysis, which uses one type of data to identify and 
explain outliers. The contrasting data type is then used to refine the 
explanation for these outliers; 

data consolidation/merging, which begins by analyzing narrative and 
numerical data simultaneously to generate variables that are then 
expressed in either quantitative or qualitative terms. 

Typology development is the strategy adopted here. First, interview 
data were coded and analyzed to identify variables associated with the 
Presence or absence of collaborative relationships between and amongst 
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teachers, students, and parents. Using this information, teachers were 

positioned along a collaborative/non-collaborative continuum. Quantitative 

data were then used to determine if these placements were confirmed by the 

survey data. 

The decision to analyze the qualitative data first was purposeful. 
Familiarity with quantitative outcomes could create predispositions that 

could negatively affect the coding of the interview data. To avoid this 

possible source of contamination, analysis proceeded by working with the 
qualitative data first. 

Data Analysis: Qualitative Data 

The interview data were coded, categorized, and then analyzed for themes 

and patterns according to the conventions of qualitative data analysis as 
outlined by Miles and Huberman (1984) and Strauss and Corbin (1990). 

The computer program HyperRESEARCH was used to facilitate the 
Process of analyzing the qualitative data. When working with 

H ~ ~ ~ ~ R E S E A R C H ,  the first step is to determine what is to constitute the 
"case." This is an important step because i t  determines the degree of flexi- 
bility with which subsequent data reduction procedures and analyses can 
occur. The case may be defined in any one of a number of ways-it may be 

an individual or a group of individuals at  any level of aggregation. 

The issue of flexibility is associated with the program's ability to gen- 
erate reports listing all source data to which a particular code has been 

applied. The program does have the capacity to pyramid up. That is to say, 

reports can be generated that draw on coded data from a single case (for 
instance, a single teacher), all cases (for instance, all teachers), or from 

any number of specified cases (for instance, a subgrouping of teachers). 

H Y ~ ~ ~ R E S E A R C H ,  however, cannot pyramid down. Therefore, if a case 
Were defined as "all members of a referent group," all teachers for instance, 
it would not be possible to separate out data pertaining to an individual 
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teacher. All teacher data would have been irrevocably aggregated a t  the 

level of the group. 

Given the grounded theory approach to data analysis adopted here and 

given the intent to determine inter-classroom differences, if any, aggregat- 

ing at  the level of the referent group was not appropriate. For the purposes 
of this study, therefore, the case was defined as the individual student, 

parent, or teacher. This decision permitted the generation of reports that 

combined data in a variety of ways, many of which could not have been pre- 
dicted prior to the onset of data analysis and the "memoing" activities that 

occurred during this process. 

Code Development 
- 

Once the case had been determined, the next step was to code the interview 

data. Constas (1992) notes that "contrary to what some have claimed, cate- 
gories do not simply 'emerge' from the data. In actuality, categories are 

created, and meanings are attributed by researchers who, wittingly or un- 
wittingly, embrace a particular configuration of analytical preferences" 

(P. 254). He urges qualitative researchers to make public these analytical 
preferences as failure to do so may "vitiate the clarity of a given empirical 

Presentation" (p. 254). 

Constas (1992) breaks the coding process, or "category development" as 
he calls it, into three stages: 

origination-determining - the "locus of category construction," of 

which there are five: 

- the study participants themselves; 

- the researcher and his or her own "interests, views, or intellectual 

constructions;" 

- the goals or objectives of the program being evaluated; 

- the literature associated with the phenomena being examined; 



- a particular method of analysis that has a "preordained set of 

analytical concepts," such as hermeneutics. 

verification-justifying the origination and application of the codes 

used. Constas describes six sources of justification: 

- external experts; 

- logic and reasoning and the notion of face validity; 

- theoretical arguments or findings of previous research; 

- the distinctiveness, or mutual exclusivity, of categories; 

- inter-rater reliability checks or repeated coding procedures; 

- the participants themselves. 

nomination-identifying the source and the implied values of the 
labels applied to categories. As Constas (1992) states: "names used to 

describe categories do not stand as a set of neutral descriptors. The 

process of naming a phenomenon invokes a certain power and often 

establishes a real or illusory impression of knowledge and certainty" 

(p. 260). In Constas' schema, names are derived from the same 

sources as those listed under origination. 

Constas notes as well that there is a temporal component to coding, 
which should be specified. A researcher should report whether codes were 

determined: before the data were collected (a priori); after the data were 
collected (a posteriori); o r  a t  various stages of the investigative process 

(iterative). 

Seeing merit in Constas' recommendations, the decisions made 

during the coding process are reported in Table 4 below. 
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Table 4 
Documentation of Category Development 

Component of Categorization Temporal Designation 

Origination A priori A posteriori Iterative 
m e r e  does the authority for creating categories 

reside? 
participants 
researcher  x 
program 
literature x x 
preordained 

- 

Verification 
On what  grounds can one justify a given category? 

external experts 
logiclface validity x 
previous research x 
mutual  exclusivity 
repeated coding procedures x 
participants 

Nomination 
What i s  the source of the name used to describe a 

category? 
participants 
researcher  x 
program 
l i terature x 
preordained 

Adapted from Constas, (1992). 

The coding process began with some preconceived categories in mind. 
The use of semi-structured interview schedules suggests that the work was 
approached with some entry-level suppositions, based on literature and 
logic, about barriers and bridges to collaborative relationships between and 
amongst teachers, parents, and students. For example, it was expected that 

the interview data would reveal instances of: student parent communica- 
tion regarding homework, student teacher communication, and student 
Perceptions of whether o r  not they count for something in their respective 
classrooms. The more sensitive understandings, however, emerged once 
coding began and are reflected in the more finely tuned categorization of in- 
formation that occurred during this process. For instance, unanticipated at  
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the outset were some student responses that provided insight into aspects of 
the teacher-student relationship that were associated with students feeling 

valued in the classroom. 

Before coding began, the writer participated in three, full-day group 
discussions with volunteer graduate student research assistants who were 
associated with the larger project. At these meetings, codes previously gen- 
erated by several members of the research team were defined, applied, and 
then discussed. Coding for the purposes of this study, then, proceeded with 
a broad understanding of the types of codes that would emerge and how 
these codes would be applied. (See Appendix 4.12 for Master Code Lists.) 

Although all Time 1 and Time 2 interview data had been coded pre- 
viously by other members of the research team, for the purposes of the 
research reported here the writer coded all interview data herself. The 
decision not t o  use previously coded material was made in order to have a 
more intimate connection with and understanding of the data. This 
decision also permitted an opportunity to engage in "memoing," a kind of 
preliminary data analysis that occurs during the coding process and one 
that is highly recommended by Miles and Huberman (1984) for its ability to 

generate hypotheses. 

coding Conventions 

The following conventions were used during the coding process. 

Depth of W i n g  

All words spoken during an interview were coded within the context of the 
idea unit. A "not coded" category was generated t o  capture any information 
that was considered superfluous t o  the intent of the study. In this way, no 
data were lost and the researcher's interpretation of what constituted 
unimportant information remained open to public scrutiny. This code, for 
example, was used when a parent's commentary focused on a child who 
Was not a study participant. It was also used when parents discussed 
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school-related issues that did not pertain to the study. The "not coded" 

category was used as well to label those parts of a transcript that were 

rendered meaningless as a consequence of inaudible recordings. 

Unit of Analysis 

Semantic, rather than grammatical, units guided the analysis. Informa- 

tion was coded using the notion of the idea unit. In some cases, the idea 

unit constituted a single word; in others, a phrase, a sentence, or a group of 

sentences. The decision to code a single word (for example "yes," "no," or 

"uh huh") was made after considerable debate with other members of the 
research team. The argument against this stance was that single words of 

this sort convey nothing of significance. The argument for adopting the 

Procedure used here was that the conventions of spoken English neither 

demand nor set up the expectation that the wording of a question be re- 

peated in a respondent's reply. Both respondent and listener assume that 

each understands that the text of the question is implied in the single word 
response. By way of illustration, when a student was asked "Does your 

teacher call home sometimes for help?" the words "No, not usually" were 

interpreted to mean "No, my teacher does not usually call home for help" 

and were thus considered appropriate for coding- 

Level of Inference 

During the initial coding process, level of inference was kept to a minimum 

so that the product of the initial stage of analysis was as objectively true to 

the raw data as possible. "Inferential leaps," or second and third level in- 

ferencing, were left to a later stage of analysis a t  which point such infer- 

ences could be made explicit and thus remain open to public scrutiny. For 
instance, when students commented on the ways in which parents assisted 

with homework, consideration was given t o  coding this information not 
only under "parent involvement in home learning" but also under the code 

''parent values school." In the end, only the former code was used, leaving 
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the inference that this was an example of how parents demonstrate their 

valuing of schooling to a later stage of analysis. 

Level of Generality 

Coding proceeded a t  the lowest level of generality, with the understanding 
that codes could be condensed at  a later stage of analysis. Should the deci- 

sion be made to condense codes a t  a later point in time, the rationale for 

doing so could be stated explicitly and thus left open to scrutiny. For 

example, rather than code all instances of parent involvement in home 

learning under a code of that name, separate codes were developed for the 
various ways in which parents involve themselves in their children's 

learning. 

Directional W i n g  

Directional codes were applied to each idea unit. For example, each in- 
stance of "teacher attitude to parent involvement" was recorded as 

"~~s i t ive , "  "negative," or "neutral." 

p~~clllel Coding across Referent Groups 

TO facilitate cross-referent group comparisons and to counter the possible 

negative effects of self-report data, parallel codes were created for teacher, 

Parent, and student interviews. For instance, the master code list for both 

Parent and student interviews included the category "sp comm" (student- 

Parent communication). This had the effect of capturing both parent and 
Student perceptions of the kind and extent of school-related communication 

that occurred between the two. 

Bearing in the mind the comments reported under ''level of inference," it is 

important to note that codes were not in all instances mutually exclusive. I t  
Was not unusual for more than one code to be applied to the same source 



material. For instance, a child was asked: "Could your parents help you 

learn a t  school or at  home more than they do?" She replied: "I don't think 

so. They do a good job." This response provided information pertinent to two 

areas of interest and was thus coded accordingly-once under the heading 

"student perception of the parent's ability to help with homework" and 

again under the heading "parent could do more to help-no." 

The "not coded" category was also used for information previously reported 

in an interview but repeated in response to a probe. This convention was 

established to avoid unwarranted weighting of such information. How ever, 

when an interviewee returned to a previous topic of his or her own accord, 

it was assumed that this issue was particularly salient to the respondent 
and was thus coded again. 

The Open Ended Category 

A special code was established to record any response to the final question 

asked of each parent, student, and teacher participant: "Is there anything I 
haven't asked you on this topic that you would like to mention?" This infor- 

mation was considered particularly salient to the respondent and thus 

merited a code of its own. This information, however, was also coded under 
other appropriate headings. 

For each referent group, coding proceeded in the following manner: 

fine and directional coding of all interview data was completed. During 

this process a list was kept indicating the point at  which each new code 

emerged. This afforded the researcher the opportunity to assess the 

applicability of a new code to previously coded material; 

because the original number of codes created far exceeded the capabili- 

ties of the HyperRESEARCH program (and were too numerous to be 
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practical), it was necessary to collapse some codes. Some detail was 

lost in this process, but the resulting list of codes was more manage- 

able and yet sufficiently detailed to permit meaningful analysis. Deci- 

sions were made regarding where it was beneficial to retain detailed 

coding and where loss of detail would not be problematic. For instance, 

for parent interviews, all detailed codes that referred to previous expe- 
riences with teachers or schools were collapsed under the new code 

"previous." However, codes that referenced parent reports of parent in- 

volvement strategies used by teachers participating in this study were 

retained. 

The following steps were taken to ensure coding consistency. 

Coding was completed by referent group. That is to say, all teacher 

interviews were coded before moving on to parent then student data. 

This was done to ensure that coding was not negatively affected by 

lapses in time or the coding of other referent group interviews; 

Five interviews from each referent group that had been coded by other 

researchers were scanned to determine consistency of interpretation 

and assignment of codes. In some cases, code names differed some- 

what in syntax, but not in semantics. No glaring discrepancies were 

detected; 

HyperRESEARCH reports were generated that listed all textual data 

assigned to each code. The writer then scanned this information to 

detect inconsistencies. Only minor adjustments were required, which 

involved relabeling source data that had been incorrectly coded and 

deleting source data that inadvertently had been coded twice. 
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Summarizing the Data 

When all coding was completed, HyperRESEARCH was used to generate 

reports that listed all codes used in each case (or interview) and all source 

data associated with each instance of each code. Tally sheets were then 

prepared that reported the number of times each code had been used in 

each interview. This was done for two reasons: 

one, the tally sheets made it possible to determine which codes had 

been used with sufficient regularity across several, if not all, 

interviews to permit comparative analyses. 

two, the tally sheets permitted an initial scanning of the data to 

determine if patterns were emerging in parent, student, and teacher 

perceptions of attitudes and behaviours. 

It was necessary, however, to approach the frequency counts with 
caution. They were used for very general purposes only. Because a number 

of individuals had been involved in the interview process and because the 
transcripts revealed that some interviewers were not as persistent as others 

in probing o r  as talented in eliciting information, a more precise use of 

frequency counts was deemed inappropriate. 

&port Generation 

One important feature of HyperRESEARCH is its ability to generate reports. 

The variety of ways in which reports can be generated greatly facilitates 

data reduction and analysis. This capability also permits a shift from first 

to secohd level inferencing in a way that leaves the researcher's decision- 

making process open to public examination-in as much as the original 

codes are still identifiable. (A sample report appears in Appendix 4.15.) 



Developing Teacher Proiiles 

Process 

The next step in the data reduction process was to develop teacher profiles. 

This was done in two stages. First, using self-report data provided by the 

teachers themselves, individual profiles were constructed that report each 

teacher's: attitudes and practices regarding parent involvement; attitudes 

towards students, both in general and with regard to student ability to 

accept responsibility for learning; and teacher efficacy. The teacher profiles 

also report general contextual information to give the reader a sense of the 

school and community environment in which the teacher was working a t  

the time this research was conducted. 

Secondly, and without referring back to the profiles just described, an- 
other set of teacher profiles was created. These reported parent perceptions 

of: the teacher's attitude toward parents and parent involvement; teacher 

Parent involvement strategies; teacher regard for students; and student 

regard for school and teacher; and student perceptions of: the classroom 
learning environment; whether he or she "counted for something" in the 

classroom; and student regard for school and teacher. 

Finally, teacher, parent, and student data were combined to form a 

complete profile for each participating teacher. On the basis of these 

Profiles, teachers were labeled as either collaborative or non-collaborative. 

From a conceptual point of view, using data from all three referent 
groups to generate individual teacher profiles is consistent with the study's 

emphasis on the importance of triadic relationships (between and amongst 

teachers, parents, and students) as a measure of effective classrooms and, 
by extension, effective schools. 

From a methodological perspective, the approach alleviates the possi- 
ble negative effects of self-report data. This was considered particularly im- 

Portant given that teachers are known to have a tendency to overstate the 
extent to which they engage parents in student learning. The three-way 



approach to data analysis, therefore, permits a cross-validation of informa- 

tion provided. Cross-validating the data has two effects: one, it either sub- 

stantiates or calls into the question the teacher self-report data; and two, 

parent and student data provide important information regarding teacher 

practices that, for whatever reasons, the teacher him- or herself had not 

reported. Discrepancies are discussed in the context of the teacher profiles. 

Selection of Domains 

Domains selected for further analysis derive from two sources. Those per- 

taining to parent involvement reflect researcher interests and biases that 

were present a t  the time the study began. Domains referring to teacher 
att i tudes towards students reflect an emerging appreciation of what 

Parents really care about and how that ultimately affects parental attitudes 
toward specific teachers and teacher-parent interaction. It also reflects a 

Question that emerged as analysis began: what is the relationship between 

teachers' attitudes toward students and their attitudes toward and practice 

of working collaboratively with parents? Methodologically, the emergence of 

unanticipated domains that call for further enquiry reflects the importance 

of the grounded theory approach to research. 

Constas (1992) has observed that although qualitative researchers strive to 

make public the private worlds of those they study, they often fail to make 

public their own private world of analytic and interpretive inferencing. This 

Study addresses that legitimate concern by making extensive use of quota- 

tions. This allows the reader to assess the plausibility of the researcher's 

interpretations. Quotations were sele~ rd on the basis of their ability to rep- 

resent the speaker's attitudes andlor practices. It will be noted that 

Occasionally quotations reveal inconsistencies in attitudes or between 

attitudes and practices. Inconsistencies are considered vitally important 
data in constructing valid and complete profiles. 
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It should be noted that the analysis accepts all that is said in the self- 

report data at  face value. Researcher comments are reserved for the dis- 

cussion section that follows. It should also be noted that all teacher names 

are fictitious as are the schools with which they are associated. (Teachers 

can be linked to the schools profiled in Appendix 4.1 by matching the first 
letter of the teacher's name with the first letter of the school's name.) 



Chapter Five: 
Qualitative Findings: 

Teacher Profiles Based on Teacher, 
Parent, and Student Reports 

Mr. Abrams: Teacher Self Report 
General Comments 

Mr. Abrams is teaching in a "brand new school," which he describes as a 

"wonderful school" with a "good staff (that was) selected very carefully." It 
is a "place where things are always happening," and where "problems are 
dealt with." 

Teacher Attitude: Parent Involvement 

Mr. Abrams describes "the majority of parents" of the children in his class- 
room as "relatively well educated." Lack of formal schooling, therefore, does 
not constitute a barrier o r  "threat" that would prevent parents from inter- 
acting with the school or from helping their children with school-related 
learning tasks in the home. If this talent and interest is to be used to fullest 
advantage, Mr. Abrams is of the opinion that teachers must keep parents 
informed of what is happening in the classroom and, more specifically, 
how they can support classroom learning in the home. His perception that 
Parents are both capable and willing to help their children is reflected in 
the kinds of parent involvement strategies he uses. 
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Teacher Practices: Parent Involvement 

At the beginning of the year Mr. Abrams informs parents "with a letter that 

goes home, also on the phone, that (he is) always interested in having 
parents in to help." He mentions several ways parents could make a contri- 
bution t o  the classroom, which he runs on an "open door policy." At the end 
of the year, however, he reports that with the exception of a parent who 
helped with computers during the Fall and one who is "coming in in June 
to do an art project," he has "not tried particularly h a r d  to make parents a 

Part of classroom life. 

He does, however, keep parents well informed and believes that "they 
know what is going on in the classroom." In September he sends home a 
"form letter (he) made up," which provides "an outline for every subject 
from setting up their book to an assignment. The parents get it all." Parents 

also receive an outline of what will be taught during the year. 

The "student planner" is another means through which parents are 
kept informed. "During the last ten minutes of the day," students record in- 
formation regarding tests and the due dates of homework assignments and 
Projects. Mr. Abrams views the planners as "a means of communication" 
and "encourage(s) all parents to sign it." "At this level," he says, the 
"student planner is a wonderful idea. . . . Parents understand that they can 
write in it and it gets back to me." When asked if parents take advantage of 

the Opportunity to correspond in this way, he responds: "Yes, (but) not very 
often." 

Not only does Mr. Abrams keep parents informed, he also encourages 

them to become involved in an instructional capacity in the home. In the 
area of language arts, parents serve as "the last editor" for writing projects 
that go home "with a form so that the parents have to give a positive edit." A 
benefit of this practice is that "parents see the process because they are 
doing it a t  home." In the area of social studies, Mr. Abrams "might have 

them do a home assignment. Some steps are done at school; some at  home. 
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. . . The child is to select one topic. It is signed by the parents. The parents 

are there not to do it but to be there as a facilitator." 

At the end of the year, Mr. Abrams provides a specific example of his 

willingness to encourage parents and students to work together. In a letter 

addressed to parents he explained that students were studying "The Secret 
Garden" in class. In this letter, which parents signed and returned, he en- 

couraged them to read the book with their child. The results were positive. 

Mr. Abrams reports that "student insight into that novel was great because 

of the discussion (that occurred) before coming into class." 

Teacher Attitude Toward Students 

Mr. Abrams feels i t  is important that "kids know where you are coming 

from, . . . when things are due, . . . what's coming up." For these reasons, 

the use of the student planner is mandatory for all students. He provides 

students with ten minutes at  the end of each day to record assignments, 

due dates, tests, and the like. By using the planner, students are given the 

opportunity to develop the responsibility and time management skills he 
values . 

Mr. Abrams believes that students, in general, can take responsibility for 

their own education. He notes, however, that there are those who either 

cannot o r  will not do so. At the beginning of the year, he identifies the 

students "who are not taking it seriously." These are "the ones that (he) 

want(s) to focus on and want(s) to know why." In these cases, he comments, 
"1 get the parents involved." 

At the end of the year, Mr. Abrams reports that it was "a real pulling 
of the teeth" to have students buy into his standards, adopt the organiza- 
tional style for notebooks and assignments, and use the student handbook 
regularly. To encourage student responsibility and parent support, 
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Mr. Abrams "started off by having (the student planner) signed on a regu- 

lar basis." Gradually, however, students became sufficiently responsible 

that parental signatures were no longer deemed necessary. 

Teacher Efficacy 

Mr. Abrams does not speak specifically of his success, or lack thereof, with 
students. Therefore, it is necessary to look for indicators of professional 

accomplishment. One such measure is his perception of the relationship he 

shares with parents with whom, he reports, he has a "very good rapport." 

Although he "might not see all the parents all the time," he "get(s) this 

feedback through phone calls and memos." Another indicator of profes- 

sional accomplishment is his belief that he has been successful in bringing 

around those students who, at  the beginning of the year, were not demon- 

strating a sense of personal responsibility toward their work. 

Commentary 

There are two noticeable differences between Time 1 and 'I'ime 2: one, 

Mr. Abrams has noticed an increase in student responsibility; and two, 
there is an increase in planned parent involvement activity-a change he 

attributes in part to something "I was thinking about myself' and in part to 

'(our project." 

Some of the activities Mr. Abrams mentioned at  the beginning of the 
Year have not by the time of the second interview. Nonetheless, his 

orientation to these activities reveals a willingness to have parents serve in 

an instructional capacity. For instance, with field trips, he views parents 

"not just as a means of transportation." Rather, he says, "I use them as an 
assistant with a small group of students. They are responsible to help the 
child learn." 
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Mr. Abrams: Parent Perceptions 
General Comments 

Of the three families interviewed from Mr. Abrams' class, two report hav- 
ing children (one a boy, the other a girl) who enjoy school, who demonstrate 
a responsible approach to their studies, and with whom they share a posi- 
tive parent-student working relationship. 

The third family presents a less happy scenario: a grandmother whose 
"retirement present was inheriting a little boy" of six, which, she says, was 
"not the best kind" of present. "I started this job (parenting) over forty years 
ago . . . that's a long haul." This woman's fatigue is apparent in her obser- 
vation that Mr. Abrams "knows that I am almost burned out with re- 
sistance." Her grandson, who has been diagnosed with Attention Deficit 

Deficiency (ADDS), "has resisted any interference or help from usn and 

"figures that we have no business even seeing his school work." He is a 
Young man who, in his grandmother's opinion, "doesn't take responsibility 
for anything." 

Teacher Regard for Students 

Each parent reports that Mr. Abrams respects his students. Some of the 
substantiating evidence is specific; some, more general. For the grand- 
mother, it is the perception that Mr. Abrams "knows Your strengths and 

weaknesses;" for the mother who has a daughter in this class, it is "just the 
comments he makes about" the child; and for the other mother, i t  is the 
belief that he "always brings out the positive" in her son. For this parent, 
further evidence that Mr. Abrarns thinks well of students is her perception 
that he "respectsn the fact that her son is "fairly outspoken." She observes as 
Well that he gives students "more responsibilities," "praises" them, and 

"seems t o  find the positives over the negatives." 
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Student Re- for School and Teacher 

Both at  the beginning of the year and at the end, two of the three parents 
report that their children have a positive attitude toward Mr. Abrams: one 
parent indicates that her son "likes this class probably the most" of any he 
has been in and reports that he "respects his teacher and works well with 
him." He "knows he has to do all his work before (going to bed) or gets up 
early in the morning by himself and does all his work. . . . I guess he knows 
that he gets punished. Not punished, but his teacher makes him stay after 

school if he doesn't do his work." 

The other parent notes that  her daughter "very much likes 
Mr. Abrams9' and "likes to have everything just perfect the way he likes it." 

Her daughter has a "more positive attitude . . . this year . . . than last" slid 
she "seems more enthusiastic." The mother attributes this enthusiasm to 
Mr. Abrams7 involvement in extra-curricular sports activities, which 

Provide the focal point of her daughter's school life. She "seems t o  centre 
her activities in that area (sports), and if she does well i t  sort of spills over 
into her school work as well. I like so see that." This mother believes "the 
fact that her (daughter's) teacher leads a lot of those physical activities . . . 
is helping" her child. 

Even for the young man living with his grandparents, the year ap- 
pears to have gone well under Mr. Abrams' direction. Whereas a t  the 

beginning of the year the grandmother admits to going "to bed a t  night 
Wondering how we are going to get through the next morning. It's that bad. 
He really doesn't want to go;" at  the end of the year she reports that while 

"he doesn't get up that fast . . . he doesn't object to going (to school) or any- 
thing like 'I'm not going9 or anything like this or 'what good is school?' I 

don't hear that." 

Parenb~eacher Relationship 

All parents feel comfortable in Mr. Abrams' company, and all anticipate 
that he would describe his relationship with parents as "good." He is de- 
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scribed as being "very open,'' "always willing to talk to you," and "real posi- 

tive." Furthermore, he "always invites you to be part of the class if you're at 

the school and will show you the work." When asked whether Mr. Abrams 

sees parents as partners in her child's education, one parent responds: 

"Yes, I think he does see it that way." She provides as evidence the experi- 
ence of her daughter coming home and saying: "You have to help me with 

this. He (Mr. Abrams) said so." To this mother, her involvement in her 
childYs learning is "a prerequisite for her to be able to get through the 

work." 

The discouraged grandmother mentions that she and Mr. Abrams 

have not had a lot of contact over the year, but she does not attribute this to a 
lack of caring or commitment but rather to Mr. Abrams' understanding 

that she "can't cope anymore with complaints and things like that. . . . SO 

they have left us alone as much as possible." She reports, however, that 
Mr. Abrams has indicated that "he was satisfied" with her grandson's 

efforts and that the young man was "really making a real effort and things 
were being done." 

Teacher Practices: Parent Involvement 

These parents provide several examples of how Mr. Abrams involves them 
in their children's learning. One mother explains that her daughter insists 

that parents "are supposed t o  help" with homework. She also speaks of 

Mr. Abrams7 practice of showing "us (parents) exactly how he expects them 
(students) to set up their work." As a consequence, she says, "I know myself 

what toeexpect when (my daughter) brings it home. How to have everything 
done just right." While these details are not academically focused, they 

nonetheless reflect criteria the teacher uses when grading student work. 
Another parent mentions Mr. Abrams' approach to teaching "The Secret 

Garden," which is to encourage parents to read and discuss the book with 

their children. 

Interestingly, no parent mentions: the curricular overview that 

Mr. Abrams speaks of; the fact that he views them as "the last editor" of any 
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written work; or the student planner, which Mr. Abrams considers "a 

means of communication." One practice a parent reports that Mr. Abrams 

does not, is the student-completed evaluation sheets, which allows the child 

to "evaluate himself and what they thought of themselves." This, the parent 

commented, "was really helpful." 

It is interesting to note as well that although Mr. Abrams believes that 
Parents "know what is going on in the classroom," no parent mentions this 

specifically. And yet, there is no evidence that would contradict one 

parent's end-of-year assessment that this has been "a good school year." 

Parents perceive this teacher to be approachable, one who will let them 
know if there is any problem, one who respects their children and who 
brings out the best in them. 

Commentary 

Parent comments, for the most part, focus on increased maturity, respon- 
sible attitudes to schoolwork, and the teacher's ability to bring out the best 

in their children. There is no hint in any of the three i n t e ~ e w s ,  either at  
the beginning of the year or a t  the end, of any dissatisfaction with the 

Parent-teacher relationship or the parent's perception of the teacher- 
student relationship. As well, on the basis of the information the parents 

Provide, be it the observation of more active involvement in the school or the 

absence of active resistance, these students appear to hold their teacher in 

high regard. 

Mr. Abrams: Student Perceptions 
The students from Mr. Abrams' class speak well of the school and their 
teacher. One student reports that "everybody works in the school . . . it is not 

that we have a super high person and then a low person and then a really 
low person. It is usually like the teacher looks over YOU and then they take 

care of you." This is a young man who feels he counts for something in his 

classroom because the other students call him '"whiz' or something like 



that." His female classmate also feels that students count for something 

just "by going to school and (being) involved with everything." She com- 

ments, too, that students are "accepted by people . . . the teachers." In addi- 

tion to these general comments, she also refers to specific teacher practices. 

She says, for instance, that Mr. Abrams "makes you feel good after you 

answer a question" or "you get a good grade or something." 

Even the young man whose grandmother describes him as resistant 
speaks well of Mr. Abrams. When asked if he feels like he counts for some- 

thing in the classroom, he responds positively. He attributes this to "the 

teacher. Like, if one person's having trouble, he'll ask if they could help 

him. . . . If someone's stronger in one point, like math, theyll help some- 
one that's not doing as good. Just things like that." 

Students speak positively of the classroom learning environment. "You 
have to learn . . . it's not a place to fool around." And if learning is a 

problem, Mr. Abrams "will help us if we need help. We can come after 
school and stuff. And you can come around in the morning, or lunch, and 

recess." "He told us that at  the start and he keeps telling us that if we need 

any help we can just come in." This last comment is made by the student 

who is characterized by his grandmother as someone who "doesn't take 
responsibility for anything." 

Students also comment that Mr. Abrams allows them to help one 
another. "When you need help, you can ask the people next ( to )  you if the 

teacher's busy." Another student explains that most of his friends are in 

the class and "they help me if I'm stuck on a problem, and I help them." 
The students perceive this classroom to be place where they come to learn, 
not "fool around;" that they can get help when they need it; and that this is a 

teacher who "teaches you a lot." 

Commentary 

There is nothing in the student interview data that is discrepant with 

Parent and teacher reports with regard to teacher attitudes toward students 
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and a strong and evident focus on academic achievement. The only dis- 

crepancy noted pertains to the young man who lives with his grandmother. 

He admits that sometimes he gets frustrated 'like (when) I know what it  is, 

but she keeps trying to explain it to me" or "like when my grandpa starts 
explaining it  and I'm getting all confused." Interestingly, and unpre- 

dictably given the grandmother's commentary, when this young fellow is 
asked: "Do you and your grandparents work well together?" he replies, 

"yeah, I'd say so." 

As reported earlier, both teacher and parent data indicate that  
Mr. Abrams encourages students to view their parents as a resource. The 

message is conveyed in the student data as well by the reputedly recalci- 
trant student who reports that in addition to Mr. Abrams making himself 

available to students, "my teacher says . . . if you need help, . . . get help 

from your parents." 
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Mr. Ashdown: Teacher Self Report 
General Comments 

Mr. Ashdown is a first-year teacher. He is working with "a split class" in 

which there is "an incredible range of abilities-from very low achievers to 
very high." He considers Avondale School to be a "great place t o  teach and 

"feel(s) lucky to be in a school like this4working with) professionals that 
are willing to help (his) development" and who are "united in that they want 

the best for their students and are willing to work really hard." 

Teacher Attitude: Parent Involvement 

Mr. Ashdown does not have a great deal to say about parent involvement. 

He reports, however, that he is "really interested to know how (he) can use 

Parents." Speaking from the perspective of a first year teacher, he com- 

ments that "it's fine to have a philosophy," but what he really needs are 
"strategies ." 

Teacher Practices: Parent Involvement 

Mr. Ashdown reports that although he has not "turned a parent away from 
(his) door," he has not openly invited parents into the classroom. He 

explains: "I am still working to establish my own classroom atmosphere." 

He has attempted, however, to establish some contact with parents. He 
has, for instance, talked to parents of a "few students that need extra help 

. . SO that they will understand what the child should be doing." He has 
phoned parents "in regard to discipline or a student not doing homework." 

And he has used the homework book, albeit not universally. This strategy is 

used with selected students who need to be closely monitored. 
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Teacher Attitude Toward Students 

General 

Mr. Ashdown mentions students only when he is explicitly asked to com- 

ment on the extent to which they demonstrate responsibility to school work 

or his ability to reach every student. The only exception to this observation is 

when he discusses teacher collegiality. In this context he reports that the 
teachers at  Avondale School "want the best for their students." Because 

students are so seldom mentioned, i t  is not possible to form a picture of 

Mr. Ashdown's attitude toward those he teaches. 

Although Mr. Ashdown has not been in the classroom long, he nonetheless 

has formed opinions regarding student responsibility. On the one hand, he 

comments: "I don't think they are motivated enough;" and on the other, he 

believes that "it is a big job to ask students to take that kind of responsi- 
bility''-that is to say, responsibility for their own education. 

Teacher Efficacy 

Mr. Ashdown is asked if he is reaching every student. He replies: "No." 
Does he worry about whether he is reaching all this students? "Yes, very 
Strongly." He is concerned that "sometimes (he) look(s) around the class- 

room and see(s) kids that are not focusing on what (he is) trying to tell 

them." He is concerned, too, about the "high achievers" who "come to (him) 

with concern(s) about not enough work, not learning enough." 

With regard t o  involving parents, Mr. Ashdown admits that he has 
done little to encourage parent activity and admits to not being sure how he 

"could use them to the fullest advantage." He explains: "There are just so 
many things to address . . . I am still working on curriculum and 

discipline." 
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Commentary 

Unfortunately, Mr. Ashdown was not available for a second interview. 

Therefore, Time l/Time 2 comparisons were not possible. 

While evidently feeling in survival mode, Mr. Ashdown does not pro- 
ject a sense of hopelessness. He "never feels isolated" and does not feel 
awkward about asking for help and advice. He speaks in terms of his 

"development" as a teacher and thereby gives the impression that teaching 
is a profession into which he will grow over time. 

It  is interesting to note how little students enter the conversation. 
Except when explicitly asked to comment on student responsibility or his 

ability to reach every student, students simply are not mentioned. 

Mr. Ashdown: Parent Perceptions 
General Comments 

Each of the three sets of parents interviewed has a son in Mr. Ashdown's 
classroom. All report feeling welcome in the school. However, one parent, a 

former teacher, admits to finding schools "intimidating." "It's still there 

with me," he says, "even though I have been in the system." He is not able to 

explain these feelings, except to say that "having left the profession, I might 
have taken away some wrong impressions." 

His wife is "sure that there are lots who feel intimidated and figure 

that whatever the teacher does is right." These words, however, do not re- 

flect her own attitudes or behaviours with regard to the school. She is com- 

fortable there and does not hesitate to approach the school to discuss her 
concerns. She comments: "I always keep in touch with the teachers every 
Year. I make myself known a t  the beginning that, you know, I want to know 

what's going on. No matter what: positive, negative. I just want to be in 
touch." 
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Parent-student working relationships among the three families are 

mixed. When asked if she enjoys working with her son, Mother A replies: 

"Sometimes yes. Sometimes no. If he's co-operative, more so." "We get into 

conflicts because of the length of time that I have been out of school and they 

are trying to do things in a new way now. And so with my way, I come up 

with the right answer in most instances, but not all instances. When I 
come a t  i t ,  1 guess backwards as far as  he is concerned, we get into 
conflict." On these occasions, her son informs her that "that's not the way 

my teacher tells me to do it." 

Mother B also talks of strained relationships when it  comes to helping 
with homework, particularly math, which, for this mother, as  for so many 
others, is "not a t  all" the "favourite subject." Homework difficulties, how- 

ever, are not limited to math. They appear as well in language arts. "I find 
it frustrating," she says, "because boys are not into proofreading things. He 

figures that  it's written and that's how i t  should be accepted even if it's 

spelled wrong." Though she speaks of problem areas, she also mentions 

that her son does like going to the library and "likes (her) to come with 
him." 

Parents C enjoy working with their child but report that their son is 
often reluctant to show them his homework. "Sometimes he will hide his 

Work. We will say, well, can we see your homework that you have tonight? 

He gets very upset and won't show it to us." The father "sort of check(s) on it  

anyway." He explains: "I feel I'm his parent and I have a right to see what 

he is doing in school." These parents report that their son "never used to do 
that" and question if this change "might be part of his adolescence" and in 

Part because "he is worried that we are going to criticize what he has done." 

The father comments: "I guess I expect too much." 

Teacher Regard for Students 

Parent reports do not suggest a positive teacher-student relationship. 

Family A has a son whom the mother describes as sensitive and who is 
victimized by his peers. The parents are asked if teachers, in general, 
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attempt to learn about such concerns. They reply: "Some yes and some no. 

Not particularly in this case. Not for (our son)." At the end of the year, the 

report is no more positive. The mother believes that Mr. Ashdown has been 

frustrated with her son and has let this show. She believes, too, that the 

teacher has now realized that "by treating (her son) in a frustrated manner, 

. . . the result is that (her son) is more frustrated" himself. 

Mother B expresses no particular concerns and empathisizes with 
teachers who work a t  this grade level. "If every child is going through this 

(referring t o  adolescent changes in moods and behaviour), he must have, 

YOU know, to think up some ways to handle all these little ilosyncrasies." 

Parents C, however, are less inclined to be sympathetic and are con- 
cerned about the nature of the student-teacher relationship. Their impres- 
sion is that Mr. Ashdown has "guidelines" of what constitutes "a perfect 

student." In their opinion, the teacher is "basically . . . telling me my kid 

certainly doesn't meet that criteria." The mother adds: "My son knows too." 

The father agrees: "Oh, (my son) feels it." 

These parents are not suggesting that "it should be necessary for 
(Mr. Ashdown) to know when it's time to click in with us-all 27 or 30 pairs 

of parents or single parents or whatever he's got." But, the father com- 
ments: "I would rather that he know when it's time to click in with (our 

son) and let me know that, you know, here's a note to your parents telling 
You how well you did today." 

Parents C acknowledge that their son, whose "level of maturity is 
Probably not as high as half his friends . . . does certain things. He behaves 

inappropriately. I know that, but I think there's ways of the teacher gain- 

ing his respect." "Every discipline method that has been tried with (our son) 

has been negative. Every one. There's been nothing to build his confidence 

Or build his self-esteem. It's just been a total tear down . . . and I don't want 
to see his spirit broken." 
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When asked if the teacher respects his students, Parents A, in spite of 

the concerns noted above, respond positively. By way of evidence they 
comment: "Anytime we have been around him, he's always-even though 
he might have had a bad day-he will still greet him with a smile." The 
father notes as well that "I've taken him back to get books after supper . . . 
and the teacher will be sitting there talking to someone else and I'll say, 
'Can I come in and get such and such?' By all means. Go and get it.' 6:30 at 
night!" His wife relates another incident that suggests to her that the 
teacher does respect her son. "He kicked his ball up on the roof and he tells 
US this after supper. So we go down to see it and the teacher went for the 
janitor and asked him to get it." 

When asked if Mr. Ashdown respects students in general, Mother B 
states: "Yes, I think so." She bases her opinion on information she gathered 
from her son. "From the way I hear it, he's diplomatic when he handles 

situations." 

At the beginning of the year, Parents C are somewhat ambivalent 
when asked if the teacher respects his students. "I don't know, it is hard to 
tell," the mother replies. On the positive side, "Mr. Ashdown is constantly 
telling me he is bright and he likes him and he doesn't hold any grudges." 

But, she questions, "I don't know if that is respect." On the other hand, "he 
nails him for every little thing." Parents C describe the teacher as "tough." 
However, despite their other concerns, they do not think that he is 
"sarcastic with the children" or that he has a "negative approach." 

At the end of the year, Parents C demonstrate no ambivalence in their 
'esponse t o  the question: "Does your child's teacher respect him?" "No, I 
don't think he does," says the mother. The father agrees: "No, I don't think 
he does. I don't think he respects him." The father explains: "The subject 

came up that this teacher made the statement that he had only three or four 
kids that were absolutely not to be believed about anything ever in the school 
and he was talking about how he keeps them after school. He keeps the 
entire class in to punish the class for a certain number of minutes . . . You 
know, IYm listening to this and then he made the statement about there's 
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only three or four in the class that-like I got the impression (that he has) 
his guidelines of what is a perfect student. SO, you know, basically he's 

telling me my kid certainly doesn't meet that criteria." 

student Regard for School and Teacher 

None of the sons is described as being particularly enthusiastic about 
school. Mother A says "I don't think he dislikes school. He would just like to 
not have to  go or to go alternate weeks or something." "He was cheering the 
teachers' strike," she says. "Does that tell you anything?* Things do not get 
any better during the year. During the second interview, the father of this 

Young man states: "He would rather be home-to put it mildly." 

At the beginning of the year, Mother B "think(s) he likes it." But by the 
end of the year, the perception has changed. "He liked i t  until half way 
through this year," she says. Now *things are changing-attitude." She 
attributes this to age. "He's just twelve years old going on fifteen." In spite of 

this, she reports that her son "handles things (schoolwork) pretty well. Like 
I say, he still needs parental guidance in some things. He is not through it 
Yet in his thinking, you know." But "he knows he has deadlines, and he 
knows he has to accomplish his task for that time - SO he knows it, and he 
knows his responsibility is to his teacher." 

Parents C have noticed a change in their son as well this year. He 
"generally likes school," but "he's not happy this year." "This is the first 
Year he has probably had a negative attitude." The mother explains that her 
Son "was getting tick marks and detentions all of the time . . . I realize that 
grade seven is a tough year. They do get into trouble. But I was worried 
about his negativeness about school this year, which he never had before." 
"He says that he hates the teacher." 

Parent-~eaeher Relationship 

Parents B iew Mr. Ashdown as "very nice," and "really receptive." Parents 
A describe him as friendly" and "quite open . . . of what he's trying to 
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do and what he wants us to assist with." Both parents believe that 

Mr. Ashdown views them as partners in the education of the child. "He is 
very good that way," Parent A comments. Parents C also describe 

Mr. Ashdown as "very friendly," however, as noted below, the relationship 
is not without its problems. 

Apart from the observation that Mr. Ashdown expects parents to moni- 
tor homework and that he will respond to parent-initiated homework 

queries, the relationship focuses primarily on "behavioural" rather than 
"academic" issues. This sentiment is reflected in the response Father C 

Provides to the question: "Does Mr. Ashdown consider you a partner or 
team member in (your son's) education?" Father C replies: "Emotionally, I 
think he does. Academically, he's not prepared to accept us too much, I 
don't think." 

Mother C comments that Mr. Ashdown "makes me feel welcome to 
come in to talk to him," and she provides an example of one such conversa- 

tion. "I went to see him the other day and I think he is quite new. And I was 

making a few suggestions-that he might try a more positive approach 

uith my son-but in a very tactful way and he seemed to be quite responsive 
to it and he thanked me for coming." He "told me that he was glad that I 

came to see him about certain things that were going on in the school." 

And yet Mother C describes her relationship with Mr. Ashdown as 
"uncomfortable." She explains: "I feel comfortable talking to him, but I 
don't feel in how I feel about his, the way he handles the situa- 

tions that happen. So that kind of puts a damper on how I .ael there. 

Generally, when I go in there, I feel angry, but I don't want to come across 
that way, so I do calm down." 

Teacher Practices parent Involvement 

With regard to parent involvement in the classroom, parents report that 
are not invited into the classroom for instructional or observational 
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purposes. Mother C is of the opinion that "given some experience over time 

that maybe he might be receptive to that idea." 

Mr. Ashdown, however, does maintain contact with parents either by 
phone or through written communication. Typically, the purpose of the 

phone call is to convey some behavioural or disciplinary concern. It is 
"regarding some D T thing," says Parent A. This reflects Parents C's expe- 
rience as well. We are called "if (our son) has been a disciplinary problem 

in class and he wants our support in encouraging his form of discipline." 
The father adds: "We've never had a call when things have gone well in 
school." Written home-school communication has a similar focus-they 
are about ''some behavioural thing . . . some disciplinary problem." 

Based on the information Parent C provides, i t  would appear that 
home-school communications do not go beyond the disciplinary. This father 

comments: "I'm quite concerned that they haven't really started studying 

any of the Social Sciences. There are things that I don't know what is going 
on in the classroom. I wish there was really more . . . into notifying parents 
as to what is expected." Father C is so concerned about this that he says: 

"I'm going to try . . . next year to have a copy, an absolute copy of the school 
curriculum for every grade now on through." 

Contrary to Parent C's concern, Parent A reports that Mr. Ashdown 
"will give you information which says he (her son) has done better in this 

area than in another. So you understand a bit of how to speak." The ques- 
tion she does not speak to, however, is how or when this kind of information 

is communicated-is it transmitted to all homes through regular home- 
school communications or by way of corridor conversations with parents 

who happen to be in the school? On the basis of the information provided, it 

appears that the only routine way that parents are informed of classroom 
learning activities is through Mr. Ashdown's practice of sending home 

''things that need to be signed for-assignments that he knows we have to 
sign them so we're going to know what it looks like." 
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Though no parent mentions that Mr. Ashdown has advised students to 
seek assistance from their parents, Student B reports that "my teacher says 

if you're really having trouble, sometime he'll give advice to say, maybe you 
should ask your parents to help you in this certain subject." 

Parents are very aware that Mr. Ashdown is a new and "extremely inexpe- 

rienced" teacher who "is still learning" (Parent C), and they are sympa- 
thetic with the difficulties they imagine or know from experience this en- 

tails. They also note the long hours he puts in. This is looked upon as 
dedication by some (Parents A) and lack of organization by others (Parent 

C ) .  It is apparent that in this classroom the parent-teacher relationship 
focuses on behavioural and disciplinary issues rather than on instructional 
concerns. This has not escaped parent observation and although one parent 
feels that she receives the information she needs to monitor student 
Progress, there are clear indications from Family C that more curricular 
knowledge should be transmitted to the home. 

Mr. Ashdown: Student Perceptions 
h m r n  Learning Environment 

Student A describes the classroom as quiet but uninteresting because "it 
doesn't have enough colour, no art." Student B sees it as "a mess" some- 

times and describes student behaviours that make it difficult to work. He 
about his friend who sits "by these two kids and one of them, they 

make fun of him because he likes to read much." He goes on to say: 
('the other kid right beside him, like, when he's trying to do a good copy he'll 

to elbow him so he'll just scribble all over the page." 

The only references to learning are made by Student B, who explains 
that in the school "the teachers . . . cover pretty well everything." 

More specifically and with regard to his own classroom, he reports that 
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"P.E. and Art are exciting and math, and socials, science, and reading, are 
boring." Student C concurs with this assessment with regard to math. 

Student Regard for School and Teacher 

Consistent with the parent reports, Student B explains "I'm not a person 
who's a fanatic about school." He continues: "I don't really talk to (my 
parents) about school. Actually, I barely talk to them about school because 
they don't ask and I don't feel it's important9'-this from the same young 
man who reports that: "after school I usually call (my mother) to talk about 
my day;" and who speaks of talking with his dad "about some of the pro- 

jects" that are done in class and "about some of the stuff that we've 
learned." 

Student C mirrors his parents interpretation of his attitude toward 

Mr. Ashdown. He states: "I don't like my teacher. He has no sense of 
humour." He goes on to say: "I wish I had the other teacher because she is 
nicer and the other is grouchy." Student C has communicated his dissatis- 

factions to Mr. Ashdown. He told him that he "wanted to go to a different 
school and have a different teacher." After the fact, he says: "I was going to 
Say sorry, "but it was just so hard to say that. But I really felt sorry." 

Contrary to the negative comments that other students make, Student 
B provides a different perspective on student-teacher relationships. He 
notes that in the classroom "we have quite a bit of discussion. If we want 

Something changed, we go into about an hour discussion about this . . . we 
h l l  try different things that will help change." 

count for Something 

All students feel that they "count for something in their classroom and 
their school. For Student A it is just a general feeling; for Student B it is a 
matter of having "something to do with what it would be like. Like, we don't 
want to do something that is straight from the textbook. We'd like to have a 
choice to see if we can make it more enjoyable than just straight boring. . . . 
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And I think we have that choice;" for Student C, it is the perception that the 

teacher likes him "even though I get detentions" and that the teacher has 

commented that "I'm a smart kid, I just fool around too much." "Just by 
teaching us," causes Student C to believe that he and his classmates count 

for something in the classroom. 
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Ms. Avril: Teacher Self Report 
General Comments 

Ms. Avril is an experienced teacher who is new to Avondale School. The 
school is described as a place where "everybody seems happy" and where 
the staff has a "positive feeling." "We are always trying to figure out differ- 
ent thingsp here, she says. "The plan is always to give in-service." Ms. Avril 

"love(s) this school." She "love(s) to come to work every day . . . and is here at  
seven fifteen in the morning." 

Teacher Attitude: Parent Involvement 

MS. Avril has had some difficult experiences with parents. Nonetheless, at  
the beginning of the year she comments: "If I see them (parents) in the 

hallway, I stop and have a little chat. . . . If the opportunity is there to speak 
to them, 1'11 take it.'' In the spring, however, her words convey an ambiva- 

lence toward parents. "1 guess I have no problems with any of them 
(parents) . . . If they phone me, I return their calls." Her language conveys 
an ambivalence as well when she describes her reaction to parents who call 

to explain that they were unable to help with a homework assignment. She 
describes parents as going "through the big spiel about how they don't 
understand the math and all this. And I'm like well, that's fine, so gee." 

In sum, Ms. Avril considers herself involved in a "professional" 

relationship with parents. "I'm not friends with any of them. I'm not really 
friends with any of them. I'm polite and courteous and if they have 
Westions, I answer them. And if I have something t o  say, 1 say it in a real 
Polite manner." 

Teacher Practices: parent Involvement 

The tentativeness in attitudes discussed above is reflected in Ms. Avril's 
comments about parent involvement practices. "Well," she says, "I guess 
there always could be more contact with parents. But when do you find the 
time, right?" 
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Although Ms. Avril has not implemented a comprehensive parent- 
involvement program, she has found time to liaise with parents in the 
following three ways: through the use of homework books, which she uses 
only with those students who need to develop a more responsible approach 
to schoolwork; by calling parents "for missed homework assignments" or 
when "a student is having a weird day;" and three, by assigning a "science 
project (for which there is) an information package that goes home (that the 
Parents) read and sign." 

Teacher Attitude Toward Students 

hls. Avril identifies a number of opportunities made available to students to 

determine what they will study and how they will approach the material to 
be learned. This information, however, is filtered through her response to a 

question regarding the extent to which students have a choice in selecting 
learning activities. "They do and they don't,'' she says. "Lots of times they 
think they have choices and they don't." She then describes a learning 
activity to which students initially had a negative response. It is in this 
context that Ms. Avril describes herself as "good a t  motivating kids" and 
indicates that by the end of the lead-in activity students "believed that they 
had that choice ( to  become involved)" in that particular activity. In fact, 
from the teacher's perspective, choice was not an issue. 

Student Responsibility 

Ms. Avril reports that seventy per cent of her students "never miss a 
homework assignment." She notes, however, that "some of my guys have 
Problems." The use of homework books and her comment that "slowly we 
Want t o  get away from that and have them take more responsibility for it 
(their ~ ~ h ~ ~ l ~ ~ ~ k ) "  suggests two things: one, that students are capable of 
acquiring a responsible approach to their education; and two7 that teachers 
have a responsibility to nurture student responsibility where i t  is found 
wanting. At the end of the year, while acknowledging that some students 
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continue to be very responsible, Ms. Avril questions whether some students 

will "ever, ever, ever be able to" take responsibility for their schoolwork or 

their behaviour. 

Teacher Efficacy 

Ms. Avril, who describes herself as a "resourceful person," reports feeling 

less concerned this year than last with her ability to reach all her students. 

The previous year was particularly difficult and caused her stress and 

headaches for the first time in her life. This year, however, she "love(s) 

coming to work every day" and feels positive about her ability to "motivate 

kids t o  do things." 

Although there are times when she questions whether she is doing her 
best, she reports feeling sufficiently comfortable in her professional role to 

ask other teachers for assistance. She speaks, as well, of "feeling a respon- 
sibility t o  help out" a staff member who is a first year teacher. For Ms. Avril 

to act on this sense of responsibility suggests that she believes she has 
something of value to offer her new colleague. 

With regard to her relationship with parents, Ms. Avril reports at the 
beginning of the year that, "with one exception," it is "great." She admits to 

feeling "pretty good when "one of the girls wrote in her journal that her 

mum and dad think they can tell me anything." 

At the end of year, however, when she is asked to describe the relation- 
ship between teachers and parents, she responds first with laughter, then 
with the statement: "I dunno." She does provide evidence, however, that 

parents were concerned that she "wasn't covering every fact in the 
Social studies textbook9 and that there was real concern that "the child 

wasn't going to get all the facts he needed to know in his head." Her 
explanation that "process was much more important that content . . . didn't 

sink in" with the parents. 
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On the basis of the information provided, there appear to be two changes 
between Time 1 and Time 2: one, the parent-teacher relationship seems less 
secure a t  the end of the year than at the beginning; and two, there appears 

to be less optimism regarding her ability to positively effect student respon- 
sibility in those who show a weakness in this area. 

With regard to Ms. Avril's attitude toward parent involvement, it is 
interesting to focus on her comment that parents go "through the big spiel 
about how they don't understand the math and all this." The word "spiel" 
typically does not connote respect when used in this context. Its use, 
therefore, calls into question this teacher's underlying attitude toward the 
Persons or the group of persons t o  whom this word is applied. 

Ms. AvrilYs comments also reveal an ambiguity in attitude towards 
students. The fact that she is able to create an interest in a topic where none 
had previously existed is to her credit and speaks well of her competence as 
a teacher. What is problematic, however, is the sense of deception that 
filters through this commentary and the idea that in some way she has 
Outsmarted the children in her classroom. Deception is not a characteristic 
of a mutually respectful relationship and because of this one questions the 
extent to which its use reveals a negative undercurrent in this teacher's 
relationship with her students. 

To compare Ms. AvrilYs comments regarding student responsibility 
and those that speak of student choice, or lack thereof, is to question which 
'weals more accurately the underlying attitude toward students? With this 
question in mind, it is interesting to examine her reaction to children who 

to school early in the morning to do homework that was not completed 
the previous evening. MS. Avril's response to her students is: 'Well, you're 

lucky I'm here a t  seven o'clock this morning. Otherwise YOU wouldn't get 
in. Why didn't you do it last night? Well, you know this and that happened 
Or I just decided I'd like to come in and do it in the morning. That's the 
attitudes theyre taking right now. I don't know how I'm liking it." 
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The overall impression is that Ms. Avril is a teacher with mixed 
feelings about her professional competence. This comes through in the 
information that is reported here. It comes through, as well, in the number 
of times that laughter or an inability to respond is the reaction to the 

question posed. 

Ms. Avril: Parent Perceptions 
General Comments 

Two mothers, each with a son in Ms. Avril's classroom, were interviewed. 
Both report feeling welcome in the classroom and in the school itself. 
Mother A, who is deeply immersed in a newly-established family busineqs, 
has little time to become involved with in-school activities. At-home support 

is difficult as well given the nature of the student-parent working relation- 
ship. She explains that her son "gets really frustrated and then I get frus- 
trated because I don't understand how I am supposed to teach it and how to 
do it. . . . Then we end up arguing or whatever and he gets uptight. . . . It is 
really hard sometimes. You know, I guess he doesn't explain himself very 
well to me and I don't explain myself very well to him, I guess. You know, 
nobodyps fault. ~t is just the way it works out." "I am in the dark about 
what's going on and what he is supposed to be doing," which makes it 

"frustrating when I try to help him." 

Mother B, a teacher herself, enjoys helping her son but admits that he 
(6 ' 

1s quite independent about his learning and he prefers to do his homework 
and hadd it in without involving us." The only negative comment she 
makes is that "we sort of continually have to natter away . . . can we see 
Your work and what you're doing and can we help." Although this young 
man prefers to work independently, he "will come home and discuss vari- 

ous things that he is doing. You know, things that he has done and what 
he's studying in social studies and the book that he just finished reading7'- 

behaviours that suggest to the mother that her son is "fairly interested" in 
what is happening at  school. 
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Each parent reports that her son has a positive attitude toward school. 

Mother B's son used to comment that "he'd rather be fishing," but he 

nonetheless "goes willingly. He never complains." She also comments that 

his attitude toward school "is more positive this year than it  has been in 

other years." Mother A reports that she is "happy to say . . . he is very happy 

in school." This is a different from "a couple of years ago" when "it was a 

real battle to get him to school. There was tears and crying. He didn't like 

the teacher and the teacher didn't like him. . . . It was a nightmare." This 

year, "he is just doing excellent. It is so nice to see him with a smile." 

Teacher Regard for Students 

Each parent believes that  Ms. Avril respects her child. For Mother A, 
respect is demonstrated by the way "she takes him seriously in  whatever 
little subject that is very serious to him. . . . I think that is very importantn 

to my son. As well, "she seems to really emphasize the way he helps other 

kids. He is always ready to . . . help somebody and she was quite impressed 

by that. So I assume that is some kind of respect, too." This mother notes, as 
well, that Ms. Avril "wants to have a good year with him. She really likes 

him, so I think she is willing . . . to help him if he needs the help." 

Mother B considers Ms. Avril to be "a very caring person" who "looks a t  

the children as individuals." "She tries to find out about them. What they 
like to do. What they are interested in doing." At the end of the year, this 

Parent mentions that "when we talk, she always is able to give her small 

examples of how well (her son) did on this, or how he was enjoying this, or 

he seemed really involved in this, and she seemed to really respect him as 

an individual-respect his interests and his strengths." 

stdent Regard for School and Teacher 

In Mother A's opinion, her son "must really be comfortable with 

(Ms. Avril)," because "he is  not scared of asking for something that  he 
doesn't understand, which is good because he never used to do that." She 

that her son "is happy to  go to school," "he looks forward to going to 



school," and "always says nice things about her." These observations and 
his comments, "I like my teacher" and "I had a good day today," lead her to 
believe that the relationship between student and teacher is positive. She 
reports as well that "he seems to want to get more involved in school things, 
too. This year, I find that's one thing that's changed. He feels really proud 
of it." 

For Mother B, the fact that her son "has told US things and he often re- 
lates stories or information that his teacher has told the class and obviously 
he is really quite enjoying the information" suggests to her, too, that the 
student-teacher relationship is positive. 

Mother A speaks of feeling "really good after the meeting with (Ms. Avril) 
about (her son). I really did." These good feelings are a product of 
Ms. A ~ r i l ' ~  regard for her son whom she described to the parent as "very 
responsible and . . . respecting of school things and his peers." 

Despite the good feelings, this mother describes the relationship 
between parents and teachers in general as "poor" but places responsibility 
for this solely with herself. "I haven't made the effort to get in touch with 

the teachers. Again, it's because of work, you know, not that I'm not inter- 
ested. It's just that. I don't blame the teacher for it. I feel that it's my re- 

sPonsibility." She believes that Ms. Avril would consider the relationship 

"~oor" as well, once again because she (the mother) has "not made the effort 
to get in touch with her." "She probably thinks that 1 am free to  call her and 
like i f s  up to me to go to her and make the move, I guess." This comment is 

not delivered as a complaint. It is simply the ~arent 's  observation of the way 
things are-with no suggestion that things should necessarily be any 
different. She does say: u ~ 7 m  sure we could talk on the phone. She could 

phone me a t  work, I suppose," but adds "I don't expect her to do that. She 
has had her day." "1 am never home until six or six thirty and I mean she's 

finished school a t  you know, so I don't know how we could connect." 
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When asked if she thinks the teacher considers her to be a partner in 

her child's education, she replies: "I don't know . . . she has only seen me 

once, so it is no good to make that assumption." Mother B is also unable to 

provide a definite answer. "That's a hard one," she replies. 

Mother B reports more communication with MS. Avril, albeit parent- 
initiated. It is Mother B's opinion that Ms. Avril "has been really quite open 

and willing to communicate. . . . We've discussed homework for him. 

We've discussed different sorts of activities (her son) is involved in." She 
also "seems open to comments or open to suggestions or willing to investi- 

gate. Whenever I've talked to her she's 'oh yes, I'll get right on that' or 'yes, 
1'11 do that' or 'yes, I'll . . . 7 77 

Another indication of the positive rapport between parent and teacher 
is Mother B's comments regarding the parent-teacher conference, which 

she described as "very positive." It was one where "both of US (were) talking 

and both of us sharing information," unlike other conferences that were 

more teacher-centred, with the teacher rather than the parent providing 
Perspectives on the child's development. 

Teacher Practices: Parent Involvement 

Mother A reports that Ms. Avril requested that the mother call should her 

Son have "a problem or i f .  . . he had . . . any complaints about her (Ms. 

Avri1)-that he didn't feel comfortable with her." They, then, "could get 

together and talk." The mother was also advised to "phone her (Ms. Avril) 
at  the school" if she "was unsure of anything. . . . I mean she made that 

clear." The only other reference to parent involvement strategies pertains to 
information regarding "a big Chinese unit," about which parents "received 

information." The nature of that information was not revealed. 

commentary 

The positive regard for this teacher appears, for the most part, to be based 

On relational aspects of the student-teacher and parent-teacher connection. 
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Obviously something good is happening in this classroom because both 
parents perceive their sons to be more interested in and comfortable with 
school. Interestingly, with very few exceptions, reference is seldom made to 
student responsibility or student learning. In fact, when parents do express 
concerns it is with regard to these issues. One parent feels "in the dark" 
and comments on how this negatively affects her ability to help her son in 
the home; another speaks of parents not really knowing what is happening. 
This parent is concerned as well about the lack of homework. At this point 
it is worth noting that Ms. Avril herself seldom speaks specifically of 

learning activities and when she does, the reference is negative. I am 
referring t o  her comment that she "had some parents really concerned that 
I wasn't covering every fact in the social studies textbook and that her 

attempts to explain to them that "process was much important than  he 
content . . . didn't sink in.'' Telling as well are her responses t o  the 
question: "In what ways can teachers promote parent involvement?" With 

the exception of the suggestion that when parents are picking up their 
children, they be invited into the classroom "to have a look to see what we 
do," all other responses have a non-instructional focus: greet parents in the 

hallway; always be positive, cheerful, and happy; and invite Parents to par- 

ticipate or attend special events. These suggestions support the observation 
that positive parent evaluations of Ms. Avril are a consequence of rela- 
tional, rather than instructional, liaisons with parents. 

Obviously, one way for teachers and such parents to remain in touch is 
for the teacher to contact parents in the evening. Alternatively, parents can 
be advised of the teacher's home number and the hours during which she 
Or he would be willing to accept calls. This is not a practice that Ms. Avril 
has adopted. Her approach to telephone contact, as noted earlier, is "if they 
phone me, I return their calls." With this in mind, Mother A is probably 
quite right in her assessment that Ms. Avril expects parents to take the 
initiative. While the homework issue has been addressed directly with the 

teacher, these parents discuss their concerns in very general terms. They 
are not perceived to be criticisms of this  articular teacher and, in fact, 
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explanations (excuses?) are made that favour the teacher-lack of parental 
initiative in the case of one parent; lack of teacher time in the other. 

The lack of teacher parent involvement strategies revealed through an 
examination of the parent interviews is not surprising and is congruent 
with the information Ms. Avril volunteered. Neither is it surprising, there- 
fore, to hear parents speak of feeling "in the dark" and "not really knowing 
what is going on." It is not that Ms. Avril is unaware of the kind of help that 
some parents need. She is. She believes that "even if their kids are having 
problems at  home and they (the parents) are willing to help, often they don't 
feel comfortable helping because they don't . . . they're afraid to or they 
don't know how to." This perception speaks directly to the concerns Mother 
A raises. Interestingly, in this classroom, although the teacher is aware of 

this problem, nothing is done t o  alleviate it. 

Ms. Avril: Student Perceptions 

Both boys comment positively on the learning that occurs in this classroom: 
One indicates that he is "learning more and getting on with (his) 
schoolwork;" the other reports that he feels "a little smarter because (he 
has) learned new things." 

This learning occurs in a classroom that one student describes as 
"pretty much . . . a good place to learn." On the positive side, he sees the 
teacher as there to help the students. If they are having problems, "we'd 
Just put our hand up and she'd come over to us and explain it." He also 

on Ms. AvrilYs encouraging words. Correct responses are 
greeted with the comment "good job." The teacher response to students who 
answer questions incorrectly is "maybe next time." This student is also 
pleased with "the way (Ms. Avril) does things, . . . she tries to make them as 

fun as possible so well get into them" and "want to do more." On the neg- 
ative side, this young man-who, as stated earlier, is "learning more and 
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getting on with (his)  schoolwork"-admits that  "sometimes it's hard 

because some of the kids in my class are pretty rowdy." 

The other student appears equally satisfied with the classroom 

learning environment. He views the classroom as "a good place." He likes 

"the way (Ms. Avril) gives us plenty of time to do our work" and considers 

her a "nice teacher." When asked "What is nice about her?" he replies: "She 

doesn't give a whole lot of homework." 

StudenbTeacher Relationship 

The first young man has one further concern and that has to do with 

MS. Avril's disciplinary procedures. He notes that "if i t  is the first person 

who gets in trouble that day, it  is not really that bad. But after she kind of 

gets frustrated and then after that kid i t  doesn't help any other kids." When 
asked if he had discussed this concern with his teacher, he answers "no." 

He was then asked "why not?" "Because," he explains, "she might disagree 

with me." And what would happen if she did, he is asked? "I'm not sure . . . 
and that is why I wouldn't tell her." 

commentary 

The student comment that his teacher "tries to make (classroom learning 
activities) as fun as  possible so well get into them" and "want to do more" 

substantiates Ms. Avril's self-assessment that she is good a t  motivating 

Students and encouraging interest where none might have previously 
existed. Less reassuring, from an instructional point of view, is the student 

comment that Ms. Avril is "nice" because "she doesn't give a whole lot of 

homeworkn-this comes from the young man whose parents are concerned 

about the lack of homework. On this matter, student and parent obviously 

hold different opinions. 

There is nothing in the student interviews that is a t  odds with the 
Parents' assessment of the teacher-student interactions. With regard to 

Parent involvement, i t  is interesting to note that these students are unsure 
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of their teacher's stance on parents helping students with homework. The 

son of Mother A indcates that he does not know what his teacher's expecta- 

tions are in this regard, but notes that his parents help him anyway. Once 

again, the only discrepancies that can be identified between parent and 

student data pertain to parent-student working relationships: in one case, 
the differing views of the importance andlor desirability of homework; in 

the other, a less harsh interpretation on the part of the student of the 

working relationship he shares with his family. He acknowledges that 
there are difficulties. "Well," he says, "sometimes mom and dad don't 

understand because schoolwork's moved up so much from when they've 
been in school." "But, they do their best." 
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Ms. Billings: Teacher Self Report 
General Comments 

Ms. Billings is an experienced teacher who is new to Brookfield School. In 
the recent past, she taught in the northern part of the province. Although 
she finds Brookfield a "good" and "interesting" place to teach, i t  is not as 
interesting as her experience in the North. There, she says, because of the 
large number of novice teachers who come to the North in the early part of 

their careers, there is "a lot of experimenting" and "a lot more of sharing 
going on." There, she says, she was always "inundated with ideas." 

Unlike her colleague, Mr. Brooks, who feels that "there is a general 
consensus that what we are working towards is worthwhile," i t  is Ms. 
Billings9 observation that as a staff "we don't sit down and have the com- 

mon goals . . ., I mean there are some, but I don't see that striving that we 
had (at the previous school) . . . at the intermediate (level in this school)." 
However, with regard to how students are to be treated, there is "good con- 
sistency on expectations," and those expectations are "fairly clearly laid 
out." 

Ms. Billings notes there is a "strong core of really good, solid, support- 
ing parents" volunteering a t  the school level. However, apart from 
Mr. Simpson, who referred to a history of antagonistic parent-teacher rela- 

tionships, Ms. Billings is the only teacher who reports having heard 

Parents express "some very strong feelings against the school." 

The negative comments she makes a t  the beginning of the year 
regarding parent attitudes toward the school and teacher cohesiveness are 
not repeated a t  the end of the year. By the spring MS. Billings' perceptions 
have shifted. She reports then that: "We have a really good staff here who 
care about their students, and I think parents pick up on that even if they 
disagree sometimes with what goes on." 
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Teacher Attitude: Parent Involvement 

Ms. Billings observes that the school is attracting more and more children 
from "a whole string of lower income apartments plus a lower cost housing 
project." "Schools," she says, "have to work a whole lot harder to get those 
parents involved" and must use "different ways rather than the traditional" 
to reach the parents of these children. She admits, however, that she is "not 
sure what they are." She is also of the opinion that "it is an unreal expecta- 
tion to expect . . . when the parents themselves only have a grade eight 
education, to expect them to be assisting." 

k c h e r  Practices: Parent Involvement 

MS. Billings has adopted two approaches to maintaining contact with 
Parents: one, the homework book, which she signs "to ensure that they've 
copied i t  (the homework) down correctly and (which is) signed by their 

Parents to say that the work is completed;" and two, telephone calls. "I'll 
often make one (telephone call)," she explains, and if I find that the parents 
respond positively, and I can feel that there is going to be some backing, 
then I will phone them quite frequently." 

At the end of the year she comments that she "has not been good a t  
doing the 'good news' calls or the 'do you have any concerns' calls." Most of 
her telephone contacts have been limited to talking "with a lot of parents 
about difficulties their kids have." Next year, she remarks, "I have to set a 
schedule for myself. 1 keep saying . . . come the fall." 

Teacher ~ttitude Toward Students 

Ms. Billings seldom mentions students in either of the two interviews. 
Apart from the information that Ms. Billings is: one, concerned when she 
feels that she is not reaching a student; and two, makes herself available 
until 4:30 or 5:00 in the afternoon to students who may be having difficulty 

With their schoolwork, there is little else upon which to base a perception of 
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her attitude toward students-unless, of course, the lack of reference to 
students is itself telling. 

Ms. Billings believes that some students can take responsibility for their 
education. "It's about a fiftylfifty split," she says. To encourage account- 
ability she demands that homework be completed on time "unless there is 
an extremely good excuse.'' She explains that "in my class the kids know 
that if homework isn't completed, they are in the next night until it is." 

At the beginning of the year, Ms. Billings comments: "If you want a reaily 
candid, honest answer, I know that I am not reaching all my students." 
HOW does she know this? "Just the way I have to pull teeth with some kids. 
Every so often the frustration or the unhappiness that shows with the kids 

. . sometimes a little bit of parent feedback, but those are probably the main 
ways that . . ., and the guilt-when you know that he's a kinesthetic 
learner and you aren't a kinesthetic teacher." 

This having been said, Ms. Billings realizes that sometimes a teacher 
gets through even in those cases where she feels she has failed. She speaks 
of "one of the most rewarding things that ever happened" in her teaching 
career. "Last year," she says, "I got a Christmas card from a little boy I 
taught that I never thought I would reach. And the Christmas card said 

'you're the best teacher I ever had.' So maybe you do reach some kids in 
ways that you don't know you ever have." 

With regard to her relationship with parents, MS. Billings feels that 
Over the year "it has been quite supportive. That is the feeling I have got- 
most are quite supportive. . . . I don't get a whole lot of anger." She does 

appear to be stymied, however, by the problem of how t o  encourage reluc- 
tant parents to become involved in their children's education. Reporting 
that she has helped parents help their children learn, she says, as do many 
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teachers, "but they (the parents) are the ones that show real interest in 
wanting to help their child and that is not always the child that is most in 

need of it. But then-I don't know-can you do it with the unwilling?" 

Commentary 

The most noticeable changes between Time 1 and Time 2 are Ms. Billings' 
perceptions of staff relations and parent attitudes toward the school-both 
are more positive a t  the end of the year. For the most part, however 
attitudes and practices regarding students, parents, and parent involve- 
ment remain constant. The exception would be an increased use of home- 
work books and the "good news" telephone call. 

With regard to Ms. Billings' question "can YOU do it with the unwill- 

ing," it is possible, given the neighbourhood in which she teaches, that at 
least some of the "unwilling" form part of that group that require "ways 

rather than the traditional" about which she is "not sure." 

Ms. Billings: Parent Perceptions 
General Comments 

When asked if feels welcome in her daughter's school, Mother A 

reports "no." "You just get a very cold feeling. . . . Maybe it's because . . . I 
have no use for the principal." "His attitude stinks, putting i t  in down to 
earth words." In this mother's opinion, the "principal and the teachers are 
against the kid . . . it doesn't matter what the kid says, the kid is wrong and 
that's wrong because the kids aren't always wrong. . . . I think the school's 
going to pot. And the sooner she's out of it, the happier I'll be." This mother 
believes that others share her concerns. "I don't care who you talk to. I'd be 
safe to say you could talk to any parent of any kid that goes to that school 
and they'll all tell you the same thing. It's been since they've changed 
Principals . . . something's gone haywire. . . . The principal doesn't know 
whether he's up, down, sideways." 
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Unlike Mother A, Mother C feels welcome in the school and is of the 

opinion that teachers respond well to parental concerns. She comments 

that "if there are any problems and you talk to the teachers, you seem to get 

a good response." Mother C reports that her children really enjoy going to 

this school and prefer it to the one that is closer to them. "I've kept them 

there," she says, not only because the children like the school, but because 

the school "seem(s) to have a good program." 

Teacher Regard for Students 

When asked if Ms. Billings respects her daughter, Mother A responds: "No, 
1 think she picks on her and don't ask me for a reason because I can't give 

you a reason. That's just the feeling I get. This mother is concerned, too, 

that Ms. Billings has "a real thing about keeping (her daughter) in" after 

school. Her concerns were magnified when she learned that after a call to 

the teacher to discuss this issue, Ms. Billings "went back to the classroom 

and apparently took it out on (her daughter)." While we cannot be certain "it 

happened that way, this is what we hear." 

When asked to comment on student-teacher rapport, Mother A reports 
that Ms. Billings is "a pain in the butt" and that her "attitude stinks." In 

addition to the concerns noted above, Mother A comments that this teacher 

does not take individual learning differences into account. The teacher 

"expects the kids to pick it up when she says we're doing such and such and 
blah, blah and that's i t  and the kids should know. And I don't think that's 

right because every kid does not pick up the same as the next one.'' 

Mother B's perception of the student-teacher relationship is far more 
Positive, both at  the beginning of the year and at the end. She believes that 

Ms. Billings respects her daughter and shows this by trying "to treat her as 
an individualn and by giving ''her a fair amount of responsibility." 

Like Mother B, Mother C believes that Ms. Billings respects her child. 
She bases this opinion on what she perceives to be fair treatment. She 

recounts an incident regarding a group project for which her daughter had 
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done "the majority of the work." The mother was pleased that Ms. Billings 
had noticed the imbalance in student responsibility and had graded the 

project accordingly. "It was kind of nice to see," she comments. 

Contrary to Mother A's concerns, Father C's impression is that 
Ms. Billings is "willing to attribute individual attention to detail rather than 
just gloss over" things. In his opinion "not all teachers have the opportunity 
to do that because the classes are so large, budgets are cut and, you know, 
it's just a job now, it's not a love of vocation that it used to be." 

At the end of the year, Family C has both positive and negative things 
to say regarding the student-teacher relationship. On the negative side, the 
mother speaks of a completed homework assignment that went astray. The 
daughter "had a project that she was to complete at  the house-it was to 
read a book. I watched her draw and do all of the things. And she had to 
have it in at  a certain time. She worked a couple of days on it and then she 
worked late into the evening to complete some of the drawings and she 
handed i t  in. Well, i t  disappeared. And the teacher gave her no mark. And 
I didn't know about that until the report cards were handed out. And I said: 
'Well, you handed i t  in.' She goes: 'I know . . . I put in on the desk and it 
Just disappeared and the teacher gave me a 'zero' for it.' And I thought that 
was really unfair. . . . She said she told the teacher that she handed it in 
and she goes: 'Well, I don't have it and so how could you have handed it in? 
She goes: 'Well, I did.' And it just disappeared." 

In spite of this incident, the mother believes that MS. Billings does 

'espect her students, citing as evidence her perception that the teacher 
holds the students accountable for completion of assignments and in this 
Way demonstrates concern for her students' preparedness for high school. 

student Regard for School and Teacher 

In the early part of the year, Mother A reports that her daughter is ''quite 
happy, content9' with school. She bases this opinion on her belief that "if they 
don't like it, they're going to have something rotten to say, right? She never 
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does." There are, however, "specific times when . . . (her daughter) gets on 
these kicks . . . she doesn't understand why she has to go to school because 

she wants to be a truck driver when she gets older.') "Anytime she had her 
choice, she'd be with him (her father, a truck driver). To her school is 

boring compared to going with him wherever he happens to be going." 

At the end of the year, however, things have changed. In May the 
mother reports that "something is going to pot because now (her daughter) 
is finding excuses why she doesn't want to go to school and that's not (her 
daughter). Something is happening. I don't know whether it's up here on 
the teachers and principal level or whether it's something that's going on 
with the kids. I don't know." 

She does mention, however, that her daughter gets "really frustrated 
because she doesn't understand" some of Ms. Billings' instructions, partic- 
ularly with regard to math. The mother is unable to assist with homework 

because she does not understand the current approach to maths instruc- 
tion. As a consequence, her daughter occasionally goes to school with her 
homework incomplete. The mother comments: "From what I gather then 
she gets chewed out from her teacher because she doesn't understand." The 
mother believes that there is "a slight personality clash" between the 
teacher and her daughter and is of the opinion that this teacher is deter- 
mined to "come out ahead" of the child. "The kid's going to be wrong. 

Doesn't matter what she does, she's going to be wrong." 

Parents B report that their daughter likes school but, a t  the beginning 
of the year, is "not really all that happy in her class.'' This does not reflect 
negatively on the teacher. The girl's unhappiness comes from being 
separated from her friends, who are in another classroom. At the end of the 
Year, the regard for school continues to be positive, but, the mother notes: "I 
think she is bored this year." 

Mother C describes her daughter as "a real chamner in school" and as 
a child about whom the teachers "usually . . . have no complaints." "She 
Seems to have a good attitude," and although she did not want to change 
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schools this year, "she seems to be getting along just fine." This has not 
always been the case. There was one year when, from the parent perspec- 
tive, the teacher was driving the students too hard. That year, this young 

girl would "scream in the car not to go'' to school and on occasion would 
"refuse to go into school." I "had to bring her home," the father reports. 

The end-of-the-year interview, however, provides different informa- 
tion. The Mother C speaks of too much homework. "There was one day she 
came home and she had at  least five hours worth of homework . . . she had 
to start that right after school and it led into her evening and she really had 
no time for herself and she was really upset about it. . . . She was in tears 
and she didn't want to finish the homework . . . and that happened a 
number of times." Nonetheless, the mother believes that her daughter 
"seemed to do really well . . . She seemed to enjoy it . . . she seemed to be a 
lot more relaxed and a t  ease. . . . This year she is really relaxed-she has 

really enjoyed it." 

Mother A does not like Ms. Billings. "I don't like her attitude," she com- 
ments. She believes that teachers should make an effort to contact parents 
when a child is having difficulty, either academically or emotionally. Based 
on Mother Aps experience, this is not happening. Referring to the 
daughter's changed attitude toward school, the mother is asked if she, 
herself, has contacted the teacher to discuss this problem. She replies: "No, 
why should I have to? If she (the teacher) can't sense something's wrong 
when I sense it a t  home, shouldn't she be the one that's on the phone? This 
is what I think . . . that's the way I feel." "Maybe I'm coming across as a 
real bag, but if they (the teachers) are not willing to do it (work collabora- 
tively with parents), why should the parents do it?" 

Mother A, however, has initiated telephone contact on previous 
Occasions, but she has not been pleased with the teacher's response. "I 
know the feeling I get. I can't explain it. It's a really strange feeling, like 1 
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couldn't care less if I ever talked to her. That's the way she comes across on 

the phone. And I don't think that's right." 

At the end of the year, having never met the teacher face to face, 

Mother A remarks: "I wouldn't know her (MS. Billings), if I fell over her on 

the street." To this mother, the relationship between parents and teachers 

in general is a "big joke. . . . I don't think it's there. There's nothing there." 

Mother B has a more positive reaction to Ms. Billings than Mother A 
and reports that she and the teacher "get along quite well." She feels 

"comfortable going down to the class and going into the class." She believes, 
however, that teachers in general should communicate "a little bit more 

and ask for help. There's no reason why they can't ask for help from the 

parents. . . . I realize it takes time, but probably not as much time in the 

long run as the extra help that they're having to give the kids." 

Generally speaking, this mother believes that the relationship between 

teachers and parents is "kind of guarded . . . it's almost like there's a bit of 

friction between them, like they're afraid to say too much." She continues: 

"I think that sometimes they're a little bit afraid of parents. They don't 
really know what to expect from the parents, and I think that sometime 

they're kind of apprehensive about what that parent is thinking." This 

tension is exacerbated when parents feel, as does this mother, "leery of 

saying too much to the teacher for fear of having them come back on the 
child." 

Speaking specifically of Ms. Billings, Mother B comments: "She strikes 

me as being a little bit apprehensive about what I think and yet there's no 
problem. I don't have any problem with her or anything." At the beginning 

of the year, Mother B attributes this apprehension, in part, to the fact that 

they have "only met a couple of times and it hasn't been long enough period 

to really get down to a comfortable relationship." 

When Mother B is asked if she feels that her child's teacher sees her as 
a partner in her daughter's education, she first speaks of parent-teacher 
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relationships in general. "I've never felt that way," she comments. "I guess 

basically because there's no encouragement to help the kids from the 

school, basically from the teachers. Like, the ~chools are always looking for 

participation, not necessarily in the educational department, but you know, 

they like you to come in and help in the library and do all that sort of stuff, 

but as far as helping the individual chld, they really don't seem to encour- 

age that." In this mother's opinion, the relationship between teachers and 

parents "on the whole, is poor . . . especially with working parents." 

Speaking specifically of Ms. Billings, Mother B responds: "I really 

don't know how she feels." She anticipates that MS. Billings' answer would 

be: "I really don't think that there is a relationship there." The mother 

continues: "I don't know how she could say anything different, you know, 

there is just nothing there." She reports as well: "I really haven't had an 

awful lot of contact with the teacher this year." 

Contrary to Mother A's perceptions, Mother C finds Ms. Billings "very 

receptive" and "very open." This mother reports that she "was able to talk to 

the teacher if there were any problems or t o  find out if she needed extra 

work or a hand in something." She felt confident "that when there were any 
concerns . . . the teacher would phone the house and I was able to talk to 

her that way." This having been said, it is interesting to note that there was 
no parent-teacher communication regarding two issues of concern that 

occurred during the year: one, excessive amounts of homework that 

reduced the child to tears; and two, a missing assignment. 

Teacher Practices: Parent Involvement 

Through her negative responses to a number of questions regarding parent 

involvement strategies, Mother A indicates that there is no home-school 

communication except that which she and her husband initiate. 

Mother B comments "that sometimes it's really difficult when you 
don't know what's going on, what their curriculum is . . . the things . . . 
they're learning and the way . . . they're learning." She adds: "I think if the 
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curriculum is known a little bit better, even just sending home letters . . . 

these are the types of questions that we want answered or whatever, I think 

that would make things a lot easier." Given these comments, it is assumed 

that Ms. Billings does not keep parents informed. It could be argued that 

parents could take the initiative, but because of past experiences, Mother B 
will not do so. She explains that it is "really difficult" to develop a collabora- 

tive relationship "without the teacher opening the door. . . . I've tried it 

before . . . Basically I have been told to 'butt out.' . . . SO now if the teacher 

doesn't open the door, I'm not going to step in there and get my face 

slapped." 

This opinion, which was stated at the beginning of the year, does not 

change throughout the year. The mother remarks late in the academic year 

that her daughter "hasn't been challenged the way that she should have 

been and obviously the teacher has seen things in her that she has picked 

up on her ownn-thus the recommendation to the gifted program. "I would 

have liked to have known about that because I could have given her a lot 

more guidance a t  home." Mother B believes that teachers "should make an 

effort to  contact the parents. Even if it were a class newsletter or something 
like that t o  let them know what was going on in the class and just to keep 

them more involved in what the kids are doing, what is happening." 

Mother B provides another non-instance of teacher parent involvement 
strategies. She reports receiving information by mail, and not from the 

teacher, that her daughter had been recommended for the Gifted Education 

Program in high school. "I had no idea," she explains, "that came right out 

of the blue. . . . That is something that should have been brought to my 
attention-if she was doing that much over what was required of her." 

Mother C's comments a t  the beginning of the year reveal a reactive 

approach to parent involvement. Ms. Billings indicated during a parent- 
teacher interview that "if there was any problems, to come in and talk to her 

. . her doorYs open basically any time." "But there haven't been any  rob- 
lems to end up going there," the mother reports, "SO I really haven't been to 

the classroom." At the end of the year, Mother C reports that there has been 
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little communication between parent and teacher since that initial meeting 
and there is no mention of any teacher-initiated parent involvement 

activity. 

Ms. Billings: Student Perceptions 
ckss Learning Environment 

Student A describes the learning environment of the classroom as "0.k." 
Student B, however, believes that things would be better if the teacher were 
to divide her time more evenly between the two grades that comprise the 
class (grades six and seven) so that "we'd each get taught." This young girl 
is concerned that she and her classmates are not afforded the same learn- 
ing opportunities as are those grade sevens who are not in a split class. By 
way of example she reports that "they (the other grade seven class) studied 
Rome and Babylon, which we never studied. . . . At the beginning of the 
year, we did Japan. . . . The only reason . . . we . . . did it is because the 
grade sixes were also doing it and she (Ms. Billings) just changed it so that 
the grade sevens would be studying ancient Japan; . . . the grade sixes, . . . 
normal Japan. But a lot of that stuff we already knew." This student 
believes that Ms. Billings finds i t  necessary to spend more time with the 
grade sixes because there are "three times as many grade sixes" as grade 
sevens. However, she argues, "it's really important that grade sevens get a 
really good grade seven year because they have t o  have that education, that 
extra education to get into high school, to do good in high school, there's 
some things that we really need to know." Nonetheless, she remarks that 
the classroom "can be pretty exciting sometimes. . . . It's got a lot of differ- 

ent activities to do." 

Student B confirms the perception that MS. Billings does little, in a 
Proactive way, to extend classroom learning into the home through parent 
involvement activities. She reports that her teacher "doesn't really work 
with our parents very much. She just kind of, like, oh, tell your parents 
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this, so we just go home. Like, she never calls us-she only calls . . . the bad 

people's parents," or as Student C observes, "when kids are misbehaving." 

Student C's perception of teacher-initiated parent involvement is simi- 

lar to her classmate's. Invitations to parents to become involved are ex- 

tended indirectly and through the student. As Student C reports: "If we're 

having trouble in school, sometimes they ask us to ask our parents to help 

us-the teacher." The outcome, however, is not always successful, as  is 

evident by Student C's comment that when her mother attempts t o  help, 

"sometimes . . . I don't understand a word she says." The reason, she 
explains, is that her mother "learned different" and that when it comes t o  

explanations, she approaches a problem in "a different way than what the 

teacher does." The outcome is confusion. 

A positive characteristic of this classroom is commented upon by both 

Students B and C. They mention the opportunity to work ~ol laborat ivel~ 

with other students. "I like i t  (the classroom)," Student C comments, 

"because people help me and I help them." Community is important to this 

student and she comments favourably on its presence in the school overall. 

She likes the school and so do her parents "because people help and we do 
lots of stuff together, like the school, the whole school does stuff together." 

Student B remarks positively on this aspect of school life as well, speaking 
of the "family grouping" practice as "good." 

student Regard for School and Teacher 

At the beginning of the year Student A reports that she was "not quite used 
to the teachern and a t  the end of the year remarks that "it didn't get better 

not whatsoevern throughout the year. She accurately perceives her parent's 

dissatisfaction with the school, reporting that her "mum and dad really 

think our school has gone right down the tube." Like her parents, she 
attributes the decline to "a new principal-and my teacher as well." In this 

Young girl's opinion, the home, not the school, is where learning takes 

place. My mother and father "help me learn more a t  home than my teacher 
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at school." She remarks: "I work better with my parents that I do with my 

teacher." 

As noted above, Student B feels that the teacher could divide her time 

more evenly between the grade six and seven students in the class. How- 

ever, she has not discussed this issue with Ms. Billings, nor would she. She 

explains: "I'm kind of scared. I don't think she'd get angry. I just don't 

have enough guts to really get up and say something like that: 'You don't 

give us enough time.'" Generally speaking, however, Student B is content 

with her school and believes her parents are as well. "They like how they 
teach us different-our teachers, like, when we have trouble, our teachers 

explain to us individually and help US." 

Count for Something 

At the beginning of the year, Student A does not feel that she "counts for 

something" a t  her school o r  in her classroom because she is teased and 

"called names every day." Late in the year, her feelings remain the same. "I 

would say the same thing as I said before about the school going right down 

the tube. I don't count because of the principal and the teachers." 

Student B began the year feeling that students did not count for some- 

thing, but her opinion changed as the year progressed. At the end of the 

Year, she remarks: "Now I think we do" (count for something). She now 

believes that "if enough of us support an idea, then we can help make that 

idea come." "Yeah," she says, "I feel that we each-each and every one of 

us-count for things in the classroom." "Our teachers are very supportive 

of US." Speaking specifically of her relationship with her own teacher, she 

reports that Ms. Billings reacts favourably when she, the student, offers "a 
few ideas as to what I think and so on." 

Student C also reports feeling that she "counts for something." Unlike 

Student B, who attributed these feelings to teacher behaviours, she feels it 

as a consequence of her ability t o  help other students in the classroom with 

their schoolwork. 
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Mr. Brooks: Teacher Self Report 
General Comments 

Mr. Brooks is first-year teacher. The school to which he is assigned, 
Brookfield, has a "positive atmosphere-which isn't just in the classroom- 
i t  is in  the whole school." He considers the staff "very cheerful" and 

"mutually supportive," and he believes that amongst them "there is a 
general consensus that what we are working towards is worthwhile." 

Teacher Attitude: Parent Involvement 

As a beginning teacher, Mr. Brooks considers himself to be "open to parent 
involvement" and believes that, "despite their level of education, there is 
always something that somebody can do, that they can help out in  some 
way." "But," he adds, "I would have to really carefully decide in my mind 
what their (the parent) role would be and how they (the parent) would be 
able to help me and help the students." 

When speaking of the parent-teacher relationship in  general, 
Mr. Brooks refers to i t  as  a "professional relationship," where "each tries to 
keep their distance." Speaking personally, he feels that some parents have 
put "a wall up between the two of us" and "didn't want to get too friendly." 
For the most part, however, Mr. Brooks believes that he has established a 
good rapport with parents, who seem "quite open" with him. He attributes 
this openness, in part, to the way he presents himself to parents-as "just a 
Person who works as  a teacher as a profession." This perception of himself 
and his belief that parents are able to help in instructional matters creates 
quite a different impression than that  created by Mr. Simpson, to be 
discussed later, who considers it  a "slap in the face" to think that anybody 
can teach. 

At the end of his first year of teaching, Mr. Brooks' attitude toward 
Parent involvement remains positive, and he reports having a greater 
understanding of and appreciation for parents. Over the year, he has come 
to feel that "parents have a lot to do and a heavy load and so maybe some of 
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them are concerned with their children and just because they don't fulfil 
my expectations or my fantasies of what they should do to help me, doesn't 
mean that they are not concerned. So, I have to realize that the parents 

have a pretty heavy load to tow. And I respect that." 

He goes on to say that "school is a part of growing up and I don't think 
you should have the separation between home and school that much." 
Thus, "next year," he is "really going to try and get some parent involve- 
ment in things like school activities. I mean it is helpful to have them doing 
things like . . . helping with their homework and things like that, but it 
would be nice to  see more of a presence around the school. . . . The parents 
should be here making themselves visible-being part of what is going on at  
the school. So there is sort of a connection between the home and the 
school-this is where we learn, but we also learn a t  home and there is a 
connection there." 

Teacher Practices: Parent Involvement 

At this early stage of his career Mr. Brooks does not have a well-established 
parent involvement program in place. He does telephone parents from time 
to time and reports doing so more often and for different reasons at  the end 
of the year. The end of the year calls are more inclined to be positive or 
casually informative rather than problem-focused as they were a t  the 
beginning of the school year. 

Mr. Brooks relies on parents to assist with field trips and is pleased 
when they choose to take on instructional responsibilities. He mentions that 
on one outing "one of the parents actually took one of the units and 
instructed it, and we rotated between the three groups of students. That 
worked out very well. . . . We got a lot of good work." 

As for giving parents ideas on how they can help their children a t  
home, he says: "I've had a little bit of input . . . just minor things like 
making sure they have a set time at  night or a place where the student can 
go to work on their assigned work or projects." He recognizes, however, that 
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he could do more in this regard and explains: "Hopefully (that is) what I'm 
working towards right now" by participating in this study. 

Teacher Attitudes Towards Students 

General 

Mr. Brooks' concern for students is reflected throughout both interviews. It 
comes through in such comments as: "I would have to really carefully 
decide in my mind what their (the parent) role would be (in the classroom) 
and how they (parents) would be able to help me and help the students." It  
comes through as well in his concern for the inner resources these 
students will need as they make the transition to high school; and again 
when he speaks of a student who was a "real problem." In discussing the 
consultation held to review this youngster's difficulties, Mr. Brooks' 
attention was student-focused: he spoke of wanting to learn "what we could 
do to help this student." 

Student Responsibility 

When asked if students can take responsibility for their own education, 
Mr. Brooks responds with a qualified "depending on the individual child . . . 
yeah. Some can take more than others." He considers i t  his job to help them 
become more responsible. "As much as possible, I try to invoke that  in 
them." He considers this particularly important "especially with them go- 
ing into high school. . . . They need to be responsible for their own learning, 
to be responsible for the outcomes of their own actions." 

There are times, however, when Mr. Brooks feels that he is not getting 

the home support he needs to nurture student responsibility. He tells of 
receiving 'a lot of letters about 'so and so didn't come to school today 
because we went shopping late last night and didn't get home' or 'didn't 
have any clean clothes to wear,' things like that." He is concerned that 
when students "have people making those kind of excuses for them, . . . 
(they) aren't getting the responsibility that  they need." Nonetheless, 
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Mr. Brooks believes that students can grow into accepting responsibility 

and he reports at  the end of the year that he has "seen a lot of growth in 

most of them in that sense over the year." 

Mr. Brooks feels that "in a lot of ways . . . (he's) just sort of keeping (his) 

head above water." Yet his comments portray a confident manner. For 

instance, although feeling constrained by the limited number of teaching 

strategies he has to work with, he comments: "AS I go along, I11 probably 

learn some other methods." He states as well: "I'm not an expert on a lot of 

things that I teach, but through discussion and through interaction, we 

(teachers) usually find an answer together." 

Mr. Brooks acknowledges that he worries about reaching every student 
and, because he has thirty students in his classroom, he "know(s)" that he 

is "not reaching all of them in a lot of areas as much as (he) would like to." 

But, he comments, "even with students who require a lot of learning assis- 

tance, there are times when maybe I found a particular way of getting 

through a certain concept . . . that particular method that I've tried may not 
work in all areas, but . . . there are times when I feel that I've really 

accomplished something." 

Over the year, he has come to feel more comfortable dealing with 
Parents. "From my point of view, and I think probably from the parents' 
point of view, too," the relationship is "a bit more relaxed. . . . I don't feel 

quite as uptight in asking for their help because I think part of being a 

Parent is that they need to have that involvement." He goes on to say: "It's 

maybe a more trusting relationship-I hope-on their part as far as my 
being their son or daughter's teacher." This comment introduces an inter- 

esting notion-and one that is mentioned by no other project teacher-that 

to this teacher, parental trust is important and i t  is something that 

teachers must earn. 
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Commentary 

Mr. Brooks presents himself as a teacher who has grown a great deal 
during his first year in the profession. He has effected change in the degree 
to which students accept responsibility for their learning; he has acquired a 
deeper understanding of and respect for parents; he has made some efforts 
to improve parent-teacher communication by increasing the number of 

times he calls parents; and he speaks of being more committed to involving 
parents in the future-a point that will be assessed in future years as the 

larger study of which this is a part continues. 

Mr. Brooks: Parent Perceptions 
General Comments 

Three families from Mr. Brooks' class were interviewed: two had daugh- 

ters in his classroom; the other, a son. At the beginning of the year all 
parents report feeling welcome in the classroom and in the school. At the 
end of the year all parents continue to feel welcome in their child's class- 

room and by teachers in general. However, with regard to feeling welcome 
in the school, Parents B report: "We've been getting a cold reception." They 
explain: "The teacher himself is okay. It's just the principal. He doesn't 
know whether to give you a straight answer or not. Beating around the 
bush, eh, like a politician." 

Each family reports a positive parent-student working relationship. 

Parent A comments that although her son is "at an age right now where he 
Wants to do i t  on his own," she nevertheless continues to be involved. "He 
has done a few projects," she explains, "where he has tried to do it on his 
own, but after he has gone to bed . . . I have touched it up o r  fixed it up 
because he was frustrated because it wasn't good enough for him. . . . The 
next day he was quite pleased that it looked quite good-so overall, i t  wasn't 
too bad that mom helped him out." 



Parent C remarks: "I get her frustrated. I guess every parent does, you 
know, especially if you repeat yourself." For Mother C, "this math business" 
can be problematic. "I was never good in math," she explains, but "we fight 
it out" and "we get the answer in the end." At the end of the year, this 
mother reports that during the year, her daughter began to "ask for help 
with things that she could figure out herself but just doesn't want to." The 
mother adopted the strategy of saying "yeah, just a minute, you work on it." 
"I try to make myself available but not available.'' 

Teacher Regard for Students 

Mother A reports that Mr. Brooks is interested in her son "as a person, not 
as just a student." "This teacher has a really good relationship with his 
students," she reports, "I really feel it." "He doesn't talk down to them. He 
talks to them as an equal." 

Parents B describe the teacher's relationship with his students in the 
following way. "He has a sort of attitude, like, he doesn't, he's not there to 
sort of holler down or say there's more she could do. He thinks that she's 
there for the best in her learning. Where some of them they might say, hey, 
I think she can pull up her socks and do a little better than that, you know. 
But he seems, so far, he encourages them more." 

When asked if the teacher respects students, Parents B respond: "Oh 
yeah." They describe a situation that occurred during the year that had 
caused their daughter concern. The parents advised her to "sit down and 
figure out what you want to say and write him a letter. If you can't talk to 
him, write him a letter. So she did. She went and presented it to the teacher 
and shortly after that we had the teacher interviews and he says: 'I got that 
letter from (your daughter)' and he congratulated her on expressing her- 
self." The parents report that not only did Mr. Brooks congratulate the child 

for her initiative, but he acted upon her concerns, thereby alleviating her 
difficulty. 
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Like Mother B, Mother C states that Mr. Brooks respects her child. She 
bases her opinion on "a statement that he actually made." The teacher 

informed the mother that he had "kind of barked" a t  her daughter. He then 
"looked a t  her and he apologized. He said, 'I'm really sorry. I didn't mean 
to bark a t  you.' And he said, and he even said the words: 'I have a lot of 
respect for her because of what she said.' And I said: Well, what did she 
say?' And he says: 'She just turned around and looked a t  me and said: 
'That's okay, we all have those kind of days."' 

student Regard for School and Teacher 

Parents B report that their daughter "loves to go to school." "She shows it. 
She comes home and she's right down to her homework and bright and 
early in the morning." "She would go all summer." With regard to the 
teacher, they note that  she "doesn't come (home) and complain about 

(Mr. Brooks), so you know, he must have a little bit of .  . . ." 

Mother C also perceives a positive student-teacher relationship and 
comments on how this affects a parent's willingness to meet the teacher. 
"She liked him and she told me a little bit about him. You're a little more 
optimistic to meet somebody that your child has already said, 'hey, they're 
really nice.' " This mother reports that Mr. Brooks has "been very good with 
(her daughter). She's never felt uncomfortable. She'd tell me if she was." At 
the end of the year, the mother comments: "She still really likes him and 
there has been no change in feeling as far as she goes." 

Parentc~eacher Relationship 

Mother A speaks positively of her regard for Mr. Brooks. She reports: "The 
meeting I (had) with (the teacher) was really positive, and I felt really good 
about him as  a teacher and (my son) being in his class." The sentiment is 

the same a t  the end of the year. "I just felt really good with the kids' 
teachers this year and I just felt a lot more comfortable." Mother B provides 
similar feedback. "He's a good teacher. . . . I don't know where he could 

or if he can improve or should improve." 
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Father B is similarly impressed. "I like the guy," the father remarks. 

"You can go up and talk to him anytime. He's straightforward and he even 

comes up to us and tells us little things that she's done and how she's pro- 

gressing." They describe the relationship between parents and teacher as 

"great-the way it is now." "I would not have said that last year," the parent 

adds. When asked if the nature of the relationship depends to some extent 

on the teacher, the family responds: "Yeah, the teacher." When asked 

"what in a teacher makes it great as opposed to not great," they respond: 
"Working with the kids. Knowing the kids. And (focusing on) needs." 

Mother C responds positively to Mr. Brooks as well. "He's a very 
welcoming type . . . he seems to be very sincere . . . and he has always been 

very open." She adds: "There's been absolutely no animosity between us at 

all. I listened to everything he had to say about her, what he felt that she 

could do and should do, and he was very open about it." At the end of the 

year, the feeling remains the same. "I like (the teacher) she had this year." 

Teacher Practices: Parent Involvement 

Conversations with parents reveal that Mr. Brooks is both proactive and 

reactive with regard to parent involvement strategies. Parent A reports that 

during the month of March Mr. Brooks began using homework books with 

all students in the class. The parents were advised that the diaries were 

intended to help students "get their assignments in" and that parents were 

to sign i t  when the homework was complete. Mother A "thought that was 

great," and reported that her son "felt important to have his diary." 

At the end of the year, Father B reports Mr. Brooks' use of the ''good 
news telephone call." He called "just to tell how (our daughter) has been 
doing. 'You're doing great,' he says. 'No problems at  all1"--this reported by 

the father who a t  the beginning of the year commented that teachers "don't 
phone unless a person's bad." 

Mother C cites an instance of teacher-parent collaboration that is 
reactive and that successfully addressed her concerns. She reports telling 
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the teacher that her daughter "is the type of kid that when she reads she 

doesn't absorb." She and Mr. Brooks then "talked about a learning process 

that  they have there and that . . . would help socials, that would help 

biology, all these things that are not factual." "1 didn't know they had a 
learning thing here. . . . He was the one that suggested it." . . . "He asked 

for my approval and I said 'put her in whatever you want if you feel it's 

going to help her. Just  let me know."' 

Mr. Brooks: Student Perceptions 
% m m  Learning Environment 

Both Students B and C describe the classroom as a "really noisy," and the 

latter suggests that Mr. Brooks "could make our class quieter." Nonethe- 

less, Student C considers i t  a "workable" place in as much as "the kids get 

busy and do their work." Student A reports that those who do well on their 

projects have their work put on display. The classroom, according to 

Student C, is "fun" but "very tough. . . . We have to do all sorts of reports and 

tests and everything," but "it helps me learn stuff-stuff I haven't learned." 

All three students comment on Mr. Brooks' use of homework books. 

Student B views their use positively: "You get more stuff done." She ex- 

plains: "Before, he wouldn't tell us if we had homework. He would write it  
On the board, but we wouldn't really look on the board and he would have to 

remind us after school if we have it  or whatever. . . . we can get our home- 

work done faster by this homework book." This student notes as well that 

Mr. Brooks uses the homework book as a way to communicate with parents 

and to encourage their involvement in student learning. This young lady 
indicates that  "he sometimes writes comments like 'please help  o our 
daughter) with spelling or math because she's having a little bit of diffi- 
culties."' She reports that her parents think the homework book is "good. 

They like i t  very much." 
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In addition to using homework books to communicate with parents, 

Student B reports that Mr. Brooks keeps her parents advised of her progress 

by calling "home to just give an update, like what we're doing or whatever." 

Student Regard for School and Teacher 

Student C reports that she likes school and is "not the type of kid that would 

want a lot of days off because I'd like to learn a little bit more." Speaking 

specifically of her relationship with her teacher, she remarks that  

Mr. Brooks is a teacher she can "talk to" and one who is sensitive to her 
feelings. "Once I cried because . . . these guys were bothering me and the 

teacher told them, 'Don't bother her, can't you see she is very upset with 

YOU doing that?"' 

To this young girl, Mr. Brooks is considerate not only of her feelings, 

but of her desire to participate in classroom activities. "He makes me feel 

welcome and important. . . . He includes me. If we have something to do, if 

I have my hand up, he'd include me." In her opinion, Mr. Brooks is "a 
really good teacher." 

Count for Something 

Students A and B both feel they count for something in their school and in 

their classroom. For Student A that feeling is created by helping in the li- 

brary and the classroom. For Student B it  is a matter of being able to "get 

along with everybody." For Student C, however, things are different. Al- 
though she reports that Mr. Brooks makes her feel important, she does not 

''feel welcome" by the students in her class, who call her names. And, 
although she commented that she can talk to Mr. Brooks, she is "afraid" to 

talk to him about this. 
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Ms. Quaid: Teacher Self Report 
General Comments 

Ms. Quaid is an experienced teacher who is in her second year at  Quadra 
School. This year she is working with students who present far fewer 
challenges than those assigned to her the previous year. During her first 
year a t  Quadra, she and other teachers new to the school were "given a lot 
of kids that nobody else wanted to work with" and, as a consequence, felt 

"dumped on." 

This year, however, her students are "really quite well adjusted" and 
"happy with themselves." They have "very, very enriched lives" and are 
involved in "a large number of outside-of-school activities." They are often 
"going from one thing to another and some evenings, several things." In 
addition to the extra-curricular schedule these students maintain, they are 
under "a lot of pressure academically in terms o f .  . . marks." MS. Quaid 

reports that "quite a number of kids . . . really are upset with themselves if 
it's not straight A's. There's no ifs, ands, or buts, they are really upset with 
themselves." Motivating students is not a problem. With this class, "it's not 

a situation where I'm beating my head against the wall saying I can't get 
anything out of this bunch." 

Teacher ~ttitude: Parent Involvement 

When asked to comment on parent involvement, MS. Quaid speaks posi- 
tively of both parents and their involvement in traditional parent involve- 

ment activities. She mentions that "there are a lot of really good parents out 
there who basically are concerned about their kids," and she speaks of a 
''super groupv of parents that is always available t o  help with "hot-dog days 
and fund-raisers" and to help in the library. 

When probed more deeply, however, other attitudes surface. For in- 
Stance, while parents are a t  liberty to visit her classroom, MS. Quaid does 

not feel compelled to involve them in the actual work of the classroom. 
"Sometimes," she says, ''it just seems easier to do it yourself. . . it is just the 



Qualitative Findings 

time element in terms of being organized and getting it  all set out to do." 

She also comments that "at the grade seven level, I don't know in what 

ways I should be dragging them into the classroom to help out." Even if 

time and grade level were not an issue, confidentiality is. "You have to be 

carehl the kind of activity you ask the parents to work with the kids because 

it is a very close community . . . and it  can certainly . . . you know, informa- 

tion can . . ."-the sentence remains unfinished. 

Qualification is even more apparent when parent involvement falls 
outside the ''traditional" forms of volunteerism. MS. Quaid reports that 

mothers in the school's catchment area often do not work outside the home 

and, as  a consequence, many have become "very involved in  the school" 
where they "feel welcome almost to an extreme" and where they "really 

know what's going on." 

This involvement gives them knowledge that results in parents having 

preferences with regard to student placement in particular classrooms. It 
is not unusual for parents to tell the school "which classroom they'd like to 

have their child in." In that regard, parents "have quite a bit of input"-too 
much, from Ms. Quaid's point of view. "It's been a situation where the 

Parents have been allowed to come in and make too many demands, and the 
demands have been allowed." While viewing the principal as generally 

Supportive, Ms. Quaid feels that with regard to student placement and 

Parent complaints, teachers "have not always been supported." 

Teacher Practices: Parent Involvement 

Although Ms. Quaid does not actively solicit parent help in the classroom, 

she reports using a great many strategies that keep parents informed of 

expectations, classroom learning, and student progress. For instance, she 
advises parents a t  the beginning of the year "to expect approximately one 

hour's homework every night." She alerts parents to the fact that  when 

there is no specific homework, there are "always long term assignments, 

Weekly assignments-so, if there isn't a specific math homework assign- 

ment from the night before, there's always something else that they can be 
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working on." Her advise to parents is this: "If the kids come home saying 

they've got nothing to do, well then, have them read a book for that amount 

of time." 

Ms. Quaid also advises parents to phone "if any assignment comes 

home that looks unusual or strange, or if you or your child doesn't under- 
stand." Suggesting that  an assignment may look strange to a parent 

suggests that Ms. Quaid anticipates her students will view their parents as 

resource persons and consult them when necessary. This message also 

conveys to parents that they are a t  liberty, and perhaps even expected, to 
assist their children with homework. 

Ms. Quaid views parents as resource persons not only for her students 

but for herself as  well. She calls them when "there seems to be a real 

change in the child's behaviour, or if there's a spell when they're not 

getting their work done, or if they're handing in work that isn't up to their 

standard." These calls for assistance are directed to individual parents or to 

all parents, depending on the circumstances. She cites an  example of a 

time when she contacted all parents. Toward the end of the year she noticed 

that "the quality of the work was starting to really slide . . . like they (had) 
all run out of gas." Upon observing this, Ms. Quaid sent a note home indi- 

cating that this is "what is happening, but we still have three or four weeks 

of work that is going to count for report cards and could they please just give 
Some extra encouragement for their child to hang in there and get things 
done." Within a week, she noticed "a real, drastic improvement." The next 

week's letter included a note t o  this effect: "Thanks a lot because I have 

noticed that the quality of the assignments has improved again." 

The parent involvement strategy that separates MS. Quaid (and her 
colleague, Ms. Quinton) from the rest of the teachers participating in  this 

Study is her use of student folders. As a consequence of attending the 

teacher workshop, Ms. Quaid "started a folder system that  goes home 

weekly and that encourages (parents) to write comments on it. They often 

write notes to say 'how exactly is my daughter doing in such and such a 
Subject' or whatever. And then I can get back to them." The folder contains: 
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examples of student work, test outcomes, information on what has been 

covered in class during the previous week. It also contains outlines of new 

units to be introduced during the coming week and a newsletter, which 

informs parents of upcoming tests and the material on which the students 

are to be tested. Through the newsletter, parents are encouraged to help 

their children prepare for tests and "to have a look a t  the work that their 

child (is) doing." From Ms. Quaid's perspective, the folders keep parents 

"really aware of what is going on and, . . . in a knowledgeable way, they can 

look a t  their childYs work or help in terms of study or things like that." 

Through the folders, parents "gain a lot of information in terms of what the 

kids are doing and it  has been really positive." 

Teacher Attitude Toward Students 

MS. Quaid's concern for students shows itself in many ways. With regard 

to their lives outside school, she expresses concern that because of the 

enriched lives these students live, they "seldom have a chance just to play 

and be kids and sort of unwind from everything else." With regard to in- 

school behaviour, she notes with some concern that  she's "got quite a 

number of kids who really are upset with themselves if it's not straight A's. 

There's no ifs, ands, or buts, they are really upset with themselves." She 

quickly adds, "don't get me wrong . . . academics are really important . . . , 
but I don't feel to that extent." When anything less than an A causes a child 

t o  feel that  he or she is "not as good a person" and if, as a consequence, 

"their self-image isn't good or if they're not happy with themselves," she 
questions "what do the marks count for?" 

Concern for her students is also evident in her practice of providing 
Students with regular performance appraisals. Halfway through the term, 

Ms. Quaid explains to the students: "If I had to give you your report card 
today, here is where your marks are. And it  is either pat yourself on the 

back, you are doing really well, or you've got enough time to pull up your 

Socks before report card time." Ms. Quaid advises that this conversation 
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takes place between student and teacher. "It's not me phoning the parents 

or whatever . . . it's just for the children to let them know how they are 

doing . . . they can be chugging along and not have a clue how they are 

doing . . . I will update them . . . in enough time to do something about 
where they are at." 

There are, however, times when it is important to discuss perfor- 

mance with parents. On these occasions, Ms. Quaid "always ask(s) the kid 

too." The message she wants to convey to the student is: "I'm not going to 

say something different that I wouldn't say to YOU." 

Another indicator of this teacher's concern for students and their per- 
formance is her practice of letting students into the classroom "really early 
in the morning . . . up to quarter after eight. . . . they have about twenty-five 

minutes and they can come in and work." Ms. Quaid also uses the early 
morning sessions to "set up review classes" or to "let kids rewrite tests." She 

notes that parents as well as students are aware of this practice. "If a child 

forgets a book o r  couldn't get all of their math questions, didn't understand 

this, couldn't finish that, the parents know that . . . 'get into school, Mrs. 

Quaid is there and she will work with you.'" Ms. Quaid reports that the 

early morning sessions become "habit forming" for some students. At the 

end of the year, seven or eight students were c o ~ n g  in "on a regular basis 
to finish up workn or because "morning was just their time that they did 

better a t  it as opposed to in the evenings." 

These early morning sessions are also indicative of MS. Quaid's con- 

cern for students as they leave the relative security of the elementary school 

and venture into secondary school. She believes these sessions prepare 
students for high school, where she knows "they are allowed into the school 

early and they can go in and work. So it is sort of habit forming." 

Ms. Quaid also demonstrates a willingness to work CO-operatively with 
Students in the way introduces major projects. "In longer term as- 

signments, research assignments, the kids always, at  the beginning of the 
assignment, get a one or two page total outline with full assignments, and 
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we discuss i t  and we fit in together a due date and decide how long ifs 
going to take us to do this. Well make a judgement on that together. I try to 
give them a lot of input in terms of that." In establishing these guidelines, 

Ms. Quaid is sensitive to the need for students to experience success and, 
therefore, encourages students to set realistic goals because, she tells them: 
"I want you to meet what you say you can do.'' 

In addition to working with the class in this way, Ms. Quaid is willing 
to negotiate with individual students. She mentions that with "almost any 
activity that they do for me, they can come up and say: 'Could I just change 
this and do i t  this way?' " Ms. Quaid indicates that her teaching benefits 

from this kind of collaborative arrangement. "When they come up with a 
new idea, I love i t  because then I add it  to my list of activities." 

In Ms. Quaid's opinion, the grade seven students with whom she works 
"are really very capable. They're capable of doing SO much themselves" and 
''they are often used as  helpers with the primary classes," which "is really 
good for them." Not only are these students capable, they are responsible as 
well. "Eighty-five per cent of them, without any feedback from me, do their 

homework, do extra or whatever. It's nice. I'm not complaining." 

Ms. Quaid explains that when homework is not completed, "there's no 
death penalty here." She adopts the attitude: "SO YOU didn't get it  done, what 
Can you do about it? When can you get i t  done?" She reports that i t  "doesn't 
take them very long to realize that the 85 excuses really aren't going to 
work. And eventually they accept that 'yes, I goofed up-now what am I 
going to do about it?' It is no big deal. I t  doesn't make YOU a bad person, but 
'yeah, I blew it-now what can I do about it?' kind of thing. It doesn't take 
them too long to sort through that." 

If students forget their books or encounter difficulty with their home- 
work, Ms. Quaid reports that they are "in here bright and early finishing 
UP stuff or . . . I was doing my math last night, but I didn't understand this 



Q ~ a l i t a t i v e  Findings 

question." On the whole, Ms. Quaid describes her students as being "quite 

positive in their attitude in getting things done" and in completing assign- 
ments. There is "none of this, well why should 1 bother to do extra. This is 

good enough." On the contrary, "out of the blue, on their own, theyll put 
extra effort into something or  do more." 

Although Ms. Quaid admits to occasionally feeling that she has not served 
a child well, for the most part her comments suggest satisfaction with pro- 
fessional accomplishments. At the beginning of the year this is reflected in 
her perception that students are satisfied with classroom life. She reports, 
for instance, that students are "really happy to be in there." She notes as 
well that she has "really good attendance . . . super attendance. . . . It's not 
like gee, it's a boring place to be. I don't like it or kids pick on me so we're 
sick a lot." She also reports that "a high percentage (of students) come back 
to visit." At the end of the year, Ms. Quaid notes that "for most of them-at 
least for the majority of the year-. . . it was alright." "In terms of what I 
had control over-I think it is alright." 

Ms. Quaid: Parent Perceptions 
General Comments 

Two parents from Ms. Quaid's grade seven class were interviewed: each 
family has a daughter in this classroom. Mother A and her husband are 
''quite satisfied with this school-they really care." She "definitely" feels 
welcome there, in part because the parents "have been told 'if you have any 
questions whatsoever, get hold of them at any time.' " Based on past experi- 
ence with teachers a t  this school, the parents are confident that they will be 
contacted if difficulties arise. 

Mother B is of the same opinion with regard to feeling welcome in the 
school. "The atmosphere is friendly" and the conversation "pleasant." "I 
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don't think it  could have gotten much better." This mother also mentions 

the "tone of the newsletter. . . . It makes you feel like you're part of it." 

Teacher Regard for Students 

Parents A believe that  Ms. Quaid does demonstrate respect for her 

students. Their opinion is based on the belief that the teacher allows the 

students "to voice their opinions or their views, be i t  along her lines of 

thinking or different from her ways of thinking. I think that that . . . shows 

respect." These parents believe that another indicator of teacher respect is 

her "letting them work to the higher level that they wish to. . . . Like, she 

encourages them. And if she sees somebody that's able, she lets them do it, 

or helps them do it." 

Mother B also believes that Ms. Quaid respects her students. Having 

observed student and teacher behaviours, she is of the opinion that they- 

student and t eache rbo th  feel "we're okay and we like each other." 

student Regard for School and Teacher 

Parents A report that their daughter "is happy to go to school in the morn- 

ings. . . . (She) doesn't stay home unless she is really sick . . . And then you 

have to struggle to keep her home." This young girl takes her schoolwork 

"very seriously. . , . And that is something that she has developed herself." 
They report that is enjoying it  (school) this year. . . . She has gotten in- 

volved in more of the extra (curricular activities): library club and volley- 

ball, kid's council." Their daughter is more engaged academically as  well. 

"Definitely from last year to this year, she enjoys her schoolwork a lot more 
and her marks show it." They are not certain what accounts for the change: 

''If it's the teacher or if it's the changing grades, or the subjects got more 
interesting, or the fact that most of her best friends are in  the other class. 

One of those things or a combination thereof." 

Mother B's comments on this topic are limited to the statement that 
her daughter "feels happy about (school)." 
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ParentrTeacher Relationship 

Mother A reports feeling comfortable in her interactions with the teacher. 

She states: "I know for a fact that I can drop in after school or at  lunch time 

or break time without an appointment with the teacher." However, when 

asked if their child's teacher sees them as partners in their child's educa- 

tion, the parents respond: "That's a goofy one. I don't know. We've never 

really discussed what she thinks a parent's role is. I don't think that topic 

has ever come up, even when we go there to talk to her a t  the interview or 

whatever. Couldn't say." At the end of the year, the relationship continues 

to be described as "good, if fairly formal." 

Mother B also is comfortable with Ms. Quaid, whom she describes as a 

"really good, strong teacher." "There's been times when I've had to drop 

something off during the day, and I haven't felt like I was interfering. I get 
a big smile or whatever." 

This mother is a teacher herself and is familiar with the schools and 

other professionals in the district. She is asked if a non-teacher would feel 

as comfortable approaching Ms. Quaid as she does. She replies: "I would 

think so, just the personalities of the people." She believes that Ms. Quaid 

would view parents as being a part of the educational team. She explains: 

"Given whatYs happened in the past, I certainly view the school as seeing a 

team, parents and teachers together, and knowing MS. Quaid-I've known 
her b e f o r e 1  know that's how she views it as well." 

Teacher Strategies: Parent Involvement 

Mother A reports that there is communication between home and school. 
"It's there," she says, "but it's sort of once removed. Most of the time it is 

through (our daughter )." 

Mother B reports that Ms. Quaid sends tests home for parental review 
and signature. She comments: "I see that as part of ensuring that the 

Parents are aware of what's happening." During the year, Ms. Quaid also 

"adopted a file that they send home every Thursday. I like it," she com- 
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ments. She notes that the teacher of another daughter in the school has 

adopted the file folder routine as well, "even though (she is) not part of the 

program (the study)." Mother B is satisfied with the amount of parent-home 

communication. "I am hoping that it will transfer to the high school." 

Ms. Quaid: Student Perceptions 
Classroom Learning Environment 

Student A speaks positively of her classroom. "I like it just the way it is." 

"It's easy to understand because the teacher explains what to do and you 
catch on quickly." Those students who do not catch on quickly, "can go and 

talk to the teacher in the morning. We can come in early and ask any 

questions. . . . If you need help, the teachers explain it to you like good." 

Student A reports that classroom learning is extended into the home in 

two ways: one, through the "folder" that goes home with the students every 

Thursday; and two, through the expectation that students are to request 

help from. their parents should they need assistance with homework, of 

which there is "usually . . . a t  least an hour's worth." "If we're having 

trouble with our homework, then they (our parents) are . . . sort of supposed 

to and they're allowed to help us." Student B concurs. "She said that if my 

mom and dad could help me to get them to help. I think she just expects us, 

if we're having problems, to a t  least ask for help." 

Student B is also satisfied with her classroom. It is a place where 

students "are always doing something new" and where the teacher makes 
learning fun. For instance, on Friday afternoons the class "play(s) bingo 

except she (Ms. Quaid) asks multiplication questions." It is "pretty fun." 

Although class can be "fun," Student A reports teacher practices that 
indicate close monitoring of student progress. "When we have tests, 

(MS. Quaid) usually clips a piece of paper that says how we are doing so far, 
Overall, in that subject." Monitoring student achievement is mentioned in 

another context as well. Similar to a comment made by Student A, Student 
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B reports: the teachers "really discuss the work with us. . . . If we're having 
any problems, they will keep us in at recess and explain it further to us." As 

the following quotation suggests, the teacher also responds positively when 

students request assistance beyond regular classroom hours. "Once 
(Ms. Quaid) had an hour staff meeting after ~ ~ h o o l  and I was going to ask 

her for help and she said that if I came in early the next morning she 

would help me." 

Student Regard for School and Teacher 

Student A speaks well of the teachers and students at  Quadra School. They 

are "nice." She also speaks favourably of various features of school life that 
contribute to her and her family's positive regard for the school. One, the 

school encourages students from grades four to seven to express their con- 

cerns. This is done through the "kids' council," which meets every Monday. 

"Two kids from each class . . . go to the meetings and there's a teacher 

there too." They discuss "bad things that are happening at  the school and 

the good things that are happening a t  the school and then we have sugges- 

tions about how we can make the school better.'' Two, "there are a whole 

bunch of activities that parents, teachers, and kids can join into. . . . We 

built an adventure playground and it was all parents who built the play- 

ground. . . . There are family dances . . . things like that." Three, the 

weekly newsletter in which there are "little columns of really good things 
the kids have done-like stories and poems." 

Student B also speaks favourably of her school. "It is fun." She also 

reports that she "know(s) all of the teachers" and "that helps." Like her 
classmate, she, too, is of the opinion that her parents think well of the 
school. "I think they like it. I think they enjoy it." 

Speaking specifically of her classroom, Student B reports that she and 
her friends "all like our teacher and our classmates." She adds, however, 

that "most of the kids in our class don't like school. I think they just don't 

like that they have t o  work." She, on the other hand, reports that her 

Parents have "explained . . . that I have to stay in college and university for 
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a long time and work hard." Given this, i t  is not surprising that her 

response to the question 'Whose job is i t  to make sure that you learn?" is "I 

think it  is mostly the person who is suppose to be learning it." 

Count for Something 

When asked if she feels like she counts for something in Ms. Quaid's class- 

room, Student A replies: "I'm just like everybody else in the class. . . . We do 

the same kind of stuff.  . . like we don't do anything special. Like one person 

doesn't go off and do something special while the rest of us are in the class. 

. . . She doesn't make kids sit out while the rest of the class does something 

else." She also reports feeling part of the group. "People talk to me . . . they 
don't ignore me or anything." 

For Student B a sense of being valued comes from being "picked" to 

"work ahead in  M a t h  and by being selected for "most of the enrichment 

things." I t  is also based on Ms. Quaid's practice of encouraging students to 

help one another. "If we are working on Math and i t  is a hard thing, she 

might explain i t  to one person and then that person will go explain it  t o  

somebody else." 
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Ms. Quinton: Teacher Self Report 
General Comments 

Though a teacher with several years experience, this is the first year 

Ms. Quinton has taught a t  the school to which she is presently assigned. 
She is working with a "very wrangy bunch of kids. They're tough kids . . . 
who don't want to work." One teacher has described them as  "selfish," a de- 

scription with which she agrees. "They think of themselves and that's it." It 

is important to note, however, that there are also eight straight A students 

in Ms. Quinton's class who "are very demanding for information and more 

information." And for many of those who are not A students, parents are 

asking: "Well, what can we do to get them up there?" "The parents expect a 

lot" and, with regard to "the academic standard, . . . parents demand it  " 

Teacher Attitude: Parent Involvement 

Ms. Quinton has had disputes with parents from time to time, yet these 

specific events have not created a negative attitude toward parents in gen- 

eral. She believes that parents "want to be involved with what the kids are 

doing, which is important, very important." In order to accommodate 

parent interest, she says: "One of my jobs is to let the parents know" what is 

happening with their children and to let them know "that they can take 

Part." If teachers and parents are to build the kind of rapport that she con- 
siders desirable, "although it's hard . . . we've got to, as teachers, fit our 

timetables around them (parents) to make i t  more convenient for them." 

It is also important, she believes, that parents ''be told that they really 

affect how I do from the kid's point of view and from the teacher's point of 
view." With this in mind, she notes: "I have to sell myself to the parents as 

well as the kids." 

Teacher Practices: Parent Involvement 

Ms. Quinton reports using a variety of parent involvement strategies. She is 

unique amongst project teachers in the way she promotes s tudent-~arent  
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communication. At the beginning of the year, for instance, she encourages 
her students "to tell their parents two or three things each day that they've 

done." She "tell(s) that to the parents" as well. She also reports encouraging 
students to think in terms of their "parents learning too along with you." 

She explains to them that "not all of them (parents) know the material and 

you have to take it  home and explain it  to them." 

Ms. Quinton provides examples of one-on-one interactions with 

parents who have specific concerns regarding their child. Additionally, 

she, like Ms. Quaid, has a more systematic approach to parent involvement 

than many of the other project teachers. For instance, "when parents come 

in to watch a t  the beginning of October, I have an activity sheet for them 

that they use for answering questions. What are you looking for? Is your 

child participating in this? Is he putting up his hand answering questions, 

things like that. I go through this with them beforehand so they're not sort 

of looking a t  the sheet and trying to figure out what it  says while we're 

starting. Then afterwards, I'll sit down with them for five or ten minutes 

. . . then go over i t  with them." 

She also invites parents into her classroom for instructional purposes. 

At the end of the year she reports: "I did 'careers' and pulled a whole bunch 

of parents because we've got a wide variety of them in the classroom doing 

different things. . . . Also, we were doing a comparison and averaging of 

salaries, so the parents were explaining . . . their salaries. I t  was really 

super. I was apprehensive about it  a t  first, but it  was one of those things!" 

One part of this event was particularly moving for Ms. Quinton. One father, 
who had been laid off, came in and "talked about his job and he said: 'Now, 
I've been laid off and we're not earning anything. We're going on social 

assistance' and then explained to the kids what that was. And I thought, 
whew!" 

Her inclination to view parents as instructional leaders is seen again 
in her approach to field trips. Worksheets that students are to complete 

during the outing are reviewed with parents during an evening prior to the 
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event. In this way, "they know what I'm looking for." Parents "are free to 

add extras and thlngs that they can do, which they really enjoy." 

To keep parents apprised of student activities and progress she sends 

home monthly reports. "On the first teaching day of the month, they get a 

report on how they're doing in the five major subjects and what their 

activities are, whether they've been working or whether they need to pull up 

their socks. . . . I don't wait for reports cards. . . . I t  keeps the communica- 

tion going with parents." Based on her experience, the practice of reporting 

monthly makes the task of preparing report cards easier. She reports: "I've 

had really positive response to those. . . . A number of parents have come in 
and said, 'hey, we're really pleased.' " 

Telephone contact with parents is another strategy Ms. Quinton uses 
regularly. Some parents she phones "every second day . . . letting them 

know if their kids are doing their work." "Phone calls," she reports very 

specifically, "start between six and eight o'clock." By providing her home 

phone number to parents-"it went home with the first newsletter7'-she 

conveys the message that they can call if they feel the need to do so. She con- 

veys, as  well, a willingness to make herself available a t  times convenient to 

the parent. 

One further example of her commitment "to keep communications 

going" is her use of student folders. Each Thursday, samples of student 

work are sent home for parent review and are returned to the school. For 
students who are experiencing difficulty with some aspect of their school- 

work, remedial worksheets are included to provide necessary practice and 

to prepare students for upcoming tests. Ms. Quinton discovered that "just 
Sending them (the worksheets) home" was not enough. She explains: "The 

Parent would sometimes be completely lost." Realizing this, she now makes 

Sure that "there's an  explanation on how I want it  done." 

Another way Ms. Quinton encourages parent rapport is through an 

"open classroom policy, where the parents come in a t  any time if they want 

to.'' She insists, however, that they phone in advance so that parent observa- 
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tions do not distract students a t  critical times, while they are writing 
scheduled tests, for instance. Another way the open door policy is  used is 
when Ms. Quinton is having problems with a student. In this situation she 
will invite the parent(s) into the classroom to "just watch" and will "set up 
different times so that there's different subject areas where the kids are 
having the problems." 

In these ways Ms. Quinton addresses what she considers to be one of 
the greatest barriers to parent involvement: lack of parent-teacher commu- 
nication and parents "not knowing what the kids are doing." "Knowing" 

has a particular meaning to Ms. Quinton. To be aware that a child is doing 
"a unit on space," for instance, is not sufficient. TO "know" is to know the 
choices students are expected to make and what they are expected to do in 
order to succeed. 

Teacher Attitude Toward Students 

AS noted previously, Ms. Quinton feels she is working with a "wrangy 
bunch of kids." Her comments, however, do not belabour this point, nor do 
they reveal a sense of hopelessness or exasperation. On the contrary, the 
words she reports create an image of a very productive classroom. 

Her concern for the academic success of her students is revealed by 
her practice of "checking on their work and reviewing what we've done and 
seeing whether they have . . . the necessary skills to do the things" she asks 
them to do. For those students who are experiencing difficulty, she has 

them in after school to provide further assistance. "They're using their 
time, but if theyre having problems, it's the only time I have free." 

Concern for students is also demonstrated by her practice of contacting 
Parents to determine if their children have had difficulty with certain 

subjects or concepts in the past or to determine if problems in the home may 
be affecting the student's ability to perform a t  school. She also notices when 
"someone is doing a super job" and takes the time to phone parents and 
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apprise them of their child's success. Ms. Quinton believes in letting her 
students know when she is pleased with their performance. "The important 
thing," she says, is that her students are "positive about what they're doing 
and they feel good about it." 

student Responsibility 

Ms. Quinton has strong beliefs about the importance of students accepting 
responsibility for their own learning. When asked if she believes that 

children can take responsibility for their own education, she replies: "Sure, 
a lot more than they do." "It's their education. They are not in control of it, 
but they need to realize the effect that it's going to have on them. Making 
them realize that if they don't get a good education, if they're not feeling 
good about it, then they're not going to do well." What we need to do, she 
comments, is "give the kids more responsibility." She believes that "we have 
a tendency to do it for them a lot, but we shouldn't." To encourage responsi- 
bility, she holds her students accountable for turning in assignments on 
time. "If I didn't," she predicts at  the beginning of the year, "I wouldn't get 
anything handed in." "That way they learn more responsibility and whose 
fault is it that it's late?" 

Ms. Quinton realizes, however, that some children need to be taught 

time management and how to be responsible. "What we do in class, I go 
over with them in class. OK, you've got this time, this time, and this time. 
This is the assignment. It's due in at  this date. HOW should you regulate 

Your time? What's coming up? Look at  the things that are coming up." 

At the end of the year, Ms. Quinton continues to stress the importance 
of students being accountable and the belief that by grade six her expecta- 
tions are reasonable, though not always met. 
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Teacher Efficacy 

Ms. Quinton values working in a school where the prrents expect a lot from 

teachers. "I enjoy i t  because that means I'm that m ~ h  better prepared 

because I'm expected to be." 

She is asked a t  the beginning of the year if she worries about reaching 

all her students. She responds: "I spend a lot of time making sure I do." 

When asked if she affects every child, she replies: "Yes, definitely. Most of 

them in a positive way." She admits that "some of them are fighting me 

right now, but hopefully by the end of the year they won't be." At the end of 

the year, she is equally as  positive. Is she reaching all her students? "I 
know I am. I make sure I am." 

At the end of the year she is asked again if she feels effective with every 

child. She answers: "I do. I do . . . There are times when you pull your hair 

out. You think 'what am I doing wrong with this kid,' but usually you can 

work through it." Her colleagues assure her of her success with this 

"wrangy" group of students by o b s e ~ n g  that "those kids have come so far." 

TO Ms. Quinton, this feedback and the student success make "it really well 
worthwhile." 

With regard to her students, she is obviously pleased that "the kids are 

working and they're producing and the things that they're producing are 

phenomenal. I look a t  i t  and I think, whoa, this is great and I feel really 

Positive about i t  and they (the students) know it." 

Her willingness to admit to making mistakes is another indication of 

confidence. "I'm human," she says, "I make mistakes. . . . I try not to, but 

every once in a while I do and the parents will catch me up on i t  or the kids. 

Then everybody learns." 

Apart from feeling more comfortable within her new school and with her 
colleagues a t  the end of the year, there were few if any changes in either 
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attitudes or practices from Time 1 to Time 2. Ms. Quinton is a teacher who 

seemingly joined the project with a very positive attitude toward students 

and parent involvement and with many desirable parent involvement 

strategies already in place. One change in practice that could be attributed 

to the project workshop for teachers was the introduction of the student 
folders that Ms. Quinton sends home on a weekly basis. 

Ms. Quinton: Parent Perceptions 
General Comments 

Family A reports feeling welcome in their daughter's school. "Nobody stops 

me a t  the door and tells me I am not welcome. They are all very friendly . . . 
sometimes they get turned around a t  school and they're really helpful in 

finding the classroom or the teacher or whatever else you need to find." 

Parents B also feel welcome in their child's school. They cite several 

reasons: school sponsored activities; teacher encouragement to visit; good 
communication in the form of weekly bulletins from the school and the 

teacher; being made aware of when and where meetings are; and the 

attitude of the staff when parents are "on site." 

Mother C's perception of the school does not differ. She, too, feels "very" 

welcome there. She attributes her reactions to: the school climate; the 

friendliness and always the open-door feeling; the hardworking teachers, 

whose efforts impress her; the general feeling of welcomeness in  the 
school; and the "very positive" newsletters. 

Teacher Regard for Students 

Parents A question whether Ms. Quinton does respect their daughter. 
Their uncertainty stems from their daughter's reports that "maybe she 

(Ms. Quinton) doesn't listen to her." 
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Family B does not question that Ms. Quinton treats her students well. 

They do, however, question the use of the term "respect" in this regard. 

From their point of view, "it is easier to talk about other words." "Concern," 

for instance, and it "is there." In spite of definitional problems-"respect is 

a hard thing to put into that context"--they nonetheless, offer the following 

thoughts and observations. Respect "should be there definitely." And, "1 
would say, thinking about it, she respects the child's situation. She doesn't 

downgrade him." 

Mother C's positive regard for Ms. Quinton's relationship with her 

students is reflected in her comments on a number of teacher practices. For 

instance, Ms. Quinton encourages students to do their corrections by 

improving their mark when the corrections are completed satisfactorily. "I 
think (this) is commendable," the mother notes, and, being teacher herself, 

she indicates that she is "going to start (this practice) with (her) own class. 
It's just that incentive is there and that's the whole object of it is to achieve 

mastery." Mother C's positive regard for Ms. Quinton is also reflected in 

her perception of the teacher-student relationship. "She's very commend- 
able and complimentary. Free with praise." 

student Regard For Teacher 

Parents A report that there are times when their daughter considers 

Ms. Quinton unfair. The daughter was upset, for instance, that others, who 

the daughter considered less cpalified than herself, were chosen to partici- 

Pate in enrichment activities. Nonetheless, their daughter enjoys school. "I 
can't really say she doesn't like it, because she does really well. I don't 
know how they cannot like it and do so well." "She studies and she makes 

Sure her homework is done. She is quite independent that way-she makes 
Sure her school work is done on time." 

Parents B report that their son "has always liked school. . . . "We don't 
See any examples of things that indicate he doesn't. . . . He has never said 
that he didn't want to go to school. If there wasn't a positive relationship 

between him and the teacher, it might be different. 
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The mother of Student C believes that her daughter "really likes school. 

I wouldn't say she loves it. It's that old thing." Although her daughter 

generally likes school, Mother C notes that there are problems in the class- 

room that "very much affect the learning situation.'' There is a group of 

boys that misbehaves and that "spoils the climate in the classroom." In 

addition to the behavioural problems, this mother is concerned that her 

daughter is not challenged in this classroom and "often . . . has nothing to 

do." This mother, however, has taught her children that "if you're bored, 

that's your own fault. You find something that is going to challenge YOU." 

As a consequence, the day of the interview, the student went to school with 
a book of mazes and puzzles that the mother had up for each of (her) 

girls that they keep in their desks . . . just because I want them to have 
something that keeps them challenged." 

These negative aspects of classroom life, however, seem not to have 

interfered with Student C's commitment to her schoolwork. "She sets her 

own study time doesn't need prodding to get her homework done. It's just 
done." 

Parentr~eacher Relationship 

From Parent AYs perspective, Ms. Quinton "is no problem . . . she has al- 

ways been friendly . . . very friendly and open. . . . She is very good." This is 

a contrast to her experience with her son's teacher, who teaches grade four 

in the same school. That teacher, the mother explains, "does not take the 

time of day to be friendly. . . . No time for a smile sort of thing." Although 

Mother A and Ms. Quinton have not discussed the nature of their relation- 
ship, she says: *I hope that she (Ms. Quinton) sees us as pretty important 

players, because we are, and I'm sure she is intelligent enough to realize 
that." 

There is doubt" from Family B's perspective that MS. Quinton sees 

them as a partner in their son's education. "Any time we have ever talked 
to her, i t  has been brought up and encouraged." In their opinion, the rela- 

tionship between parent and teacher has improved during the year. At the 
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beginning of the year, they found Ms. Quinton's style of dress somewhat off- 

putting. It was "not professional." "At the outset, . . . our opinions were 

driven by her appearance . . . (and) there were some activities in the class- 

i t  was pretty wild. But those things have now gone by." At the year-end 

interview, the parents report: "We have more mutual understanding (and) 
there is more follow-up on her part, more contact. I feel more confident 

now. Maybe because we have got to know her. The weekly reports have 

brought the relationship up. . . . We feel that if there is a problem, we can 
deal with her." 

Mother C indicates that  during parent-teacher interviews, 

Ms. Quinton "gives you the feeling that she would like to work as a partner, 

that she appreciates you being an advocate for your child. She's been very 

receptive. We have gone to her with concerns about our daughter's enrich- 

ment and because she is in a class with some behaviour problems, a lot of 

time is spent on those boys as it has been since the day they arrived a t  the 

school. . . . We've expressed concerns about enrichment and Ms. Quinton 

followed through with that and we appreciate that." 

Although Mother C speaks very favourably of MS. Quinton, she d ~ e s  

not feel comfortable when they meet. She explains: "The teacher is very 

nervous and I think she's probably nervous. I don't know if it's just her 

Personality, or if she's just nervous with US, but she always seemed 
nervous, so that makes me nervous." 

One factor that does cause difficulty for Mother C is that she, too, is a 
teacher and a vice-principal. This, she feels, causes an "uncomfortable- 

ness" that prevents her from being as direct with MS. Quinton as she would 
like to be. She provides the following example. "When my daughter was 

doing a study of Nigeria, she didn't even know how to pronounce the words. 

So all I realized was that no teaching had gone on. She'd been given the 
book and there were the questions and you do the questions and there was 

"0 real discussion. . . . Those are the sorts of things that I would have liked 

to have gone to the teacher with and said: "How come she doesn't even know 

what this means and what have you done to teach this? But I couldn't do 
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that." Her reluctance is "partly" a consequence of her "other role" and 
"partly just a general uncomfortableness with any kind of going to the 
school and making a scene and partly because (my daughter) survived . . . 
what others might not." 

Teacher Practices: Parent Involvement 

Family A reports four teacher-initiated parent involvement activities: one, 
Ms. Quinton's practice of sending home folders, "a notebook package sort of 

thing with all of the tests and special things that (the) class has done,'' 
which the parents review, sign, and return to the school; two, an invitation 
to parents to call Ms. Quinton at  home should they have any concerns. 
Although Father A did "not feel comfortable" phoning Ms. Quinton a t  
home, he remembered the invitation and "did i t  anywayn when his 
daughter was upset about not being selected for a special activity. "I let the 
teacher know how (my daughter) felt. Not that I thought that she was un- 
fair, but that (my daughter) felt that she might be. And she (Ms. Quinton) 
invited (my daughter) to go to school early the next morning and talk to 
her." The father continues: "I feel sorry for the teachers, because I know 
that there is a limited number that they can do and they are probably 
getting flak from all directions. So, like I say, I didn't feel comfortable 
(calling her at  home), but I did because (my daughter) was obviously quite 
upset;" three, providing parents with suggestions regarding the "ideal 
homework spotn including "a little diagram showing all of the things that 
would make doing homework in this . . . nice, quiet little spot . . . more 
efficient." The parents followed through on these suggestions, now, they 
say, "We just have to get her to use it;" four, keeping parents informed of 

their childYs progress and advising them of learning-related issues that 
would benefit from parental support. 

Family B also mentions the weekly folders, which include "work high- 
lights of what they have done well and bombed on." The folders have a space 
for parent signatures and "notes on what YOU want to discuss." "These 
weekly folders have made a difference," the parents report. They "make us 
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more aware of the problems. It is a tangible reminder of what we should be 

doing." The folders are "over and above" the "monthly reports" that  the 

teacher sends to parents. Taking into account both the folders and the 

monthly reports, Parents B remark: 'We have had more contact with (their 
son's) teacher this year. There is more feedback than there was a couple of 

years ago." 

These parents also mention that Ms. Quinton "certainly has indicated 

that  she would welcome help a t  home. The reason there is simple-the 

more you help a t  home, the better the student results are going to be." The 

parents mention that  one way teachers could facilitate parental support 

would be to hold a "curriculum meeting . . . a t  the beginning of the year." 

Ms. Quinton's practice of sending home folders is also remarked xpon 

by Mother C, who indicated a t  the end of the year that this was a definite 

change from beginning of the year practices. Her daughter's "work used to 

come home a t  any time, and now knowing that we can expect that to come 

on Thursday has been a definite change." This mother also appreciates the 

information Ms. Quinton includes in the folder, "where it's listed what's 

going on in her room and that's where I'm getting information on a lot of 
work for her. Very helpful, I think." "Actually," Mother C remarks, "the 

value of this program (the research study) has been that expectation that 

every Thursday there's something that's going to come home and i t  has 
listed what has gone on in the week and all her work is in one folder." 

Another benefit of the folders is that "if there were a problem, it  would be 

indicated there, so that I would know if there needed to be some follow-up 

from home." 

Another teacher practice that has been greeted favourably by Family C, 
is Ms. Q u i n t ~ ~ ' ~  willingness to accommodate family work schedules. 
Mother C explains: "My husband, it's important to him that he attends as 
well so we book appointments before school. Actually, (MS. Quinton) has 

been very good about that, arriving a t  7:30 in the morning to meet with her 

is something I admire her for, so that my husband could be on time for 
work." 
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Ms. Quinton: Student Perceptions 
Classroom Learning Environment 

There is "not really" anything that Student A would like done differently in 

her classroom. The learning environment is "pretty good," although the 

room could be better equipped with more "encyclopedias and stuff," and it 
would be helpful if it were less noisy. Although she describes the classroom 

as "pretty good," Student A is not pleased with the group of students with 

whom she has been placed. "They have some of the more fortunately smart 

people stuck with the good group, but some people who are kind of in- 

between, like me, they're stuck with the horrible group. And they usually 

get kind of taken over because I'm with the bad group and they're always 
yelling and screaming and I don't always get my work done." 

Student B appears not to have the same problem getting his work done 

in this classroom where, he says, "the people . . . are nice." On the contrary, 

he comments that the classroom is "fine because you can get lots of work 

done." Although he, too, is of the opinion that the classroom could be "a 

little quieter because usually it is pretty loud." 

Student B speaks positively of Ms. Quinton's habit of giving "us a list of 

what we have to do on that date and for the first half hour of that day she 

will discuss all our work, like our Math, and go over stuff, and then we 

have to have it done before recess or by the end of the year whatever, . . . 
which is very good. We can work at  our own pace." Other features of class- 
room life that he enjoys include "gum chewing days" and the days "where 

YOU can't talk . . . it's fun," he says. On the other hand, he also enjoys the 

opportunity to talk. Ms. Quinton "will let us talk amongst-like, we are in 

groups-she will let us talk, but we can't be like yelling across the class or 
whatever." Although both students comment on the noisy classroom, 

Student B observes that Ms. Quinton does monitor the noise level in the 

room. "The teacher will tell people to be quiet during certain subjects. Like 

if i t  is a subject that is not majorly important, like Art, she will let people 
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talk, but not really loud and stuff, just to a certain point. And then if it  gets 

too loud, we won't be able to talk a t  all if it gets really loud, whch is good." 

The opportunity to talk also gives students the opportunity to help one 
another. Student B, who was in a split class the previous year, enjoys being 
in "one big class of straight grade sixes, because there is more people that 

you can get ideas from and stuff like that. So you don't have to be like, you 

don't know what's going on for a bit of the time when some people are 

gone." In fact, Ms. Quinton "encourages us to help the person beside you, if 

they are having a problem. And she will notice . . . what she does is . . . sit 

back for a half hour and she will watch you working, and she will mark you 

on how you help people and how you work by yourself, and you are not 

screaming and yelling and making noise and stuff like that." 

Student B also notes that Ms. Quinton will give people who "don't 

understand work . . . a couple minutes extra time" or she will give them 
"extra help after school." 

Student C also comments on classroom learning. She remarks: "At the 

beginning of the year, we didn't do so much work and now . . . we're doing 

more work . . . and the work is getting harder." As a consequence, "my 

parents have to get more involved in proof-reading." 

The folders that were mentioned so consistently by parents are also 

mentioned by all three students. Student A reports that when they arrive a t  

home, she and her parents "talk about what's brought in there. We discuss 

it." Student B speaks favourably of the folders as  well. They are "good 

because then your parents know how you are doing in school, so they don't 

just know by interim or by report card how you are doing. They can actually 
check up on you if you are doing work and stuff like that." His parents like 

the folders, too. "They can see my work and help me with it  or whatever. It 

is good for them because they can ask me if there is a quiz coming up, they 
can take the work from that and just go over it  with me and help me study 

and stuff like that." Student C also volunteers positive comments about the 

folder system. "Before we started to get the folders out, my parents didn't 
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see the work that was happening in my class and now they are seeing a lot 

more." 

Student Regard for School and Teacher 

As Father A noted, there was an occasion when, although he felt uncom- 
fortable doing so, he called the teacher at  home. He felt it necessary to dis- 

cuss with her how upset his daughter was a t  not being selected for the en- 

richment program. When Student A broached this subject during the 

interview, she was asked why she herself had not approached her teacher. 

Her response was: "I didn't want to speak to my teacher about that. (I was) 

afraid she'd yell at  me or something." 

Student A does not find Ms. Quinton as friendly as other teachers she 

has had. "Our teacher," she notes, '(tends not to praise us on our work." 
This is different from a teacher in the past to whom this young girl had 

responded well. "Mrs. X, she was really friendly. She used to talk to us and 

everything. . . . She's a teacher who could pass as our friend." Despite this 

young girl's reservations about her teacher, her parents think well of 

Ms. Quinton. She reports: "They like my teachers," as they do her school, 
which '(they think is great." 

Not surprisingly, given Student B's positive comments regarding the 
classroom environment, he reports: "I like my teacher. I like how we do our 

work and stuff." He continues: "Our teacher is very nice because she thinks 
like you. Like she will know what you feel like and stuff. . . . So usually she 

knows what we are going through when we have to go in. . . . Like, if I need 

some help or something, she will understand. She knows all our basic 

needs, like Fred over here needs help with Math and then Reading or what- 
ever, and she will help us with all of them. . . . She is my favourite teacher 
SO far." 
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Count for Something 

Student A is ambivalent about whether or not she "counts for something" in 

her classroom. Being picked to do "backdrops and pictures" because she is 
"a pretty good artist" makes her feel good. However, further to her father's 

comments, she notes: "I'm not usually picked for extra-curricular what- 

ever activities." As reported above, this was cause for upset. Being promised 
an opportunity to participate in the enrichment program the following year 

did not appease her. 

Student B believes that he and other students do count for something 

both in the classroom and the school. Speaking specifically of the class- 

room, he notes that "most people are needed to either be helped or give help 
with other people who need help like in Math or something. . . . She really 

encourages us to help the person beside you if they are having a problem 
and she will notice." 
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Mr. Richards: Teacher Self Report 
General Comments 

Mr. Richards is new to Radmore School. He has been absent from the 

teaching profession for five years and a t  the time of participating in this 

project has just returned to the classroom. He enjoys teaching a t  Radmore 
School, where there is "a good blend of intellectual discussion and humour" 

amongst the staff and where teachers are given the opportunity to "run 

their own show." He also values the opportunity to work with a principal 

who "is a support person and very good a t  it." 

Teacher Attitude: Parent Involvement 

Mr. Richards believes that "parents should be involved right from the 

beginning. They should be involved in understanding the objectives for the 

school, of the system. . . . It would be of great benefit," he comments, "to 

have their buy-in and commitment right a t  the beginning." 

Parents, Mr. Richards remarks, "certainly have the potential and the 
commitment and the desire to help their children." They are "an untapped 

reserve" who "don't really know how helpful they could be." Mr. Richards 

indicates that if that "untapped reserve" is to be developed, "there needs to be 

more talk between teachers and parents." These sentiments remain consis- 

tent throughout the year as does the belief that parent involvement "needs to  

be done on a school-wide basis. There needs to be enthusiasm and school 

direction . . . There needs to be a common shared commitment from a lot of 

people." He explains: "I'm not trying to pass the buck. It's just on a class- 
room basis, you seem to get involved in so many other things. . . . It needs to  

be a common, shared commitment from a lot of people. . . . It's got to be up 

there (on the agenda), and it's got to be held up there because there's a lot of 
inertia. " 

Whereas a t  the beginning of the year there is a tendency for 

Mr. Richards to keep the discussion of parent involvement a t  the level of the 
school, a t  the end of the year the conversation becomes more personal. He 
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then provides reasons for the "inertia" of which he speaks. "I guess . . . I get 

a little frustrated with myself. Yes, I think there's a big role for parents in 

the school," however, "I think there's maybe a defensiveness on teachers' 

part, myself included." He indicates that to involve parents it would not be 

necessary to restructure things "that much . . . I need to just set up a work- 
ing relationship with a parent. I need to invite them into the class, and I 
need to get them involved in the learning process. I would let it grow from 

there. I would let their interest define where they would fit and where they 

would want to help. That's not something 1 would lay on parents." This 

willingness to involve parents in instructional matters is a departure from 

a sentiment expressed early in the year when Mr. Richards reported that "I 
look at  teaching for learning as the area in which I work in, and I look for 

help from parents in behaviour." 

Mr. Richards comments that "parents are intimidated by the system" 
and are "too often . . . brought in after the fact" and then "asked to stand up 

for issues that . . . they haven't been brought in previously to." Overcoming 

this situation may not be easy given that "it's so easy for teachers to fall into 

discussions with teachers and leave others out." There is also the problem 

that, generally, "the attitude of a lot of teachers is defensive. . . . they see the 

parent as potentially being critical of something that they're doing in terms 
of what theyre teaching their child or how they're disciplining their child 

and that's how the system has sort of evolved. There's not the regular, 

ongoing contact with parents and teachers. So usually when we do meet, 

there's a problem that we have to get through, which is not always the best 

way to build a relationship." 

Teacher Practices: Pmnt Involvement 

Although Mr. Richards sees merit in the idea of making "it a regular thing 
to call a parent monthly or every few weeks to let them know how things are 

going or just to pass the time of day-to keep the connection alive," he indi- 
cates that "the ones I have the most involvement with are the ones that 

made a specific attempt at the beginning of the year to talk with me and let 
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me know what they thought their child needed for the year . . . that person- 

alized the relationship7'-this in spite of the sympathetic attitudes ex- 

pressed above and the belief that "a lot of parents are probably sensitive 

about getting involved in a child's education because they're not invited." 
"We're all like that," he says, "if we're not invited in, we don't feel 

welcome." 

Apart from using homework books for some students in his classroom 

and "send(ing) worksheets home with certain children" so that "the parents 

(can) work at  the worksheets with their kids," there is little evidence of 

proactive strategies to establish or "keep the connection alive." Asked if he 

sometimes calls parents for information about their children, he answers: 

"Not very often." And with regard to learning difficulties, he reports: "If it's 

academic, I don't call parents, unless there's a real outstanding problem." 

"Most parents . . . I see are waiting for the child after school and if they are, 

sometimes they'll drop in if they have a problem or to just chat." 

Though Mr. Richards does not have a systematic approach t o  parent 
involvement and, with the exception of children who are experiencing 

academic difficulties typically does not enlist parent participation in 

student learning, he nonetheless reports that his "experience with parents 

has always been positive." He also notes that he has become "more 

conscious of parents . . . more conscious of kids having parents." 

Teacher Attitudes Toward Students 

Mr. Richards reveals little about his general attitudes toward students. He 
is, however, sensitive to the fact that a child is part of a family unit and as 
such "shares a value system with that family." The broader the under- 
standing he has of the child and his (sic) family, the more he feels "capable 

of directing or steering the learning process that's of most benefit to him 
(sic)." 
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Student Responsibility 

After having spent five years in the business world, Mr. Richards has 

returned to the classroom with the strong belief in the need for personal 

responsibility. In his estimation, "responsibility is breaking down in a lot of 

places." "Not being responsible," he remarks, "is the easiest course to take. 
If you allow them to take that course, most people will take it. It could be 

anything from losing your clothes, your coat or your shoes, losing any of 
your school materials, not getting your homework done, or behaviour in the 

classroom or hallways between kids . . . I didn't do it. He did it." 

When asked specifically whether children can take responsibility for 

their own education, he responds: "I think a little." At the beginning of the 

year, however, he notes that students' "sense of self-discipline is not that 

high." If it  were, if he "had a class full of basically responsible children, re- 

sponsible for their own behaviour and for achieving the objectives mutually 

agreed to, it  (the classroom) would physically look different." Learning 
activities would be different as well. Learning would take place "in lots of 

different contexts." There would be a lot more research-based library work, 
U 

a lot more creative writing, and a lot more projects.'' 

At the end of the year, Mr. Richards responds more definitively and 

more positively to the question: "Can children take responsibility for their 

own education?" The answer is an unqualified "yes." Student responsibility 

has "increased considerably." This he attributes to his efforts to encourage 

students "to be accountable for their results." He believes i t  is important to 

"teach children responsibility for their actions and their own behaviour." 

Teacher Efficacy 

Mr. Richards considers himself a "mature person" who is "able to work 

k t h  the whole range of kids, different abilities." He admits, however, to not 
feeling affection for every child. When asked whether this is a source of 

Worry, he responds: "I don't worry. I ask questions." 
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As a teacher, Mr. Richards does not look "for a lot of strong leader- 

ship." He comments: "I think I provide my own. . . . I like to make decisions 

a t  the classroom level in terms of learning objectives, discipline. . . . "1 like 

to solve problems as best I can. . . . I don't move problems along." 

Commentary 

As noted previously, Mr. Richards is sensitive to the fact that a child is part 

of a family unit and as such "shares a value system with that family." He 

also comments that the broader the understanding he has of the child and 

his (sic) family, the more he feels "capable of directing or steering the Iearn- 

ing process thatJs of most benefit to him (sic)." However, these sentiments 

are expressed only in general terms and when measured against the dis- 
crepancy between attitudes and practices with regard to parent inkslve- 

ment, one is left questioning to what extent the sentiment is actualized. 

A further query comes to mind with regard to the shift i n  

Mr. Richards2 willingness to involve parents in instructional matters, 
which, as  noted previously is a departure from a sentiment expressed early 

in the year when he commented: "I look a t  teaching for learning as the area 
in which I work in, and I look for help from parents in behaviour." 

Whether this attitudinal shift led to behavioural changes in subsequent 

Years is not known as this school's participation in the project was limited 

to the first year of the study. However, optimism is guarded given the 

barriers to parent involvement that Mr. Richards spoke of early in the year. 
"Teachers," he explains, "as a rule get very insular. In the staffrooms they 

talk among themselves. They talk about teaching, and I don't think parents 

are particularly made to feel that welcome in that environment." With 

regard to parent involvement, "teachers, the system," he explains, are the 
"points of resistance." 



Mr. Richards: Parent Perceptions 
General Comments 

Family A has a hearing-disabled older daughter for whom they have had to 

serve as advocate. The mother explains: "My eldest daughter . . . has been 

in special schools and we've had a lot of fights with various members of 

everything-through doctor, teacher, everything. So I suppose I am little 

pushy on occasion." As a consequence, the mother comments, "you always 

sort of half expect" a problem when interacting with any teacher. "I'm 

afraid I have a little bit of a chip on my shoulder as far as teachers go." 

Although the hearing-disabled daughter is not the child participating 

in this study, and although Mother A has "never had any problems with 

any of the teachers at  Radmore school," she nonetheless "tend(s) to walk in 

(to the school) expecting a confrontation." Furthermore, she reports: "You 

don't have the sense that the teachers are concerned about helping you out 

with your child." 

Despite her negative experiences, she does attempt to view the world 
through a teacher's eyes on occasion. "I do feel that in a lot of cases, the 

teachers are working under a handicap. If you've got twenty odd kids in the 

class, you cannot give every child the individual attention they need." 

Inadequate individual attention for parents is also an issue. Mother A 
is frustrated with how little of either is afforded parents during parent- 

teacher interviews. Once again, however, she attempts to view this from the 
6' 7 teacher's perspective. I rn wondering, she says, "from the teacher's point 

of view, if it isn't difficult . . . especially, the first report. In a lot of cases 

they have have never met you or your husband. You walk in and you are so 

and so's mother or father. They've got to flip through and 'now what was 

the particular point they wanted to' . . . , so things could get overlooked from 
the teacher's stand as well." 

When speaking of teachers in general, it is evident that Mother A has 
her misgivings. However, when asked specifically about the school her 
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daughter attends, she states that the school has "a reasonably good atmo- 

sphere" and that the teachers "are quite good about answering any ques- 

tions. If I have ever phoned one of the teachers, they always return the call 

as soon as they can." While not speaking specifically of Mr. Richards, 
Mother A speaks favourably of all her children's teachers for the current 

year, stating: "I feel that if I do have a problem, I can go over and talk to one 

of the teachers-be it that one of the children is having a personal problem 

or a scholastic problem-either way. " 

Mother B also finds the school friendly. There are "lots of concerts to 

draw the people in (and there is) always . . . a packed crowd." She is also 

satisfied with how quickly the principal responded to a concern she had 

regarding vandalism of bicycles. Upon contacting the principal, who is new 

to the school, she was "thanked" and told that "he would look into it." She 

reported that the principal followed through on his word: "An announce- 

ment was made on the intercom that what kids were doing . . . had better 

stop." In her experience, this was a welcome change from previous home- 
school interactions. 

Teacher Regard for Students 

Mother A has taught her children that "you don't get respect unless you 

give it." Her message to them is: "You respect me. I'll respect you." "If that 

(respect) was missing a t  the school," she postulates, "they would notice." 

She adds: "I don't think that my kids would like their teachers if they 

weren't treated with respect." On the basis of what is not said, then, she 

assumes that her daughter feels respected by her teacher. At the end of the 

year, her opinions have not changed. She reports that Mr. Richards "listens 
to their (the students') opinions," and "the kids aren't afraid to talk t o  him." 
Given this, she believes that Mr. Richards demonstrates respect for 

students. 

With regard to teacher respect for students, Mother B notes that she 
"couldn't make a fair statement" . . . because she has not "watched him 

with the kids." However, on the basis of parent-student conversations that 
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occurred throughout the year, she believes that Mr. Richards "is trying to 
be fair." At the beginning of the year, however, she did have some concerns. 
"A lot of kids seem to get kept in ... like the whole class will get kept in for 
. . . sometimes up to a half hour"-"usually (because) the class is noisy 
when they shouldn't be." Like Mother A, she empathisizes with the 
teacher. "It is very hard to pick out just who is making the noise," thus "the 
whole class gets kept in." Nonetheless, she is concerned that the delayed 
departure from school endangers her child to some extent because he is 
then "walking home (in a rural area) by himself, when all the other kids 
are already home." 

Student Regard for School and Teacher 

At the beginning of the year, Mother A reports that "all of (her) kids enjoy 
school and are willing to . . . do the work, like to do the work." She also notes 
that "all of my kids like their teachers." At the end of the year, however, 
there has been a change in her daughter's willingness to work. Attributing 
the shift in student responsibility to age and peer pressure, Mother A re- 
ports that "this class is not good." Although the mother views her daughter 
as academically capable, she remarks that "if all the other children are 
thrilled with a C+, she is content and doesn't understand why we are not 
happy." The mother adds: "This is nothing against Mr. Richards." She 

attributes her daughter's changing priorities to a shift in friends. Whereas 
the previous year, this young girl's friends were "both honour students," 
this year she has a new group of friends who are "into hair, clothes, 
spending money, and boys." 

At the beginning of the year, Mother B views the relationship between 
teacher and student psitively and reports that her son "seems to like his 
teacher." At the end of the year, she reports that her son "liked 

(Mr. Richards) better at  the beginning of the year than he does now. Hard to 
say why. I couldn't give an answer. He was really excited to have a man 
teacher." She does, however, offer one possible explanation for this shift in 
her son's attitude-her son has come to question Mr. Richards' sense of 
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fairness. He "does not think that ( i t)  is fair," for instance that "when a 

couple of kids in the class act up, they all miss their phys. ed." 

ParentiTeacher Relationship 

At the end of the year, although Mother A reports that she does not know 
Mr. Richards very well, she describes him as being "very open" and "very 
nice." She admits, however, that there was a time during the year when 
she was "definitely annoyed." This relates to the "homework episode" 
described more fully in the following section. 

When speaking of schools and parents in general, Mother B is "sure 
they (schools and teachers) try to" deal effectively with the problems that 
parents raise. However, based on previous experience she knows they do 
not always succeed. "A lot of times, I imagine because of the time factor, 
they don't get back to the parents and say: 'Well, you know, we've looked at  
this problem.' " As a consequence, she remarks: "a lot of times parents are 
probably left wondering." This mother also comments that she "sometimes 
wonder(s) if bringing up an issue with the teacher will result in retaliation 
against your child. . . . I imagine it does happen." 

Speaking specifically of Mr. Richards, Mother B comments: "From my 
meeting with (him), I thought he was great and that he looked forward to 
any involvement that I could give in the classroom." The positive attitude 
toward parent involvement in the classroom "hasn't always been the case. 
But it certainly is this year." She explains the negative reference to previous 
years. "One time I got the impression that the teacher didn't want parental 
interference . . . She (the teacher) looked at  it as interference." By way of 

explanation, she remarks: "I think she (the teacher) probably felt threat- 
ened because there were a lot of parents that were concerned about her 
teaching methods. . . . I guess any time . . . a person feels threatened, they 
retaliate ." 
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Teacher Practices: Parent Involvement 

At the beginning of the year Mother A reports that her daughter brings 

home tests that must be signed by the parent and returned to the teacher. 
Apart from this, there is no other indication of teacher initiated parent 

involvement. The parents, however, plan to initiate contact themselves. 

They are concerned that "(their daughter) hasn't been bringing much 
homework home." "Now, she is a very smart little girl, but at  the same 

time, for grade six, she doesn't seem to be bringing enough home. . . . We 

don't really want to leave it until parentiteacher night or until the report 

cards come home, so we're going to give him a call." 

It is not clear from the end-of-year interview transcript whether the 

parents did initiate contact. However, it is clear that the matter was dis- 

cussed a t  a parent-teacher conference during which the parents were told 

that their daughter "was doing fine." "Then," the mother exclaims, "the 

report card came!" It was then that the parents learned that their daughter 

had either not been doing her homework at  all or had been returning to 
school with it incomplete. Not surprisingly, the mother comments a t  one 

point in the interview; "I wouldn't mind a bit more information coming 

home." Following this incident, the teacher introduced the homework books 

to those students who needed to be monitored more carefully. Mother A'S 
daughter was one such child. At the end of the year, the mother reports the 

use of the homework book and some communication by phone between 

herself and the teacher. 

Mother B reports that Mr. Richards has invited parents to visit the 

classroom during the teaching day. "I remember a statement made by him 

that any time that I had any questions that I was to feel free to contact him, 

that any time that I wished to observe the classroom that I was welcome." 
The benefit of doing so, she believes, is that parents "would know a bit more 

about (their) child's day." In this way, when students "talked about things 
that they had done that day, . . . you (the parent) would understand a little 

more." She is considering taking advantage of the offer, but before doing so 
would need to take into account how her son might react. "As kids get 
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older," she remarks, . . . "you have to consider their feelings, that  may 

single them out in the classroom. . . . at  this age, 1 don't think they ever like 

to be singled out." She continues: "He might have the idea that the other 

kids felt that I was there for a specific reason, because he was doing some- 
thing wrong or wasn't learning as well as he ~hould.  If the teacher made 

an  announcement that we're going to have various parents this month 

come in on set days to observe, that would be different." 

At the end of the year, Mother B remarks that "this teacher hasn't 

followed through on some things." For instance, a t  the beginning of the 

year he had informed her that "if he had worksheets that were extra in the 

areas where he (the son) was having trouble," he would send some home. 

"But," the mother reports, "there seems to be a problem getting it." Another 

instance of a failure to follow through was Mr. Richards' unexplained 

decision to drop a project about which the "the kids were really enthusiastic 

and ready to go." On the basis of this mother's comments, neither the 

parents nor the students were offered an  explanation for this decision. 

Mother B notes that they "were going t o  phone Mr. Richards and find out 
what happened, but . . . didn't." 

Mr. Richards: Student Perceptions 
classroom Learning Environment 

Student A, like Student B, describes the classroom as "pretty good." Her 

assessment is based, a t  least in part, on the observation that Mr. Richards 

"jokes around a lot." 

Student B describes Mr. Richards' class as being comprised of "rowdy 
kids and good kids and average kids." Although this student describes i t  as 

a "good classroom," he comments that "because the kids are noisy, . . . you 
end up getting distracted and then you can't concentrate on what the 
teacher is trying to explain." 
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With regard to learning activities outside the classroom, Student B 
believes that  Mr. Richards expects parents t o  help their children with 

homework. "Hell ask me: 'Did your parents help you or something like that 

and he is glad that they do because i t  shows that the parents like to help and 

they enjoy to help the children doing their work." 

Student Regard for School and Teacher 

When asked if the school she attends is a good place to learn, Student A re- 

marks: "Well, i t  is pretty interesting." A probe elicits the following elabora- 

tion. "Sometimes when the kids get in trouble or something and you are 

watching, i t  is kind of interesting to watch." Further questioning results in 

the information that "sometimes there are interesting things to learn." 

Student B "actually enjoy(s) going to school . . . i t  is nice." And, because 

he has been "doing good," he believes that his parents "feel pretty good about 

i t  (the school)" as  well. Speaking specifically of Mr. Richards, Student B 

mentions that he thinks his teacher "likes it* when students make sugges- 

tions about how things could be done better in the classroom. This way, the 
student explains, "he will know for the next year or later if he has another 

chance-that he will know to do that." Student B provides a specific in- 

stance of positive student-teacher interaction. He reports receiving a deten- 

tion that  "was not really fair," because "somebody else should have (had 

one) too." This issue was resolved to his satisfaction. He was able to "settle i t  

out with the teacher" and, as a consequence, "now i t  is working good." 

Count for Something 

Student A is unsure whether she counts for something. "Sometimes," she 

reports. "But sometimes I just . . . I don't know . . . sometimes I guess . . . 
no not really I don't think. Occasionally, yeah, but not really." When she 

does feel as  if she counts for something, i t  is as a consequence of getting 

"praised or something . . . like from a teacher or from the principal or even 

from a friend." "Then," she says, "I feel really good and i t  helps me." 
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Student B is more certain and more positive in his response. Two kinds 

of experiences cause him to feel that he counts for something: one has to do 

with helping other students. "When "I'm done my work, a lot of people 
come up to me and ask me questions of how to do this;" and the other has to 
do with "helping the teacher lots-marking or something like that." 
Although the opportunity t o  help a classmate has a positive effect for this 

student, he indicates that there is a limit to the amount of peer assistance 
permitted in  the classroom. "Sometimes (Mr. Richards) doesn't (like 
students helping students), because usually lots of the people don't work. 

They just sit and talk." 

Commentary 

For technical reasons, end of year interviews for Students A and B were not 
available. Therefore, Time 1 and Time 2 comparisons were not possible. 

However, Time 2 interviews with three other students in Mr. Richards' 
class reveal that what Students A and B describe at Time 1 are similar in 

substance to what other students report a t  Time 2: students continue to per- 
ceive Mr. Richards in  a favourable light; however, a noisy classroom re- 
mains problematic for some. One change that has occurred during the year 
is that seating assignments have shifted. At the end of the year, desks are 

no longer in straight rows but rather are arranged to accommodate small 

group discussion and group projects. 
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Mr. Roy: Teacher Self Report 
General Comments 

Mr. Roy is new to Radmore School and makes reference to this fact several 

times. He is, however, not the only new member of staff. "Basically, fifty per 

cent new staff," including the principal, are working together for the first 

time. 

His previous teaching assignment was in a more remote community 

where the school enjoyed a "stable teaching population," where "parents 

and teachers (came) to know each other," and where, as a consequence, 

there was "not this awkwardness" that he is experiencing in his present 

assignment. The "awkwardness" between colleagues is reflected in his 

comment that he is "treading very carefully;" that between teacher and 

parent is associated with the "getting acquainted period when things are 

awkward on both sides," which resulted in parents " s t ayhg)  away in 

droves" at the beginning of the year. 

Teacher Attitude: Parent Involvement 

In Mr. Roy's opinion teachers who don't get parents "on-side . . . have more 

trouble with home-school relations . . . because the parents seem cut-off." 

"If you can get a parent on-side, it makes a difference with the kid. . . . A11 
of a sudden the parents can see what's going on in school and they're a lot 

more sympathetic, a lot more supportive." 

Speaking more specifically, and with a focus on parent involvement in 

the classroom, Mr. Roy comments that "you get a lot more support from 

parents who work in the classroom. The parents are better able to under- 
stand what's going on and to help the kids. It gives the kids one more 

resource person that they can go to." He notes, too, that "when a parent 

comes in, that parent is known by more than just their own child. His (sic) 

friends know the parents and there's a change from within too." 
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Mr. Roy's attitude to parent involvement is clearly expressed in 

response to an open-ended question posed a t  the end of the interview. He 

states: "The more you can get parents involved in the kid's education, the 

more the kid gets the idea that education is important because Mom or Dad 

is involved-someone who's important to them. . . . When a parent takes an 

interest, i t  gives added importance to education. It helps." 

Parent involvement not only emphasizes the importance of education, 
it  also makes education "easier . . . for the kid, the parent, and the teacher 

because there's three of you involved now instead of just two. The parent 

isn't outside looking in. The parent is part of it." 

Teacher Practices: Parent Involvement 

Based on previous experience, Mr. Roy believes that having parents in the 

classroom is "a nice thing to do," but admits: "I haven't gone out of my way 

to solicit" their participation in the classroom. He is reactive in this regard, 

as is evident from the statement that "if they ever ask, they'll be welcome." 

He is more proactive, however, when it  comes to searching for reasons 

for undesirable shifts in  student behaviour and in  keeping parents 

informed about student progress. Pertinent to the first point, he speaks of "a 

fairly decent kid" who "got in trouble" and who had "fallen in  with this 

group of kids. . . . I didn't think it  was usual SO I phoned the mother and 

asked if anything was going on special." 

With regard to student progress, Mr. Roy initiates the use of a home- 
work sheet when a student is falling behind on assignments. Because this 

sheet must be signed and returned the following day, i t  is seen to be "an 

effective way to involve parents." This particular link between home and 

school is done on an individual basis when deemed necessary and is not a 

classroom-wide practice. 

Mr. Roy reports working one-on-one with parents who call with 
Queries regarding homework assignments and comments on a parent who 
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came in to ask about a science project that the parent and student could not 
"get . . . to work a t  home." Parent and teacher "went down and looked at the 

book. There were a couple of points that didn't get home .. so now theyYre 

back on track." At the end of the year, he also reports that he had regularly 

met with one parent "before eight o'clock on Thursday mornings . . . to 

discuss what homework was coming up the following week." 

The activities noted above, however, are responses to specific situations 

and do not represent a systematic approach to parent involvement. Toward 
the end of the year and as a consequence, a t  least in part, of attending the 

teacher workshop conducted as a part of the study, more global activities 

were introduced. Students, for instance, prepared a class newspaper "just 

to let them (parents) know what was coming up" each month. It included 

information about test dates and informed parents of student acti-:ities 

beyond school. A second activity involved an evening informational meeting 

to discuss a family life program to be taught in class-no parents showed 

up. Finally, Mr. Roy began a telephone log and contacted parents on a 

regular basis, regardless of whether he had "something good or bad to say." 
From Mr. Roy's perspective, parents responded well t o  the latter initiative 

and as  a consequence "more parents (began) phoning and asking specific 
questions about assignments." 

It  is difficult to determine with certainty whether these activities or 

some other factor contributed to the perceived change in teacher-parent 

relationships. However, Mr. Roy assumes that "being involved in the pro- 

gram" is a t  least partially responsible for seeing "more grade six-seven 

parents than I have before." "I had no parents up till about Christmas, It  

wasn't until we came back after Christmas that parents started coming 

in." "They're more willing t o  phone and talk to you too, seems to me." He 

remarks: "There was a time when parents didn't figure there was anything 
they could do to help." This year, however, "parents found out . . . there are 

concrete things that (they) can do "and they're doing them." 
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Teacher Attitude Toward Students 

General 

Mr. Roy acknowledges that amongst some teachers there is a "theory that 
the kids are what they are because of their socio-economic background and 

there's nothing that we in the school can do to change that." He does not 
subscribe to this point of view. He reports the words of another teacher on 

staff who says: "Then we have (Mr. Roy) who thinks we have potential 

Rhodes Scholars, and he doesn't like to hear us talking differently." 

Mr. Roy believes that "in grade 7 there's a lot of social things going on. 
Sometimes they become more important than education." School is not "a 

very high priority with many of the kids who are here." He speaks of a 

difference between primary and intermediate in that the "intermediate kids 

aren't that motivated." As a consequence, while some students are given 

the opportunity to do their own work, "by far the majority are being very 
strictly channelled." 

By the end of the year, however, "kids have started being selective" with 

whom they choose to work with. Whereas "at the beginning they got 

together and worked with their friends, now they're moving away from 

their friends. If they need help with something and a friend can't do it, 

they'll go and find somebody wholl help them." 

Another way in which responsibility improved over the year is that the 

students are "better about taking stuff (home) than they were a t  the begin- 

ning." Mr. Roy explains: "Now you have parents phone and find out what it 

is they've missed. Kids know this. Might as well take it home. They're 

going to find out anyway." These comments do not suggest that students 

have internalized responsibility; they do testify, however, to the importance 

of teachers and parents working in concert to encourage external account- 
ability. Intrinsic valuing of education by students, however, has also im- 

Proved. Mr. Roy remarks: whereas "during the first term they (the 
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students) were here for one reasons and I was here for another . . . now 

we're both working for the same thing." 

Teacher Efficacy 

At the beginning of the year, Mr. Roy provided more negative than positive 
comments with regard to satisfaction with professional accomplishments. 

There were some students he found "really hard to reach." He spoke of one 
student who told him "the first month of school that his goal was to be the 

first one kicked out of school this year." Mr. Roy reports that "the same kid 

told me that  school is a waste of time" . . . "and that guy, I just haven't 

reached." Though Mr. Roy states: "I'm not being as effective as  I'd like to 

be," he believes that he does have an affect on every child, even the student 

referred to above. "It isn't as great an effect as it  is with kids who are really 

there to learn, but even he's coming around." 

Mr. Roy: Parent Perceptions 
General Comments 

The information noted below is based on interviews with two families. 

Parents A have a daughter in Mr. Roy's class; Parents B, a son. Although 

"the secretary really makes (Parent A) feel welcome," he is less comfortable 

visiting the school this year than in previous years when he "knew a lot of 
the teachers and the principals." There have been "a lot of staff changes. . . . 
All the ones (teachers) that I knew, to talk to and feel really welcome have 
all gone." 

Parent B, on the other hand, a father with a step-son in  ~ r .  ROY'S 

class, feels welcome in the school and comments that he and his wife have 

had "a really good reception over there." He comments on two positive 

features of the school: the "interesting award programs for the children" 
and the "social structure a t  this school," which "is a lot of fun." 
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This father, who describes himself as "an exceptionally old parent . . . 

fifty-seven years old," finds i t  "very difficult . . . to keep abreast of new 
things, what they're teaching." This, however, does not cause him to feel ill 
at  ease when he meets his children's teachers. He "always feel(s) comfort- 
able meeting with people," because, he explains, "I have the upper hand. I 

am in politics, so I'm not afraid to speak." 

Teacher Regard for Students 

Parents A believe that Mr. Roy does respect their daughter. They base their 
opinion on the fact that "she doesn't get in trouble as much as some of the 
kids" and that "she seems to be picked to do things occasionally," such as 

making deliveries to other classrooms or the office. 

When Father B is asked to comment on the teacher's respect for 
students, he remarks that he does not "understand the basis for the ques- 
tion" and that, in fact, he has "never thought of it." After some reflection, he 
says: ''I don't know why they wouldn't." When the same topic is raised at  
the end of the year, he goes into more detail. "I don't know if you would call 
it 'respect.' . . . I think i t  is a professional relationship between thirty-one 
students and a teacher and if that is respect, then I suppose that's what it 
is." He goes on to say that his son "is fitting into that middle slot where he is 
neither dull nor bright, but just trucking down the middle--doing his aver- 
age thing and not making any waves. I suppose that might earn respect." 

Student Regard for School and Teacher 

Based on previous experience, Father A assumed that his daughter was 
comfortable approaching her teacher with school-related queries. While 
discussing a questionnaire item on this topic, however, he learned this was 
not the case. "I assumed she was comfortable with this one (Mr. Roy)," he 
comments, "because she was always comfortable with (other teachers)." 
Nonetheless, he reports, "she seems quite happy to go" to school and "does 
fairly well. She's not an A student, but she's pretty near a high B." 
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Father B assumes a positive relationship between student and teacher. 

He does so based on a positive change in son's attitude toward school that 

occurred during the year. At the beginning of the year Father B describes 

his son as "a very defiant child" who "doesn't read very much" and who 

considers school "a waste of time." To this young man, who is soon to be 

fifteen years old, school is "dumb." At the end of the year, however, the son 

is taking more interest in school and whereas at  the beginning of the year, 

he was "a bit belligerent about doing homework . . . he takes it now to his 

room and does it . . . i t  is, quite frankly very pleasant," the father remarks. 

Because of these positive changes in the son's behaviour, the father 
assumes that "(his son) and his teacher must be getting along better. I say 

that because (my son) is doing so much better." As a consequence of his 

improved performance, this young man "has a much more positive attitude 

towards school." The father is not able to explain this change. "Either his 

teacher has gotten through to him in the last six months . . . or something 

personal has happened-I have no idea what has caused it, but it is great." 

"I'm really proud of him." 

Parent-Teacher Relationship 

Whereas some parents are uncertain about whether the teacher views 

them as a partner in their child's education, Father A's response is defi- 

nite. "I don't feel that. No." This father is also one of the very few parents 

who report feeling excluded from their child's education, indicating that 

this is the first year he has felt this way. When asked if the teacher missed 

opportunities to gain parental support, the father replies: "There are times 

when I think he's missed the boat, but I can't specifically think of when." 

Father B, however, feels differently. "Not ever" has he felt excluded 

from his child's education, and "not ever" has the teacher missed an oppor- 

tunity to gain his support. 

At the beginning of the year Parents A report that the first word that 

comes to mind when asked to comment on the relationship between parents 

and teachers is "nothing." They explain: "We just haven't had the contact 
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with the man. They find Mr. Roy "very, almost stand-offish" and note that 

they "haven't gotten to know him that well." At the end of the year, things 

have not changed that much. Although they "have gone up a couple of 

times and talked to him," they "didn't get too much information," The 

father remarks: "I thought that would change after he went to that work- 

shop (referring to a project workshop for teachers), but it didn't." 

These parents acknowledge that they have not taken much initiative to 
reach out to the teacher. They cite three reasons for this: one, i t  is their 

daughter's last year in this school. "I've got to go on to the next school any- 

ways and that's going to be hard enough," the mother comments; two, the 

parents "just don't feel comfortable talking to (Mr. Roy);" and three, they 

question "his beliefs (and) his way of handling situations." Although the 

father supposes i t  "is the wrong thing to do," he chooses not to discuss his 

concerns with the teacher. Rather than "make waves" or create "a conflict" 

between teacher and student, the father opts to clarify home values with his 

daughter and leave it a t  that. Although they elect not to contact the teacher, 

both parents indicate that they could and would if it were critical for them to 

do so. 

Speaking in general terms about the parent-teacher relationship, 

Father B describes it as "distant" and comments that "we just don't see each 

other even though we're working toward a common goal, aside from the 

interviews that we go t o  fairly regularly." He adds: "I don't know how on 

earth you could ever improve that." 

After having said this, however, Father B discusses the current 

teacher of another child in the family-a teacher who seemingly does know 

how to overcome this distance. This teacher "has been excellent," the father 

comments. We have "sat down and brainstormed about how we could get 

this kid to actually do what we wanted him to do." He also speaks of a 

previous teacher, who, working with the child who is participating in this 

study, "explained where (his son) was having . . . problems, how to work 

around the problem. How to get him doing it correctly so that everybody 
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could understand i t  on the same wavelength." The father adds: "I don't 

know if the guy could do any more." 

When asked to focus specifically on his interaction with Mr. Roy and to 

consider if Mr. Roy views him as a partner in the child's education, the 
father responds: "I've never thought of i t  specifically. I would be hard- 

pressed to give a yes or no answer to that." Nonetheless, a t  the end of the 

year, Father B holds Mr. Roy is high regard. "From what I see coming 

home, he is an excellent educator." 

Teacher Practices: Parent Involvement 

When Father A is asked what prevents him from helping his daughter 

more than he does, he replies: "Myself, it's basically I don't know a lot of the 

stuff they're learning nowadays, especially in math." This situation is not 

helped by the fact that the parents "never hear from (Mr. Roy),'' they "never 

got any correspondence from him," and apart from occasional parent- 

initiated contact, the only time they have spoken with him was during the 

"parent-teacher interview after the first report card." 

The lack of parent-involvement strategies is also evident in Parent B's 

suggestion that parents and students would be well-served if the teacher 

were to send home information that would help parents help their children 

with mathematics. Showing sympathy for the lot of today's teachers, the 

father remarks: "God knows those people have got enough to do already 

without providing information for parents." Nevertheless, he believes i t  

would be helpful "if . . . somehow or another, we could have some fact 

sheets . , . a companion book that goes with their math book" that would 

help parents understand the new approach to mathematics instruction. 

The end of year brings little change in the parent's perception of 

teacher-initiated parent-involvement strategies. "I don't think we ever had 

any serious communication. There may have been notes sent home to do 

such and such ... or something." 
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Mr. Roy: Student Perceptions 

Classroom Learning Environment 

Student A considers the classroom work "challenging" and speaks of 

having to work hard to keep up. Because she does not have time to finish the 

work in class, she has homework "every night. 1 should have about an hour 
of homework," but "usually I have about an hour and a half to two hours, to 

two hours and a half. . . My mom doesn't think that is right." 

This student finds the classroom itself very noisy. "The teacher yells a 

lot. It could be quieter. . . . It would be neat if you could go to some place, 

like your own little place in the classroom where it is really quiet and just 

like think to yourself, because it is always really noisy in there." 

Student B, however, describes the classroom environment as "pretty 

good." The teachers and the students and the work are fine." 

Student Regard for School and Teacher 

Speaking generally, Student A comments: "I would like to be more fiiendly 
to teachers, like teachers be more friendly to kids. Like almost have a 

teacher that you can talk to because I don't want t o  go to any teachers in 

this school and say: 'I don't like the way we have so much work and every- 

thing' because I don't feel comfortable doing that." 

Student B, on the other hand thinks that the school "is pretty well okay" 

and reports that his parents, too, "feel good with the school." He also 

comments that "they like the teacher." 

Count for Something 

Because she "help(s) a lot around the school," Student A believes she "sort 

of' counts for something. Student B reports feeling similarly, reporting that 
he "just fit(s) in." Having "lots of friends in the school" also causes him to 

feel as if he belongs. 
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Mr. Simpson: Teacher Self Report 
General Comments 

Mr. Simpson is a "fairly new teacher7' who describes his workplace "as a 

tough school" in a "tough feeder area." It is the kind of school "where you 

could say, God, why do I teach? And it's the kind of place where you think, 

ah, this is just excellent-depending on how you roll with it." "For a lot of 

the kids my classroom . . . the things that I set up for them is the most 

security they have in a day-the five hours I have with them-because they 

know how I'm going to behave. They know that it's a fairly safe 

environment." 

Teacher Attitude: Parent Involvement 

Mr. Simpson appears to be of two minds with regard to parent involvement. 

On the one hand, he feels that "if a parent made a commitment t o  come in 

every Tuesday or Thursday for an hour in the afternoon and you could 

count on that, you could work that into it (your schedule). It would definitely 

help. You could plan around it." On the other hand, he remarks: "I'm still 

a fairly new teacher and I really like to do i t  myself. I like keeping 

organized myself." Perhaps "that will change as I get more experience." 

Lack of experience, however, is not the only barrier to parent involve- 

ment. Within the school there is a negative history of parent-school rela- 
tionships. Mr. Simpson reports that "they have had a few parent helpers 

that they'd rather not have. . . . They've just created more problems than 

it's worth. I guess we've had some busy-body parents that want to tell 

teachers how to do their job and think they know what's right and tell 

everyone how to do it. So instead of a helper they want to be a white hat 

foreman and that gets to be a problem instead of a help." Parents of this sort 

would be particularly undesirable to Mr. Simpson who comments: "I don't 

think that they (parents) should be teaching, because to think that anyone 

can teach is really a slap in the face of teaching, isn't it?" 
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Another factor affecting teacher-parent relationships is Mr. Simpson's 

perception that the parents' "attitude toward teachers here is that we're 

under worked, over paid. That's their attitude. So that is why, at  least that's 

my belief as to why, we don't have as many parent helpers." 

It appears, however, that even if parents were willing to help, their 
efforts would be resisted. Mr. Simpson explains that there are some 

teachers in this school who are "very union oriented (and) who don't want 

parent helpers at  all." To the union oriented teacher, "parents helping takes 

a union job away." 

In spite of these obstacles, Mr. Simpson has established some positive 

teacher-parent linkages. "Some of the parents you get to know quite well," 

he comments. "It's past that, it is friendly. I think it works pretty good 

because when there's a hard situation, you can come to the person and you 

can talk frankly and openly and you know that it's OK. You know that it 

will be accepted." 

Teacher Practices: Parent Involvement 

Mr. Simpson does not have parents working in his classroom in an instruc- 

tional capacity. Generally speaking, he does not differ from other project 

teachers in this regard. He does, however, report attempts to keep parents 

informed of classroom learning activities by sending home "a math and 

reading report card once a month." "What I do is staple all the math and 

reading homework in a big thick package." The parents "have to sign it and 

when they sign it, they have to look through it and see what they've done for 
that month." "I can't make them look at  it,', Mr. Simpson comments, but 

"I've done my part." 

Sending the package of materials home on a monthly basis is one way 

Mr. Simpson tries to "educate" parents; another way is to respond to their 

queries regarding assigned marks. "A lot of parents will come in and say: 

'Why is this marked wrong?' I try to educate them as to . . . why your 
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student has a C. This is how your student can get an A. That has been 

happening with about 2 out of 25 parents." 

With regard to making telephone contact with parents, Mr. Simpson's 

comments are contradictory. On the one hand, he reports: "usually the only 
time I call parents is either on a really positive note or a really negative 
note." On the other hand, he indicates that he typically makes contact only 

when things have gone awry: "Unfortunately, that's the time I contact . . . 

parents. . . . I keep them (the students) very accountable. I phone the 

parents all the time to let them know that this was what was supposed to 

happen and this is what your child did." 

Keeping parents informed, however, does not always have the desired 

effect. "If a student (does) a poor assignment, I . . . have a stamp thht says 

'parent, please sign.' Although the student is often asked to redo the 

assignment prior to requesting the parent's signature, Mr. Simpson 

reports that the student will often "give me the exact same mess again and 

the parent will sign it without even reading i t  or checking it, which 

communicates to the student that I just have to do a mess and I11 get it 

signed-so the stamp doesn't mean anything." These incidents suggest to 

Mr. Simpson that "the kids are running the show a t  home." I "try to get 

them to get their kids under control, because they (the parents) don't seem 

to be able to." 

Mr. Simpson acknowledges that not all parents are disinterested or 

unhelpful and that some do come in and let him know that they don't 

understand what is going on in class. In these cases, he says: "I'll teach 

them what I do so that when the student takes the work home, they (the 

student) can't say: 'Well, Mr. Simpson doesn't want that done,' (because) 

they (the parent) will say: 'Uh huh, he told me that he does.' " 

Mr. Simpson recognizes that not all parents are comfortable approach- 

ing the school. He understands that the lack of home support may be a 
result of parents having "had bad experiences in education." Unfortunately, 

"they reinforce it with their kids." He also believes that for some parents it is 
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a matter of doubting their ability to help. "I can't do this. I couldn't do it 

then. I can't do it now. That's the teacher's job. Don't send this home." 
Mr. Simpson's assessment is that those parents who "are capable, are 

interested. The ones that aren't, are half interested half not interested." 

Teacher Attitudes Toward Students 

General 

Mr. Simpson "like(s) these kids" and his concern for student well-being is 
reflected in many of his comments. "I really try to get to know what's going 
on at  home. . . . and I have a fairly good idea . . . For most of the kids I know 
what happens when this kid takes homework home and I know what 
happens when this kid takes homework home." In some instances, he 

remarks, if a "kid gets anything done it's amazing." 

He perceives himself to be a "fairly flexible person" and although he 
has "very structured rules and guidelines, they're bent a million different 
ways depending on who the kid is and what the situation is." He has 
adopted the attitude that "as long as they're doing the best they can, that's 
good enough." 

These statements and those included under the section "teacher 
efficacy" speak of a regard for students. This is not to say, however, that he 
necessarily trusts them. "The kids," he comments, "are excellent at  playing 
two ends against the middle. . . . They can be a t  the office and be told some- 
thing and walk to the class and have a different thing and have both sides 
confused." He is of the same opinion with regard to home-school relation- 

ships. "Most of them (the parents) don't really know what's going on here. 
In the distance between here and the home, they (the students) can change 
things around to make it fit the way they want it to fit." DO you think kids 
often play one end off against the other, he is asked. "Like a piano," he 

responds. 
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student Responsibility 

At both the beginning and the end of the year Mr. Simpson is asked 

whether students can take responsibility for their own education. In the 

Fall he indicates that students "have to be responsible for their decisions 

and their actions;" in the spring he replies: "yes and no." Based on his 

experience with the students in his class, Mr. Simpson believes that he 

must run a very structured classroom. "If I said this was due next week 

and gave them a little bit of leeway, nothmg would get done." 

Teacher Efficacy 

Mr. Simpson perceives himself to be growing professionally. "I'm pretty 

happy with my reading program, and I'm quite happy with my math 
program." With regard to socials and science, he reports: "I'm still getting 

better . . . I'm still growing." 

('I'm not the kind of person that  thinks I know everything," he 

remarks. "I'm not afraid to ask (if) I'm having trouble with this . . . trouble 

with that." Feeling comfortable asking for assistance is one reason, he 

comments, that he is able to say: "I'm becoming a better teacher." 

As noted previously, Mr. Simpson reports that  this school has "a 

tougher clientele" than others in the district. One positive consequence is 

that "what I do in  there means more and has more effect." He speaks of 

"tough kids" and "hard attitudes" that you cannot let "knock you right down 

and bury you." As long as one is able to "keep i t  in  perspective," then teach- 

ing a t  this school can be satisfying. He admits, however, to feeling as if he is 

"getting rough around the edges from being hard fisted." Being hard fisted 

is necessary, "because they (the parents) are not being that (way) a t  home." 

Although working in this environment has its rewards, there are days 

he admits to feeling "like I'm just beating my head against the wall. We 

might as well go out and play soccer . . . run them into the ground for the 

day, because it's not happening in the classroom." Nonetheless, he believes 

that he "definitelyfi affects every child and that because he is working with a 
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"tougher clientele" what he does in the classroom means more and has 

more effect. Furthermore, he adds, "the kids appreciate it." 

Commentary 

Little, if any, change in attitudes or practices is noticed between the Fall 

and Spring data collection periods. This is a difficult placement for a novice 

teacher who perceives his assignment to be in a difficult school, in a diffi- 

cult feeder area, with a staff that is antagonistic toward parents for a vari- 

ety of reasons, and a parent population that is characterized, for the most 

part, as being antagonistic toward the school and its teachers. While there 

are indications of some understanding of why parents are not supportive, 

and while there are indications that this teacher has reached out success- 
fully to some parents, it is questionable, for both personal and contextual 

reasons, how proactive Mr. Simpson may become in aligning himself posi- 

tively with parents in a collaborative, rather than hierarchical, relation- 

ship-especially with those parents who "if the teacher doesn't get it 

through to the student," are not able or willing to "take the ball and run and 

make sure that the child does get it." 

Mr. Simpson: Parent Perceptions 
General Comments 

Three parents from Mr. Simpson's class were interviewed: Mother A has a 

son in his class; Mothers B and C each have a daughter. Mother A reports 

that she'has always found the school "most pleasant" when she has been 

there-"even when I'm complaining," she adds. "The teachers . . . are open 

and friendly and willing to discuss things. . . . I haven't had any problems 

with any of them being unfriendly." She notes that she "used to know some 

of the teachers better a few years back, or at  least I think we did, and they 

us, probably . . . more on a first-name basis. But there's been some teacher 

changes, but it isn't a problem. They're friendly and they can't be expected 

to know who belongs to whom when you go once or twice a year." 
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Mother C, too, feels welcome in the school. "Most times they welcome 

the parents to be there-it seems like that anyhow." 

Mother B, however, does not feel the same comfort with the school as 

Parents A and C. She explains: "I was involved in the parent advisory a t  

one time . . . and I did a lot of fund-raising . . . for the school. . . . They had a 

lot of problems with different principals during that three year time and 

when it came to the end of the three years, I felt that the work wasn't 

appreciated. . . . I had made a few little waves in trying to get it complete 

because once you start you have to complete-on the playground or some- 

thing like that-twenty thousand dollars. And I just felt a little uncomfort- 
able, because when you make waves to get a project like that done, you can't 

go into the school and feel comfortable with the principal or someone that 

you have had a confrontation with. . . . You try to be polite, but it is not the 

same as the way it was." The current school year, however, has been "a 

little easier." Nonetheless, Mother B continues to feel that the school's 

message to parents is: "Just keep out and let US do our own thing, and we'll 

get along fine." 

Teacher Regard for Students 

Father A believes that Mr. Simpson does respect his son and, when inter- 

viewed at  the end of the year, he reports that the respect has grown over the 

year. "He speaks very highly of (my son)." "I think as he got to know him. 

. . . I'm not sure you can have respect for anybody t o  start with. It takes a 
while to figure out which kids are which." "Or," he questions, "maybe he 

respected everybody and then lost it. He seemed to anyway." 

With regard to his own child, however, Father A is satisfied with the 

teacher-student interaction. "They give (my son) lots of recognition that he'g 
doing well and that's important to us that he get the recognition. He knows 

he's doing good. Feels proud. Comes home with all of his work. Says: 'See 

this? Look, all As and some Bs,' he says. He's really happy and proud. So 

they must be doing that at  school. If he was showing kind of an attitude that 
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he didn't like or felt bad about some things there, we would know that in 

quite a hurry, just by his behaviour." 

Mother C also speaks positively of Mr. Simpson's regard for students. 

She believes that he is good for her daughter. "He doesn't let up on her." "He 
is kinda that strict kind of a teacher," the mother explains. "He catches her 

every time" she lies to him about her homework being completed. She will 

say: 'Oh yes, it is done,' and he will look at  it and go: 'No it's not.' She does 

that constantly with him." The mother believes that Mr. Simpson respects 

her daughter. "I have seen him talk to her about certain things . . . and he 

never treats her with disrespect. He is firm. . . . I think he respects her as a 

person." 

Unlike Families A and C, however, Mother B is convinced that 

Mr. Simpson does not respect her child. "He figures (my daughter) com- 

plains a little too much and he also says that she has a little bit of trouble 

socializing in school . . . She stays in a t  recess and lunch as much as she 

can so that she avoids anything out in the school yard that is confronta- 

tional. And he doesn't like that. . . . He more or less tells me on frequent 

occasions that i t  is a privilege for her to be inside and he can take that 

privilege away anytime he chooses." 

Student Regard for School and Teacher 

Father A believes that "overall," his son "likes" school. "He never misses 

school . . . (and) we never have to tell him to do his homework. He grumbles 

about going, but he still goes no matter how he feels." Boredom, however, is 

a problem. "Very often he says that we didn't learn anything today." They 
taught me absolutely nothing." The father comments: "I'm not sure what 

nothing means to him. . . . probably he picked up some things but doesn't 

recognize it." Overall, however, the father feels that his son "is happier that 
he's doing better. . . . he's happier about school." 

Once again, Mother B reports a less positive scenario. "To be honest, 

she says that she hates" school. "But she goes. There was a time in January 
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where she cried for about a week straight and didn't want to go any of the 

time, but it was more a social thing than a school thing-like a teacher 

thing." "To be honest ," the mother comments, her daughter's discomfort 

with school is not restricted to the current year, rather "it has been all of the 

years." For this young girl school "is not easy. It is not fun. It is not enjoy- 

able." Nonetheless, things "improved a little bit" during the latter part of the 

year. 

Mother C's 

who is described 
attention span," 

three. "She has 

work. I have to 

daughter is also one who is not fond of school. This girl, 
by her mother as "very fidgety" and as having a "very short 

"doesn't like" school now and has not since at  least grade 

never come home and took out her books and started to 
ask." This student, who repeated grade four, "has men- 

tioned . . . a few times, 'I can hardly wait until I am out of school.' " 

ParentcTeacher Relationship 

Speaking of teachers in general, Father A comments: "I always feel that 

school teachers have never really, really experienced life. They've grown up 
through the school system and they've gone to university and then they've 

taught school. And they perceive everything as if it, as what they read it in 

the newspaper. And that really bothers me because our children, of course, 

right away . . . think a lot of their teachers and they respect their opinions 

and I believe that they're misled in a number of cases because the media is 

often not correct in what they're saying. I think as a person working in 

industry, I could do a lot to tell them what's true and what isn't true." 

This general concern was personalized during the school year. Father 

A explains: "My boy came home and said that because I worked for the pulp 
industry, I was inhumane. I was destroying the world. The environment 

was a literal mess because of my actions. So I went over there and asked 

them which comic book he was reading." The outcome of the teacher-parent 

discussion was a parenbled "tour of the nursery out where I work to see 

how we go about reforestation." Prior to this event, the father said, "I had 

the feeling that the kids thought that I was a murderer . . . because I work 
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in the forest industry. That's a bit of a sore point." The father continues, 
"the point I'm trying to make is that a teacher should never be a teacher 

until he's experienced some walk of life for five or six years after he gradu- 

ates." The father believes that he made the teacher "feel uncomfortable" 

when they meet to discuss this issue, "and that was on purpose." 

Speaking specifically of his relationship with Mr. Simpson, Father A 
indicates that he has "no idea" what this teacher thinks about teacher- 

parent relationships. "He's relatively young and probably doesn't have too 

much for insight into that type of thing. Probably trying to do the best job he 

can, but pretty young." In sum, "there isn't much of a relationship." 

Mother B's discomfort in the school extends to the classroom as well. 

When asked if she feels welcome in the her child's classroom, she 

responds: "No." She explains: "Me and the teacher have not agreed on a 

couple of points. . . . We don't see eye to eye on things, and that is okay, but 

you always try to communicate and keep i t  open." From this mother's 

perspective, however, keeping the lines of communication open is difficult. 

To her, i t  feels as if "I have to be three weeks in advance and make prior 

warning and stuff like that." 

Another grievance involved a homework assignment to be completed 

over the Easter break. "It was to be done-no exceptions, no other. There 

was two hours a day for the whole holiday break. We fought with (our 

daughter) all week to do this homework. . . . She got into school on Monday. 

She had i t  done. He asked how many people had it done and about fifteen 

hands didn't go up and he said, 'Well, you've got until tomorrow.' " The 
mother was displeased with this and phoned Mr. Simpson t o  discuss the 

issue. She suggested that students who had completed the assignment on 

time be awarded bonus points. The teacher responded: "No, we do not give 

out bonus points for having it done early." The mother then asked: "What 

are you teaching our kids? You lay down the law and then you change your 

mind a t  the last moment-especially when we had to really push this to get 

it done over the holidays." 



&uaLitatice Findings 

In sum, the mother feels that the relationship between herself and the 

teacher has deteriorated over the year. She does not feel comfortable meet- 
ing with him and she assumes that "he is thinking 'not you again.' " 

Mother B points out that the negative commentary is not meant to 
suggest that there have not been good teachers over the years. When her 
children have experienced good teachers, she remarks: "I made sure they 
(the teachers) knew it. I sent them thank-~ou cards and I made sure that 
they knew that they had done an excellent job. . . . Even though other 
teachers have had problems with me . . . in the back of their mind they 
think, well, she can't be all that bad, I made it through with her." 

Mother C is asked if she feels welcome in the classroom. She responds: 
"Last year for sure . . . This year, it is a different teacher. He wanted to try 
some things on his own." "But we're helping him more." She adds: "He has 
realized that he can't do it just by himself. . . . I think he is having trouble. 
Like he has tried all the different things that he has done and now he needs 
us to help him, I guess." Although this mother speaks positively of the ways 
she and Mr. Simpson have worked together during the year, a t  the end of 

the year she continues to "get the sense . . . that he figures he can handle it 
himself better." She goes on to say that she feels "pesty to be there all the 
time. I would like to be that nosy (as other parents she has referred to), but I 
don't know if that is what the teacher wants. . . . He says anytime come in 
or whatever . . . (but) you don't get that feeling, you know. . . . like you feel 

like you are checking up on him or checking up on her." 

Teacher Practices: Parent Involvement 

Mother A reports a change that occurred during the year. "They keep send- 
ing home . . . the work, lots of work and tests and things so we can look at  
it." She is pleased with this practice. "That's good," she says. "We get to look 
a t  (our son's) work more so than we used to because he brings them all 
home. We know how he's doing." This mother, who has daughter in grade 
ten as well, comments that no previous teacher has "ever regularly sent the 
work home . . . so that we can see exactly what he's doing." She adds: "We 
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have to sign it that he's done it and send it back so that they know that we 

actually looked at  it." She admits that it is possible that "they may have been 

sending it before, but he wasn't doing so well and he never brought it home. 

Maybe. I don't know-but, he's doing it now and I'm proud of it." 

Mother B also comments on the teacher's practice of sending school- 

work home for parental review. "I get information from (my  daughter'^) 

teacher. Just a standard form where he attaches all of their past work, and 

it says at  the bottom that if you want to have a discussion with me about 

anything on these marks, to please notify me.'' This, however, appears to be 

the only proactive parent involvement strategy at  work. Other interactions 

are reactive. For instance, Mother B visited the classroom to ask for the 

teacher's assistance in understanding a math assignment. "He sat down 
with me and showed me . . . that was great." "Then I requested an erivelope 

with the test in it with all of the answers on it so that I can review the Math 

for next year and I can review it with her to make sure she got it. I haven't 

seen it yet." 

Despite the practice of sending schoolwork home and receiving help 

from the teacher, when asked if her child's teacher sees her as a partner or 

team member in her child's education, she responds: "Definitely not . . . it 
is a strong 'no.' " She gives the following reasons for this response: "When I 
ask a question, he takes it as criticism and when I have a constructive solu- 

tion, he doesn't act upon it. And he asks for the information, he asks for 

input and then when you give i t  to him, he doesn't act on it, and that has 

happened on a couple of occasions." 

This parent is one of the few who feels that she has been excluded from 

her child's schooling. She explains: "My daughter came home and more or 
less told me: 'Mom, I'm afraid that Mr. Simpson is going to make my life 

miserable if you go in and say anything about how he does school anymore. 

Like if you go in and say anything, Mom, then I'm going to be on the hit list 

and so lay off.' And I did. I backed right off and I thought that my child 

isn't going to suffer because she feels uncomfortable with the teacher's 

attitude toward me. . . . That made me feel really alienated. I thought, my 



god, when you walk in the school and you know the animosity is there, you 

don't want to fuel it, you want to clear the air, get it done and over with and 

just carry on." 

Mother C's remarks mirror a sentiment Father A reported: "When 

they're doing well, you don't get a lot of calls." Mother C's experience is 

with the bad news call. "When he phoned," Mother C reports, "he more or 

less said that he doesn't know what else to do. . . . I guess it is desperation 

on his part." Whatever the reason, Mr. Simpson is now "letting me in on 

what they are suppose to be doing and what he expects and stuff like that." 

This mother considers Mr. Simpson "very helpful." "I can go to him 

any time and ask him exactly what needs to be done and what he is doing 

and what he expects. . . . He will explain what she is supposed to be doing." 

She continues, "Once in a while I phone just to see how she is doing, 

because I haven't heard from him in a long time or seen any work come 

home." 

Although Mother C is pleased with the amount of information she now 

receives, she relates a story indicating how helphl it would be if the teacher 

were to share with parents the criteria to be used to evaluate student learn- 

ing activities. The mother speaks of a homework assignment that she 

"figured . . . was like a book report." When reviewing her daughter's 
homework, she thought it "should have more information on it . . . she (the 
daughter) didn't have hardly anything written down." "I phoned him . . . 

wondering when it  was going to be sent back, and he said he was really 

impressed by the neatness in her work and then that made me realize, 

well, that is what he was looking for." Not knowing this was the intent of 

the task, the mother "was giving her (the daughter) quite a hard time about 

what's this, there is nothing here, like, you are going to get a bad mark"- 
this exchange is especially unfortunate in a situation where the daughter 
6%' really resentsH her mother monitoring her schoolwork. "She really resents 

my interfering.'' 
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Toward the end of the year, Mother C reports that the relationship 

between parent and teacher has strengthened during the school year. "1 
think we understand each other better." "At the first of the year, 

Mr. Simpson seemed that he wanted to try to work with (our daughter) his 

own way to get her to do the work he wanted and it didn't work and then we 

had to work together . . . he finally phoned . . . i t  has changed now . . . he 
will give me a note or phone or whatever if he is having any different 

problems or whatever. So, he is working with me more now than a t  the 

beginning of the year. . , . He realized that he had to work along with us, 

because we have to enforce what he says. It doesn't work with him just 

trying to do the disciplining." 

Mother C reports that her daughter responded "very well" to parents 

and teacher working collaboratively. "She has slacked recently, but she has 

picked up again as soon as I started checking i t  again for about a week." 

"She likes to do it (monitor her homework) herself. . . . But if she knows that 
Mr. Simpson is going to phone the minute she starts doing i t  again, she 

can't get away with it." 

Mr. Simpson: Student Perceptions 
Classroom Learning Environment 

Student A finds the classroom as "just a little loud," but nonetheless 
describes the learning environment, as "good." His friend, however, "hates 

it because he always gets his assignments ripped up." Student A is of the 

opinion that school has become easier during the year. "At the beginning of 

the year, you sometimes get homework. And now, I don't even get home- 

work. I don't even really get work. Today it  only took me to do work they 
were supposed to do in an hour and a half only about ten minutes." This 

student reports that he had homework "only twice this year." He indicates 

that parents are not asked to help their children with homework, but, he 

adds, "they help me anyways." 
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Unlike her classmates, Student B ''like(s) the classroom really a lot" 

and thinks the teacher is "really nice to talk to." Student B does not volun- 

teer information about the school or the classroom as a place to learn, but 

when asked to comment on the school as a place to do academic work, she 

describes it as "good." Unlike Student C, who indicates that students are not 

allowed to talk to one another, Student B reports that they "sit in groups . . . 

and work together. That way, we can help one another." For this student, 

school is "sometimes" stimulating "but not very often." Nonetheless, she 

and her friends "do all their work and they go home and study." 

When describing the classroom learning environment, Student C 

comments: "If you do something wrong, hell get really mad and give you a 
paragraph and detention. Otherwise, it's good." She does, however, 

describe i t  as a "pig-sty" and refers to i t  as "creepy." This young girl believes 

i t  is the teacher's job to make sure that students learn. "But," she observes, 

"there are twenty-five of us and there are a lot of questions. . . . We try to 

help each other, but he won't allow it." When asked if she would speak to 

Mr. Simpson about how much work he assigns, which she believes is 

excessive, she responds: "No, because he will just yell a t  you." 

Student Regard for School and Teacher 

Student B "like(s) the school and everything they have there." Consistent 

with her mother's comments, Student C reports: "I don't like school." She 

does, however, respond positively to some teachers-in particular, the 

librarian, who "is really nice." Her classroom teacher, however, is another 

matter. "I just don't like him. Nobody in our class does. There might be one 

person, but they must be 'sick in  the head.' Last year nobody liked him." 

She mentions that one of her friends left the school "not too long ago because 

of our teacher. Most of my friends don't like him much." 

Her perception of the school, however, is different. "Not very many 

people like the classroom, but the school-most of them like the school." 

Her parents, however, do like Mr. Simpson. "They like my teacher . . . 
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because he is strict. I have never had a strict teacher ever and this is the 

first one and they like it." 

Count for Something 

Student A does not feel that he counts for something in his classroom or his 

school. "If I wasn't there, they wouldn't care. Only to my friends, that's 

about it." He explains: "Can't do anything special just good a t  school.  that'^ 
about it." He reports that Mr. Simpson "does not even ask if you are doing 

anything wrong. He just gives you a paragraph and he makes us have 

detentions, even if there was only one person-SO that all of us get into 

trouble. . . . At the beginning of the year, he only made you make up your 

own paragraphs now he makes us do 400 word ones. . . . He has them on a 

piece of paper. He has about ten of them-one for each thing." 

Like Student A, Student C feels that "most of the kids in the school 

don't count for anything. . . . I don't feel it," she says. 



Mr. Vickers: Teacher Self Report 
General Comments 

Mr. Vicltcrs is a n  experienced teacher and, although not new to the school, 

it is his first year teaching grade seven. For some students, this is the third 

year they have been in his class. 

He describes the school as  "enjoyable" and "warm" and speaks of there 

being a "spirit of friendliness. I t  isn't just staff, it's staff, students,  

parents." The philosophy of the school, which is small and rural, is tha t  

"each and every child will be given every opportunity and every bit of help to 

become the best that they can." "I should have gone" by now, he comments, 

but "I have no intention of leaving." 

Teacher Attitude: Parent Involvement 

Mr. Vickers appears ambivalent with regard to parents and parent in- 

volvement,. On the one hand, he comments that parents should be told "they 

are welcome;" they should be made aware "that this is their school;" and 

they should "he invited in to taltc part in classroom activities." On the other 

hand, 1le indicates that  "parcnts have the silly idea that  it's their school and 

that  we work for them." He says as  well that "a lot of parents come in along 

the line that I know what to do and I'm going to do it." 

r i  I hesc comments need to be measured against his response to an  open- 

ended quest.ion posed i ~ t  thc end of the interview. "It's my personal belief," 

he s:lys, "ttlat tcacllcrs 1,ccame too profbssional. (They became) too quiclc to 

loclc the parents out because, after all, they were the professionals and the 

parents weren't." "A lot of the problems we have today arc with public rela- 
tions," he colltillues. They "go back to the fact that  parents have not felt 

welcome in the schools . . . you're just a mother or a father. How could you 

possibly lcnow what the professionals do?" 

From has just been said, i t  would seem reasonable to assume 

that  Mr. Viclicrs docs not view the separation of teacher and parent as  

ideal. He tllcn questions, however, the benefits of parent i~lvolvcmcnt. "1 
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have read nothing to show that parent involvement is a very positive thing? 

. . . Do we really know? . . . Maybe i t  is. I just haven't read anything. How- 

ever, he provides the very evidence he suggests is lacking. He speaks of the 

importance of parents being interested in education and comments: Tve 
yet to have a parcllt come in who hasn't walked away with a more positive 

aspect toward the school." 

Teacher Practices: Parent Involvement 

Altllough Mr. Viclters has welcomed parents into his classroom in the past 

for both observational and instructional purposes, "this year,') he reports, "I 
haven't wclcoIlled or not wclcorncd." This ('is my first ycilr a t  the grade 

level," he explains, "I'm not too clear in my mind just what parents 

can do a t  this level." Hc docs, howcvcr, have a "lady coming in and doing 

arts and crafts." But "that's about the extent of it." 

With regard to Icceping parents informed, he looks upon the homcworlc 
boolc a s  serving this purpose. He reports as  well that  "if someone is having 

individual problems in an area, I may call the parent and say we 11ecd to 

work this and this and this." "Sunshine calls" are also used to com- 

munic;ltc parents. ~ h c  stratcgics he discusses, Ilowcvcr, seem almost 

off-llaIld and on tlle hasis of the information he provides, i t  appears that  no 

comprchcnsive parent involvcrncnt profiram is in place. Given the small, 
closc-lCllit community in which the school is situated and given that parcnts 

are i n  tllc scllOO1 011 a regular hasis, perhaps such u program is  deemed 

u1111~ce~~iiry.  

Teacher Attitude Towards Students 

The comrnellts llotcd recorded under "student responsibility" create an  irn- 

age o f a  teacllcr who cares about his students and who attempts to nurture 

their indepclldcnce. He enljoys witnessing growth and self confidence and 

tells sblry of finding a "petition on my desk signed every kid in the 

class." For understandable reasons, the students were under the wrong 
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impression tha t  a f'avourite grade seven activity, malting gingerbread 

houses, would not occur that  ycar. Students took matters into their own 

hands, "was wonderful," according to Mr. Viclters and represents 

"exactly what I want" to see happening." 

Mr. Viclters talccs pride in the parental perception of his and his 

2tttitudc to students. He predicts that  although parents would 
not Lllwnys agree on how certain things are done in the school, he is 

Convinced that, t,llcy believe that  "he and the others 011 this staff all really 

care about kids." 

Teacher Efficacy 



thenl." However, generally speaking, "I honestly believe there's very few 

that I haven't had a good effect 011." 

Commentary 

There arc no apparent differences in  attitudes or behaviours between Time 

1 and  Time 2, with one important exception. Many times over toachers in 
the upper gradcs of elementary school declare, as  did Mr. Vickers a t  the 

beginning of the year, that "you have to be careful (about involving parents, 
Particularly in the classroom) because around grade seven a lot of the kids 

don't wallt Mom or Dad there." This is a perception, on the part of many 
t@acllcrs and s(lmc parents, that constitutes an  importanl harrier to family- 

school liaison. 

Lly his own Mr. Viclcers had bought in to this myth. At the 

end or  the yc;lr Ile  the artificiality of this assumption. "1 was quite 

surprised, a t  the grLidc seven level I thought there might be a little 'I don't 

Want my mommy l l c r~ . '  But they (the students) really enjoy i t  and, of 

course, if the parents thinli that  school is important, there is  a far greater 

chance that  the children" will too. 

There a re  other interesting points to explore further  here. For 

instance, Mr. Viclicrs comnlcnts that  "there's no honour roll and stuff like 

that. I t  just defeats (tile) of the school's focus 011 building student 

Wlf-estccm.w wonders if there is a link between this statement and the 

fact tha t  Mr. Viclters seldom mentions academic learning activities or 

academic exception is when he reports tha t  student 

Scores are higher than average results on district tests." This 

One reference to academic outcomes is reported a t  the school level. Nothing 

this sort is discussed at, the level of the classroom. 
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Mr. Vickers: Parent 
General Comments 

Pa ren t s  A describe Valleyview school a n d  

Perceptions 

the  community in which i t  is  

situated a s  places wI~e rc  "everybody knows everybody." They report  t h a t  the  
school encourages families to "please feel welcome" th rough  newsle t ters  

and teacher invit,:ltions to a t tend various school functions. 



personidly. He goes to the same church as  I do. He has  a very dry sense of 

humour and  (our son) is quiet and kind of shy. (Mr. Vickers) would say 

things to him tha t  would try to egg the kid on to do better or t ry  harder. It 
would maltc (our son) feel embarrassed and hur t  and cry within himself 

and cause stomach aclles . . . I realized tha t  he couldn't take tha t  . . . so I 

talked t,o him about i t  and he didn't realize that  i t  was hugging him because 

(the student) llevcr said :inything. As soon a s  he realized, he cut i t  out." 

Wit11 regard to their  own son, Parents A believe tha t  Mr. Viclrers 

i'respccts I l i~n liltcs him as  a person. But," they add, "I think i t  would he 

hard to when you can't seem to get a kid to do something for you." They 

believe tha t  the respect he shows their child he shows to "all his students in 
his class. Once 0,- twice a year he invites his whole class over to his hoiise 

for supper, l ~ l ; ~ ~ b ~  for ]lotdogs and a movie. Not for any spccial reason. He 

just does it.  Somctirncs it's all the boys. Then it's all the girls. I think that's 

Part of respect. . . . He just likes all of his kids." 

Mr. Viclrers "realizes that  every kid is a n  individual and they all grow 

a t  different rtites. You have to Imow where the child is, too. He  was a ]rid 

that dropped out, of school in grade eleven and went back . . . so he under- 

stands tha t  differeilt kids mature a t  different levels." 

Although Pa ren t s  A speak positively of Mr. Viclrers regard for 

Students, they do question whether his approach to student responsibility is 
the right one for their Their son "will only give YOU exactly what he 

has to do t.0 pass." He llccds to be pushed. Teachers like Mr. Viclrers, who 

'(lay out the work and s;iy okay students this is where you have to be, this is  

What you llavc to do," do lrot bring out the best in this boy. As a consequence, 

"his marks ]lave gone from C+'s and R's to C's and C-'s." 



homework. I don't know that she even has homework, now, but she has to 

do it." Mr. Vjclters' approach appears to be the right one for this child. 

"Now she goes down to hcr room where it's quiet, no TV on, and she does 

her homewol-k. And I don't even know she's got homework." 

Mother 13 ;ilso comments on the social aspect of the teacher-student re- 

lationship. T h e y  had two pizza nights a t  their house. The whole class went 
to their house. He had a pizza night and videos." She continues, 

Mr. Viclrcrs "always malrcs the kids feel real good. He makes everybody fee] 

real individual." Spealtillg specifically of her own daughter, she comments: 

"When he tallts to me about her he makes her very much an  individual. It's 
not liltc she's part of a crew. He speaks very individual about them and he 

really rewards them." 

Mother 13's asscssmcllt of' Mr. Vicltcrs is captured in the following 

quotation: "I think just the greatest teacher. . . . as  far as  Grade Seven, 

I wish that  every kid could see him because he really all of a sudden 

hroi,dens them, llc m;lkes illern feel like they're individuals and people and 
hc's just a tcacllcr from a diffcrcnt cup of'tea. He's just really good." 

(: is similarly inlpresscd with Mr. Vickers' attention to indi- 

vidual needs. "Wit11 the ;\mount of students he has, he's doing as  much as  

he can t.o mcct  their individual nceds. . . . He shows an interest in them, 
each us an  individual." She adds: '(I've never heard him say anything nega- 

tive ahout a child. He's always Ioolring for the best. I've heard parents make 

a snide remar]< ahout their child, and they're just joking, but he never lets 
them get away it. He illways says something positive about the child so 

the Parent draws up short and tllinlts, yeah, I know." 

Father A comments that  his son "doesn't really care for" school. "To him, 

it's just a big bore. Something he has to do. The sports is what he likes. To 

the truth, the same as  I was." 



Accordirlg to Mother B, her daughter "moans and groans about going" 

to school, llUt "she likes it." "She rarely misses a day." Her  comments 

regarding her daughter's reaction to Mr. Vickers, however, a rc  without 

reservation. The students in general "really admire what he says." And her 

daughter in particular "loolts up to Mr. Vickers. He is a great example." 

''Emotiollully," the mother adds, "he has been just great. . . . He doesn't just 

give them the work . . . he gives them the time. (My daughter) feels very free 

to aslc hirn for help a t  any tirne." As well a s  the emphasis on the affective, 

Mother C also believes that, there is an emphasis on academics. "The school 
is very high on the academic,7' she explains. "The students are always 

Getting good If there are any government tests, they do extremely 

well." 

According to Mother C, her  daughter has  "always enjoyed her  

teachcrs. never had teachers she didn't like." As for attending to 

homework, the motller comn~ents: "Most of the tirne, I don't even ltnow that  

she's got homewor]<. She'll come in and go to her room and she's doing it. 

. . She does her Ilomcworlc without any complaining. She just gets right to 

it. . . . slle to get good marks. I know 21 lot of tha t  is hecause 

We expect her to. She's trying to please us, hut  1 think she would feel un- 

comfortable if she wasn't doing the best. She likes to be the top of the class." 

A s  for s tudent  regard for her teacher, Mother C reports tha t  the 

Students like him. . . . I think just the way he will give them a hug. 

. . Studcllts from other classes come to him for . . . comfort because they 

](new llc w;is tllcrc . . . give t}lcnl ;I hog . . . n lot of them probably don't have 

a t  home. . . . He said to them . . . he would never stop giving them a 

'lug if they need it.." 

Parenti~eacher Relationship 

Parents A ]lave never felt excluded from their child's school. They explain: 

"The te:\chcrs have heen open to suggestions or hints about coming 

lllt.0 tllc class or helping wit,h things. And I think they really welcome i t  
a s  I s;ly, they ]l;lvc had large classes, split classes since (our 
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son) was in Grade One. I t  makes i t  really hard for the teacher. The more 

parent help they get, the easier i t  is to devote time to kids tha t  need the 

help." 

whcll spcaltillg parent-teacl~er relationships in general, Mother I3 
commcllts: "Mort c o m m u l l i c a t i ~ ~ ~ ~  is necessary, I would say. . . . If you're a 

Worlring parent, you can't have a really close relationsllip with the teacher 

hecause school is from nine to three and that's not going to change. You 
can't spend your half ]lclur or hour lunch running LO the school to see how 

things arc  going." 

However, spea]rillg of Mr. Vickcrs specifically, she speaks more 

p o ~ i t i ~ ~ l ~ .  She hc]ievcs t]l:it he sees hcr a s  a partner in her child's cduca- 

tion. "Sillcc I ' ~ ~  been going in" to the sch001, "hc'd say, like she just did this 

Or we're worltillg on this and Ilc's very. . . . Lilte 1 find that a lot of what he's 

*trcssing is rcsponsibilit,y with the kids, SO he's let me know that. SO wc sort 

"f work on the same lilies there, like, you be responsible or you don't get the 
Privileges. r f y o u r  worlr7s not done, you don't get to go." She f ~ l s  her liaison 

Wit11 Mr. Viclters is " l l~)t  strictly the education part of it" but rather on "hasic 

Points of ]ife." "Emotionally," she says in another part  of the interview, "he 

"as been just great.'' 



As iloted previously, Mother I3 does not consider hersclf well educated. 

Recause of this she is uncomfortable talking with teachers. Mr.  Viclters, 

however, is a n  exception. "He is probably the first teacher tha t  I have 

actually related to comfortably." This is  a feeling that  has grown over the 

year. 'Phe mother explains: "I feel like I can talk to Mr. Viclters now, 

whereas a t  the beginning of the year I wouldn't have felt like that.  You 

know what I mean, you have to get to know them." 

Mother C also believes that Mr. Viclters views parents a s  partners in 

their education. This message is conveyed "mainly from when 

We havc a parcrlt teadler interview, just the regular one. He is so careful to 

explain everything that  they're doing so that  we know and if there is any- 
thing that  we can do a t  Ilome with her, he'll mention it." Furthermore, 

"he's just so welcome to talk to you when you're in the school. He shows a 

lot of eagerness to know as  much about the child as  possible." This is in con- 

k i s t  to another teacher she encountered in the same school who com- 

mented that  "parents were there to feed and clothe their children and to 

give them a lot of love :it home, and she was there to teach them. Parents 

weren't expert a t  teaching, so they prohably wouldn't be much of an  

ass i s tu~~ce  to her. This is the same teacher that  didn't like the homework. 

. . .  Parents should be a t  home nurturing their children and not interfering 

with their education." 

Teacher Practices: Parent Involvement 

One w;iy Mr. Vic]<crs lCccl)s p;lrents infi~rmed of student progress is hy call- 

ing tlrcm a t  1 1 0 ~ ~ .  Mother A reports: Mr. Viclters "will phone me up every 

Once in a wllile and he'll say that he is going to keep (our) son behind and 

make him finish his worjc for the day. . . . Then he'll give him a ride home 

Periodically, is good because I aslted him to do that-keep him in a t  

l ~ l ~ h  time, aftcr sclrool because he has to wait an hour for the bus. He has 
lots of tilrlf to catcll-up on stuff if he missed it. So he (Mr. Vicliers) does 
now." 



Mother B mentions another parent involvement activity, which she de- 

scribed as  "great." We went for the morning and helped make gingerbread 

houses . . . parellts and children worlding) together . . . right beside each 

other. . . . I thought that  was great." When i t  comes to academic learning 

activities, however, Mother R's comments suggest t ha t  more help is 

warr:lntcd. It, would he helpful, she suggests, if teachers were to "call and 

say . . . we arc worltillg 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 I 

could probably help her easier." 

Molllpr C, however, hclievcs tht\t she docs get the information she 

needs to llclp her cllild a t  home. Although Mr. Viclrers has not adopted 

Practices tha t  lrccp parents regularly informed on a weekly basis, this 
~ n o t h ~ r  llonetllcless feels that she gets what she needs a t  the parent-teacher 

htcrview. I t  must be noted, however, that  both Mother C and her husband 

are not only university educated but are teachers themselves. Furthermore, 

the father is currently teaching a grade seven class. 

It is interesting to note that  although Mr. Vickers does not emphasize 

academics during the interview, parents report a number of instances that  

demonstrate teacher concern for student learning. This, however, docs not 

negate the ol,scrvution reported earlier tha t  Mr. Viclccrs places great 

iInportancc on the side of student life. Parents do llot fail to notice 

and comment upon i t  positively. 

Mr. Vickers: Student Perceptions 
Classroom Learning Environment 

According to Student A, the classroom learning environment is "quiet." and 

"good." Student A reports that  i t  extends to the home, as  well, on those 
"casions Mr. Vickcrs "phones my mum and tells me to get my mum 

to help men with some aspect of horneworlr. 



Student R also speaks favourably of her classroom, which she lilies 

better than classrooms she has been in a t  another school. At Valleyview 

School, "the teachers arc nicer. Thc kids are nicer." And, she says: "If I 
have u problem or sornctlling, the kids understand." Furthermore, the 

teachers "carc about if you have your homework and if you are  having 

trouble." 'Fhe "classroom7" she says, "is good enough for me." 

Studellt C notes that Mr. Viclters "usually uses fun ways of learning." 

He also listcns to student concerns. By way of example, Student C reports: 

"When Mr. Viclters says we're not going to do things . . . sometimes I 
figure we should. Lilte when he said wc weren't going to do the gingerbread 

houses, I got a petition and we did the gingerbread houses." 

Student Reg& for School and Teacher 

Student B docs l l r r t  speak clircct~ly to the topic of student regard for the 

classroom tc;icller. However, given the comments reported above, i t  would 

"em reasonable to iissumc that she responds favourably to Mr. Viclters, a s  

do hcr parents, who consider him "a good teacher." 

For Student C and her friends, school is "like a second home." 

Count for Something 

All three students fcc~l as  if t h y  "count for something." Each fives different 

r@;l~ons for feeling tIlis way. For Student A i t  comes from obtaining the 
' ( l l i g l l~ s~  mar]cs" in t]lc class, serving as team captain of the wrestling 

team, and being "pretty good a t  basketball.'' For Student B i t  comes from 

"friendsllip. Lots of pcople are really friendly." And for Student C, it is a 

result of people asking her for help and assisting Mr. Viclters with the 

Being "on the volleyball team, the basketbaI1 team, and just 

helping the teachcrs" also contribute to Student C's positive feelings. 



Mr. Whiston: Teacher Self Report 
General Comments 

Mr. Whiston has  been a t  Walnut Grove School for six years.  I t  is  a 

"marvellous school to teach in" and, because there a re  only two hundred 

students, "with a little effort on your part  you can darn near  pretty well 

know everybody." You get to know brothers and sisters and, "from my point 

of view, that's a really happy situation to work in." 

Teacher Attitude: Parent Involvement 

The teacher-parent relationship is '(very important" to Mr. Whiston, and he 

believes tllat "the onus is on the teacher to make the parents feel welcome." 

He admits, llowcvcr, th:lt "t.l)cr-c is not n whole lot Chat is really done ahout 
it.'' He gives two reasons for this situation. One, parents and teachers "don't 

w e  (each othcr) very much for tha t  relationship to grow;" and two, "it's 

hard for people to see teachers a s  real people." They 'have very high 

expectations of teachers and if they find a little (flaw), i t  shatters i t .  A lot of 

People can't deal with the shattering of teachers." 

Rased 011 Mr. Whiston's experience, these difficulties a re  not insur- 

mountable. He speaks of two activities tha t  brought teachers and parents 

togetllcr very The f i rs t  was the construction of a n  adventure 

playground. "That was a ~narvellous thing for teachers to go out there and 

dig holes ;ind screw bolts with other parents.  parents  can see you a s  a 

regul:lr hurnall being, tha t  you're not perfect, and tha t  you can laugh and 

"lake mistalws." 

Another aparcnt-toac]ler builder" i s  the hobbies program, which 

occurs every other year. Each Wednesday afternoon for one month "the 
School sort of divic]es up into various little classes of about eight students, 

hctwecn parents and tcnchers there's a hoard of activities tha t  happen: 
hatiking, calligraplly, flower arranging, sweatshirt making." At the  con- 

clusion of tllc sclledulcd activity, parents and teachers often "spend half ;In 

hour or forty-five minutes . . . talking about this funny thing or tha t  funny 
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thing.') "Unfortunately," he says, these conversations are "not always (with) 

the parents of the children you have in your own class." Nevertheless, "if 

you build up a good relationship i t  sort of spreads out, oozes out on the rest 

of them." 

Although Mr. Whiston speaks of the importance of bringing students 

and parents together, he is of the opinion that  "some of the children don't 

want their own parents in there (the classroom). They just don't." He 

reports elscwf~cre in the interview, however, that "when parents have been 

in,  fitted in really well. A lot of the ltids feel very special toward 

them ;\nd treat them li]te another mother or another father.'' With regard to 

children rcspolldillg to their own parcnts being in the classroom, he says: 
"The are really pleased to see their parents. I think they xrc 

Genuinely happy." 

Teacher Practices: Parent Involvement 

Mr. Wllist.r)n reports that  parents have come in to talk about their careers, 

trips they have taken that  arc pertinent to an  area of study, or to teach 

students how to do a particular craft. In his estimation, however, he does 
~t "]lave a lot of parents in . . . to work with ltids," nor docs he "solicit very 

much parent help." One reason for this is that in the past "parcnts haven't 
always I,ccn positive, and I've had a few negative things (occur)." As a con- 

S ~ ( I U C I I C ~ ,  1 1 ~  h:\s bec~n l c  "very, very careful ahout which parcnts" he 

chooses to war]< with. He continues: "grade seven kids are-what's a nice 

Way of putting it-:, bit rebelljous, and parents haven't appreciated it, and 

they've sort of reacted to the kid. And sometimes the reactions aren't 
always positive. 1 don't want to expose the kids to it unnecessarily." 

While h;iving parents in to the classroom may not be desirable from 

Mr. Whiston's of he does engage parents in other ways. For 

llIstancc, if' senses that  a child is upset, he calls the parentis) to deter- 

mine if therc is that he should be aware of. He will also call the 

Parent(s) if a cllild lleeds "a little more encouragement in reading" or to let 



a parent know that :I child has been hurt  a t  school. "Sometimes, he says: "I 

phone just to say that they are doing fine." 

Teacher Attitude Toward Students 

Gi?mrd 

Mr. Whiston comments tha t  "every school has kids with a couple 

problems, hut generally the kids are a very nice lot." 

The ex te~ l t  to wllich he focuses on student concerns is expressed ill 

several comments. For instance, a s  a parent himself, he is "amazed, just 

&orn listcllillg to (his) own kids," to learn "the sort of things that  teachers 

don't rculizc . . . set kids off-just by the fact that they didn't say hello, how 

arc you this mnrllillg, llice new jacket." "Just the little things that  you do 

with them, they remember . . . forever." 

His concern is also reflected in the I<ind of questions he asks of himself. 

"You do worry," he remarks. "Arc you doing the right thing'? Am I pushing 

this person enough? Am I pushing this person too much'? Finding the right 

way to deal with each is consistent with Mr. Whiston's interest in 

"empowering" cllil&-ell." His intent is to make them feel tha t  anything they 

do is good." This gives them the "power and confidence to try things tha t  

t h y  might he :I little hesitant ahout trying." 

The wisll to be scnsitivc and the wish to empower arc consistent with 

his description of hind of teacher he would like for his own child: one 

~ 1 1 0  is "warm, . . . scnsilivc, . . . and aware of the individuality in the 

StudelltS;" alld olle who "looks for strengths, maybe ignores their weak- 

nesses, or plays them down. I'd like that in a teacher." 

S t ~ ~ e ~ ~ t  Rcspomsibility 

Mr. WIlist~)ll is of tllc opinion tha t  "most of the time" children can talrc 
responsibility for their ow11 education. In his opinion, the ('overwhelming 

m:~~ority ;,re (sic) willillg to assume responsibility." 



Qualitative Finditigs 

Teacher Efficacy 

Worrying students is  "an occupational hasard," according to 

Mr. Whiston. "I'ln sure u lot of teachers wake up a t  three in the morning 

and 'Am 1 doing the right thing'?"' Although he attempts to reach 

every child, he is not always succcssful. Further to this, he comments: 

although "I've been teaching for twelve years, I'm still constantly amazed 

a t  what I don't ltnow." 

111 spite of this, he bclicves that he has had an  important impact on the 

lives of mally students over the years. "I've had lots of feedback from 
studcllts who'vc said: 'Do you ltnow all this floor hoclrey you did with me? T 
really lilted that, I went on to become a P.E. instructor.' " "It's amazing 

when you talk with older studcnts, the things they dredge up that  I've l?ng 

ago forgotten. They said, 'you Irnow, that  was really good.' " 

The comments above reflect Mr. Whiston's thoughts a t  the beginning 

of the school year. Tn talc spring, howevcr, Mr. Whiston is  less buoyant. He 
can apprcciatc w]ly tcacllers worry about whether t h y  arc reaching all 

their students. "1 feel that  way myself," he admits. Having worked with 

thirty-one studellts over the course of the year, having "spent a lot of time 

running around . . . trying to hit the whole gamut of skills in the class," 
and feeling Illat he didn't get to them all has had its effects. 

11 is inl,crclsting o ,  I t  although Mr. Whiston indicates hc is 
(1. 

lntcrcst,ed in the idea of encouraging parents to spend more time with 

their kids," there is 110 parent involvement program in  place tha t  would 

r()utinely and have this effect. Although he "sometimes" phones 

Psro,ts just to say that the (students) are doing fine," the use of the term 

""metimes" causes one to question the consistency with which such calls 

"re made a s  does the admission tha t  "usually, those are harder to get 

around to.'' 



While i t  cannot be claimed that  parent involvement practices a re  non- 

existent, i t  is apparent tha t  parents of children in  Mr. Whiston's class a rc  

not nearly a s  well or a s  regularly informed about student learning activities 

or progress a s  a rc  those i n  Ms. Quinton's class. Neither do the strategies 

noted above address what Mr. Whiston identifies as  barriers to home-school 

collaboration: the ohscrvntion tha t  parents arc  often not aware of what  is 

going on i n  the classroom; and the perception tha t  parents and  teachers 

"never get past  the niceties of hello, how are you." 

With regard to competence, Mr. Whiston questions 

whether mot,ivates and illtercsts his students. Yet there is no talk of con- 

crete strategies to measure student understanding and to provide for reme- 

dial tcaclling in ways tha t  Ms. Quaid and Ms. Quinton do. 

Mr. Whiston: Parent Perceptions 
General Comments 

Three filInilics from Mr. Whiston's grade seven class were interviewed: 

Farnilics A alld C ]lave a son in his class; Family B, a daughter. Mother B 
describes Walnut Grove School a s  "a very friendly school." Mother C con- 
curs. "I really school. . . . I feel like i t  is nice to come here. . . . I've 

always been welcome there." 

Teacher Regard for Students 

When as]ccd if Mr. Wl1iston respects her  daughter, Mother B responds: 

" Y e s  I tllillk you sense i t  in the child. You can tell exactly how they arc  
k n g  treated." 



When the  parents  of S tudent  A a r e  asked whether  Mr. Whiston 

respects their child, they, too, respond positively: "In Mr. Whiston's case, 

yes." They comment on the way "he treats kids. . . . He is more i n  level and 

treats them us young adults. . . . I think that's where he gets all the respect 

from the Icids. He treats each one a s  his own person." They report several 

instances of positive teacher-student rapport. For instance, "I have seen 
outside, w]lcre kids would come up and ask and he would take time to 

explain i t  to him. . . . He will stop and he spends the time to talk and he will 

sit down and talk." 

The fklmily commellts not only on affective considerations, they note as  

well t ha t  Mr. Wlliston holds his students accountable and tha t  his students 

respond positively to his expectations. By way of example, the parent cnm- 
mcnts: "1 know (Mr. Whistloll) taltes marks off (when things a rc  not turned 

in on time) because (my son) forgot one of his papers one day and was told 

that if i t  is not in by tllc end of the wcek, you do lose points. And, of course, i t  

was in the next morning." 

Parent C also spealcs positively of Mr. Whiston's regard for students. 

Her opinion is based on she has  had with the teacher who 

"talks :,bout (Iler son) being in thc sports and telling me tha t  he is doing 

good." She also notes tha t  her son "always says very good things about his 

te2tcher and tha t  he is happy." 

Student Regard for School and Teacher 



worlc, the mother comments: "I don't really feel critical. I wonder if I would 

do :is 

Parents A report tha t  their son, too, is  very conscientious and strives 

for excellence. "This year he came home with six A's and a B. And he was 

so upset he got a B." Speaking specifically of their son's rapport with his 

teacher, i t  is  evident tha t  this young man holds Mr. Whiston in very hig]l 

regard. "From grade one" their son "could hardly wait until he got to gr:ide 

severl and llave Mr. Whiston as  a teacher." "Everybody waits to get into his 

class. Tile kids in Itindergarten are  talking about Mr. Whiston, and he 

knows them all." This teacher "just seems to bring out the best i n  every 

child. . . . I h:lve never seen (our son) want to work for anybody a s  hard a s  

he has  for Mr. Whiston." 

Mot]lcr (: reports that, hcr son, too, elljoys school. '"'his year . . . he 

feels really good allout" i t  and "he is happy to go every morning. . . . "He 

never says tha t  he doesn't want to go . . . even when i t  was minus forty and 

thc busses were llot running, I drove him to school every day." "He doesn't 

want to miss his school." "Last night he twisted his anlrle and  he was 

Putting ice on i t  the whole night. Maybc I have to take you to the doctor," s l ~  

Cornmclltcd. "No," said, "I am going to school." "Definitely," she adds, 

"he is more interested now in school"-as is evidenced by the observation 

that  "Ilc is doing his homework on time without asking." 

~ ~ ~ ~ l t i ~ ~ ~  spcciiic:llly of her son's relationship with Mr. Whiston, she 

comments: "This year likes his teacher and there is 110 problem. . . . He 

always says very goc)d things ahout his teacher and t h a t  he is  happy." 

h o t h e r  indication of llcr son's positive regard for his teacher is,  unlilte 

previous y u r s ,  "this y m r  he has  done his homework, like i t  is  his first 

priority. He doesn't even go and play before he is done his homework." The 

mothcr is llot certain what accounts for this change in  behaviour. "Maybc i t  

is just  t ha t  he realizes tha t  he i s  doing . . . better and maybe i t  i s  the 
teacher." 



Qr.di tnt ioc  Findings - 

Parenf-Teacher Relationship 

Mother B remurlts: "The teacher (my daughter) has t h s  year . . . actually, 1 

rather like llim." "But," she adds, "I've felt that  always about the (Walnut 

Grove) teachers." She also responds positively when asked if Mr. Whiston 

sees her a s  a partner in her child's education. Her opinion is based on 

Mr. Whiston's practice of sending home papers and exam marlts for parent 

signatures. 

]?LiInily A describes Mr. Whiston as  "wonderful" and a s  "an amazing 

tcacllcr." "He llas 110 problem answering any of your questions or letting 

you know is doing. When asked if' there has ever been a time when 

they felt excluded from their child's schooling, the parents respond: "Not 
with Mr. W}listoll." ("That's a nice way of saying 'yes' with other teachc:-s," 

she adds.) Sllc rcspollds sin~ilarly when asked whcthcr Mr. Whiston has 

ever missed an opportunity to gain their support. "He is so open (and) he is 

willing to talk to you." 

Parent (:, too, reports that Mr.  Whiston "is a really good tc:ichcr." This 

Positive commcnt is a consequence, in part, of two teacher-initiated phone 

calls since Christmas to let the mother Itnow "that he (her son) is doing 

really good." Motllcr C believes that the parent-teacher link "is pretty impor- 

tant to him"-a sentiment that endures throughout the year. In the spring, 
she comments: "1 have been happy with grade seven and what has  

happened in the school. Things are going great." 

Teacher Practices: Parent Involvement 

As noted ahove, Mother B indicates that students in Mr. Whiston's class are 

expected to take assigllmcnts and exam marlts home for parental perusal 

and signature. Alld the teacher "checlt(s) up, too. Because I think they get 

marks for ~lavillp a parent's signature. So i t  is not that  they can lose it. I t  

to be rcturllcd." She wonders if this is "a policy a t  Walnut Grove. All the 

teachers have done that. They send a lot of work home and they have asked 
fi)r ~ i g ~ ~ ~ t , ~ ~ ~ ~ ~  to sure that  you have seen" it. Tn addition to signing 



homework and tests, Mother A indicates that  parents receive "a lot of' in- 

formation what the children are studying" and regular progress 

reports tha t  "give you a general idea of how well they (the children) are 

doing." 

Family A also mentions Mr. Whiston's practice of sending home 

student work for parental signature. They, too, indicate tha t  "marks are 

assigned for having them come back." They note, as  well, that  Mr. Whiston 

"runs a rather open classroom. You can go in any time. He has no problem 

with that.'' 

l?athcr A h21s strong opinions regarding tcachers rcqucsting parent 

support for student learning. Teachers "have never come to me and aslted 

me or shown me anything." He continues: "I would feel a s  a t e a ~ h c r  

myself', and Illis is ~ n y  view on it, that 1,y doing that  you are saying that you 

are not capable of teaching the Itids. . . . That's the feeling I would get. That 

if you have to go to the parents and say, 'I can't teach your kid. Help me 
out.' " TIle motller comments: "Oh, I don't believe that." She brings closure 

to tha t  part of the conversation by saying: "I see we are going to differ on 

that one." "As far as extra help" is concerned, Mother A remarks, "I think 

all teachers always l&d of expect that you will be there but never actually 

ask you." 

Mother C also reports a teacher-initiated approach to home-school 

partncrsllips. s h e  was pleased when Mr. Whiston called her a t  home twice 

to let ]<now that  her son was "doing really good." That kind of phone call "is 

very important to me because (my son) wasn't doing so great in the first 

three grades . . ." 

Mr. Whiston: Student Perceptions 

For Studellt A "some of the things we do in class" are fun. I t  is a stimulat- 

ing, not a boring, place to be. He believes that  his parents are also pleased 



Qnctl i tnt iv~ Fi~ldirrgs 

with the classroom. "I think they elljoy me being in the class." As for 

extending school learning into the home, both Students A and C report tha t  

parents a re  not asked to help with homework. They do, however, enlist 

parental support on their own. Student A remarks: "I like them helping me 

with my schoolworlc because i t  makes i t  easier for me." 

Student 113 also speaks well of the classroom. The learning environment 

is "pretty good all round." This is a classroom where students "get to make 

( their)  own rules" and where "most of the kids get along and help each 

other out." Lilte Student A she, too, believes her parents are  pleased with 
her teacher. Tiley lilcc the "people in the class and how the teacher treats 

people and stuff like that." 

Student C's perceptions of classroom life a rc  equally positive. This is a 

classroom where, when the s tudents  arrive, they "star t  working right 

away." When asked if things could be done differently or better in  the class- 

room, he replies: "No, not really because the way our teachers behave right 

now is  just  fine." "I have no complnints." This is a place where "I'm 

worlting a s  hard a s  I can." 

Student Regard for School and Teacher 

Student  A indicates tllat students feel comfortable expressing their  con- 

cerns to Mr. Whiston and tha t  when they do, he listens. By way of example, 
hc notes tha t  "wc'vc. as]ccd him if we can do some morc of something, 

usually P.E., because he'll cut off our gym time and we ask him if we can 

have extra gym time." 

Student C describes Walnut Grove a s  "a fun kind of school," "a good 

little school" tllerc are  "not too many kids who can bug you and get 

You off traclr." Congruent with his mother's comnlents regarding his 
commitment to school, Student C reports: "If I had a doctor's appointment, 

i t  would he after school or during lunch hour-try to fit i t  in so that  I'm not 

away from school." Student C believes tha t  his mother shares his positive 



regard for the school. "She likes ( i t )  because i t  has good teachers and the 

principal." 

Count for Something 

When asked if he counts for something in his classroom and school, 

Student A responds: "Some of the times-yes." "Big school activities . . . lilte 

clubs and our school band," of which he is a part, account for this positive 

response, as  do opportunities to help the principal, by taking "down decora- 

tions in  the gymn and by "changing a11 the chairs . . . in  a few of the 

classes." 

Studellt C also believes that he counts for something a t  school. Being 
n1entioned ill a rlewsletter that  goes home each week is one sourcr of 

positive feeling; comes from "cleaning UP the school and shovelling 

snow and helping the teachers." 

Though less definite than Students A and C: about whether she counts 

for something, Student B nonetheless provides the same kind of informa- 

tion ahout what maltes her feel valued-helping out around the school. 

Here, too, a s  with the parent data,  students reveal a focus on hard 

work and attentiveness to learning in this classroom that  does not come 

through in the teacher self-report data. 



rllhc study set  out to determine the underlying norms, expectations, 

and ohligations t h a t  constrain or enhance collaboration hetween and  

amongst teachers, students, and parents. Using the twelve teacher profiles 

reported in  here, teachers were labeled collaborative or non-collaborative 

based on: their att i tudes toward students; their att i tudes toward parents 

and parent  involvement in student learning; and the extent to which they 

nur tured  collaborative partnerships with a focus 011 student, learning 

hetwecbn and amongst themselves, students, and parents.  The degree of' 

congruence between teacher beliefs and actions and tha t  between teacher 
~ e ] f - ~ c ~ ~ ~ ~ t  data studeilt and parent data  were also taken into account 

when labeling teachers collaborative (C)  or non-collaborative (NC). 

The  teachers labeled collaborative are:  Mr. Abrams, Ms. Quaid, 

Ms. Quinton,  and  to a lesser extent,  b u t  demonstrat ing potential ,  

Mr. Broolis. Mr. Vickers and Mr. Whiston were also labeled collaborative- 

a decision based not on teacher self-report data but on information provided 

by studellts parents .  Dur ing  the  interviews Mr.  Viclters :ind 

Mr. Whiston focused more on relational than academic interactions wit11 

studcrlts and parents .  I t  was parents  and  s tudents  who revealed the 

commitrne~lt  to s t u d e ~ ~ t  learning t h a t  resulted i n  Mr.  Vickers and  

Mr. Whiston being grouped with the collaborative teachers. 

'I1eachers categorized a s  non-collaborative a r e :  Mr.  Ashdown, 

Ms. Avril, Ms. r3illings, Mr. Richards, Mr. Roy, and Mr. Simpson. The 

~ o n - ~ o l l u b ~ ~ ~ t i ~ ~  lahcl does not  suggest these teachers did nothing to 
~ ~ t a h l i ~ l ~  p;il.tncrsllips with parents  and  s tudents .  I t  does suggest,  

however, their practices in this regard were weak, inconsistent, and/or 

Primarily reactive. In some cases, the non-collaborative label also indicates 

a discrcpallcy between word (positive attitudes toward students and parent 

involvement) and deed. 



Chapter Six 
Quantitative Analysis and Results 

Introduction 

The quantitative data was analyzed after the qualitative data had been 

examined and the profiles developed. The sequencing of the analysis is not 

typical. There was concern that  familiarity with quantitative outcomes 

could create biases that could, in turn, negatively affect the coding process, 

thus the decision to analyze qualitative data first, quantitative data second. 

This decision is in keeping with Caracelli and Greene's (1993) ;ecom- 

mended procedures for mixed method analyses. 

The sample size was adequate for quantitative analysis a t  the level of 

the referent group. At the classroom level, however, the sample size was 

not as  strong (ranging from 9-20). For this reason, the quantitative 

analysis was limited to simple descriptive statistics and one-way ANOVAs 

to determine between classroom differences on each scale. Also, because 

the teacher sample was considered too small to provide meaningfid results, 

quantitative analysis was limited to parent and student data. 

Scale Reliabilities 

Analysis proceeded in four stages. First, measures of internal reliability 

were computed for each scale using Cronbach's alpha (Borg & Gall, 1989). 
Seven of the nine parent scales pertain to the study and are reported here. 

They are: 

Scale 1 Parent perception of student-teacher communication (4 items, 

alpha = .66); 

Scale 2 Parent perception of student-parent communication (6 items, 

alpha = 32);  



Quantitative Analysis and Results 

Scale 3 Parent perception of teacher-parent communication (instruc- 

tion) (4 items, alpha = .72k 

Scale 4 Parent perception of teacher-parent communication (general) 

(5 items, alpha = .65); 

Scale 5 Parent perception of teacher concern for parent involvement 

(7 items, alpha = .81); 

Scale 6 Parent perception of parent-school communication (6 items, 

alpha = .78); 

Scale 8 Parent perception of school climate (10 items, alpha = 31). 

Three of the seven student scales are pertinent to this work. They are: 

Scale A Student perception of communication with parents (6 items, 

alpha = .77); 

Scale C Student perception of school-home communication (4 items, 

alpha = .73); 

Scale E Student perception of student-teacher collaboration (7 items; 

alpha = .72). 

Reliabilities were deemed adequate by generally accepted standards 

and scales were thus subjected to further analysis. (Scale reliabilities and 

individual survey items are reported in Appendix 6.1). 

Descriptive Statistics 

Second, making the necessary adjustments for reversed items, mean 
scores and standard deviations were calculated for each scale and also for 

each scale by classroom a t  Time 1 and again at  Time 2. The results are 

summarized in Tables 5 and 6. The lower the scale score, the more positive 
the attitude. Schools were also rated on a one (very poor) to nine (excellent) 

continuum. In this case, the higher the score, the more positive the rating. 
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Quantitatiue Analysis and Results 

One-way ANOVAs: Time 1 
Third, one-way Analyses of Variance with the teacher as the single factor 

were conducted to determine between-teacher differences on each scale a t  

Time 1 and again a t  Time 2. (Table 7 lists scales for which statistically 

reliable differences were found. ) 

Table 7 
Time 1 and Time 2 ANOVAS for P m t  and Student Scales (N=162) 

Parent Scales T1 T2 

Student-Teacher Communication 
Student-Parent  Communication 

Teacher-Parent Communication (Instruction) 
Teacher-Parent  Communication (General) 
Teacher Concern for Parent  Involvement 
Parent-School Communication 
Parent  Values School 
School Climate 
Parent  Efficacy 

Rating of School * * 
-- 

Student Scales 

Communication with Parent(s1 

Student Values School 
Home-School Communication 
Student  Eficacy 
Student-Teacher Collaboration 

Parent  Values School 
Peer Values 

Rating of School * * 

Notes: F-values significant a t  the noted level of probability. 

At Time 1 only two scales yielded statistically reliable differences: 

Parent Scale 8 (School Climate) and Student Scale C (Home-School 

Communication). Tukey's pairwise comparisons revealed that parents in 

Mr. Simpson's (NC) room perceived the school climate less favourably than 
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had those in the following classrooms: MS. Quaid (C), Ms. Quinton (C) ,  

Mr. Whiston (C), Mr. Abrams (C), and Mr. Brooks (C)-excepting the 
absence of Mr. Vickers (C), this list comprises the classrooms of the collab- 

orative teachers. The school to which Mr. Simpson (NC) is assigned does 
not differ on the school climate scale from those schools in which other non- 

collaborative teachers are working. 

There are two possible explanations for this finding. One, schools with 
a less favourable school climate recruit less collaborative teachers a t  the 

outset andlor do little to nurture home-school collaboration amongst staff 
members. This top-down explanation suggests that  what happens a t  the 

level of the school impacts classroom life. If the school overall is found 
deficient in  a certain respect (in this case, parent-school relations), so, too, 

will the classroom. We do know that schools have such effects from the 

work of Teddlie and Stringfield (1993) and Rosenholtz (1989). 

An alternate explanation reflects a bottom-up perspective and suggests 
that parent familiarity with a particular classroom is used to judge overall 

school climate, a t  least in this study. The items comprising this scale (see 
Appendix 6.1) make this a plausible explanation, as  does the observation 
that parents in Mr. Simpson's (NC) class perceive the school's climate less 
positively than do those associated with Ms. Quaid (C), Ms. Quinton (C), 
Mr. Whiston (C), Mr. Abrams (C) and Mr. Brooks (C). The same trend 
appears a t  Time 2, though less strongly, when Tukey pairwise comparisons 

indicate that  parents in Mr. Simpson's (NC) class again score school 

climate less favourably than do those in  Ms. Quaid's (C), Ms. Quinton9s(C), 
and Mr.'Vickers9 (C) classrooms. The same can be said of parents in 
Ms. Billings9 (NC) room, who perceive school climate less favourably than 

those in Mr. Vickers' (C) class. 

On the student side, only one Time 1 scale (Student Perceptions 
of Home-School Communications) distinguishes amongst classrooms. 

Ms. Quinton (C) is perceived more favourably than Mr. Roy (NC) and 
Mr. Abrams (C) is scored more favourably than Mr. Roy (NC) and 

Ms. Billings (NC), which is what the teacher profiles would predict. The 
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differences found between (Mr. Abrams (C) and Ms. Quaid ( C )  and 

Mr. Whiston (C)); and between (Ms. Quinton (C) and Ms. Quaid (C) and 

Mr. Whiston (C)) are not entirely unpredictable given that interviews reveal 

different levels of home-school communication even amongst collaborative 

teachers. It should be remembered, too, that Ms. Quinton (C) was working 
with a "wrangy bunch." The stronger perception of home-school communi- 

cation in this classroom may focus on disciplinary rather than instruc- 

tional issues. What is more troublesome are those classrooms that are 

found not to differ. From a student point of view, the collaborative and non- 

collaborative teachers in many cases do not distinguish themselves on the 
basis of home-school communication, with the obvious exception of 

Mr. Abrams (C). 

It could be argued that the general inability to discriminate amongst 

classrooms at  Time 1 is not surprising. Because surveys were administered 

early in the school year (October), teacher, students, and parents had not 

had much opportunity t o  become sufficiently acquainted with one another to 
permit discriminating judgments. And yet, the Time 1 qualitative data do 

not present the same problem. The fall interviews, which were conducted 

within a few days of the surveys being administered, do reveal classroom 

differences, both amongst teachers and amongst student and parent 

perceptions of teachers. 

Questioning the Discrepancies 
between Data Sources 

It must be questioned if the discrepancy between data sources is a con- 

ceptual or a measurement problem. It is more likely the latter. Because 

interview questions were designed to address the same general issues as 

the questionnaires, i t  is not surprising that interview comments address, 

although certainly are not limited to, the topics broached in the question- 

naire. However, what may account for the lack of Time 1 differences, a t  

least in part, is the way survey items were worded. Parents were asked, for 

instance, if their child's teacheds) make(s) sure their child understands 
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homework assignment. Introducing the plural (teacheds)) increases the 

likelihood of parents drawing not only on present but past experiences as 
well when formulating their responses. This tenaency was noted and con- 

trolled for when analyzing the qualitative data. References to present and 

past teachers were coded under separate headings. To overcome this dim- 
culty at  Time 2 participants were asked to focus on the present academic 

year only when completing the questionnaire andlor during the interview. 

One-way ANOVAs: Time 2 
Because parents and students were asked to focus on the current year only 

at  Time 2, Time 2 quantitative data are of greater interest. The Time 2 data 

also benefit from students and parents having had almost a full academic 

year to form their opinions. As reported in Table 6.3, five parent scales and 

two student scales discriminate amongst classrooms at  Time 2. Student 

Perception of Home-School Communication (Scale C) and Student Percep- 

tion of Student-Teacher Collaboration (F) discriminate amongst class- 

rooms. AS the ~rofiles would predict, students perceive more home-school 

communication in Ms. Quinton's (C) class than they do in Mr. Roy's (NC), 
Mr. Richards' (NC), and Ms. Billings' (NC). Given the exploratory intent of 

the first year study, it is interesting to note that although statistically 

reliable differences are not found amongst other classrooms, an examina- 

tion of the mean scale scores shows that students generally perceive that 

more home-school communication occurs with collaborative teachers than 

with their non-collaborative counterparts. In subsequent years survey 

items measuring this aspect of classroom life will be more finely crafted to 
tease out these differences. The qualitative findings will guide this process. 

With regard to Scale E (Student Perception of Student-Teacher Collab- 

oration), student perceptions of their relationship with Mr. Whiston (C) and 
Mr. Simpson (NC) account for the statistically reliable differences. Not sur- 

prisingly, given Mr. Whiston's (C) overt efforts to reach out to students, par- 

ticularly socially, he is perceived to be more collaborative than Mr. Simpson 
(NC). Evidently, Mr. Simpson's stated fondness for his students does not 
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lead to student-teacher collaboration, at  least not in the eyes of h s  charges. 

He speaks of students playing one end against the other and it must be 

questioned if this lack of trust accounts for the student perception of the 

relative lack of collaboration between student and teacher. 

Once again, the scale mean scores support, with the exception of 

Ms. Avril (NC), the collaborative/non-collaborative distinctions formed on 

the basis of the i n t e ~ e w  data. Once again, too, further administrations of 

this instrument will benefit from our growing understanding of what 

constitutes a positive teacher-student relationship-not only from the 

teacher and parent point of view, but from the student point of view as well. 

Originally, collaboration was conceived of narrowly. Students were asked 

whether they had opportunities to choose what they were to study, for 

instance. While students typically enjoy some flexibility of this sort, they 

recognize that choice is limited by a number of external factors. While 

analyzing the qualitative data, it became evident that students define 

student-teacher collaboration far more broadly. They take into account the 

extent to which teachers: treat all students fairly; grant students 

permission to work collaboratively-but in a controlled setting; make 

themselves available for remedial or enriched assistance; and establish 

socially-appropriate relationships with students both within the classroom 

and beyond. Future renditions of the teacher-student collaboration scale 

will benefit from these insights. 

Focusing now on parent scales for Time 2, statistically reliable 
differences are found for Scale 3 (Parent Perception of Teacher-parent 

Communication-Instruction). AS the profiles would predict, parent 

perceptions of Ms. Quinton's (C) practices are significantly more favourable 

than are those for Mr. Roy (NC), Mr. Richards (NC), Mr. Simpson (NC), 
Ms. Avril (NC), Mr. Ashdown (NC), and Ms. Billings (NC). Furthermore, 
Ms. Quaid's (C) practices are perceived to be significantly more positive 

than Ms. Billings' (NC). The mean scores support distinctions made on the 

basis of the qualitative data. 
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Although the ANOVA indicates a statistically reliable difference for 

Scale 4 (Parent Perception of Teacher-parent Communication-General), 
Tukey pairwise comparisons do not identify which classrooms are respon- 

sible for this finding. Mean scale scores, however, support the collaborative- 

non-collaborative distinctions with one exception-Mr. Ashdown (NC ) is 

perceived more favourably than MS. Quaid (C) and Mr. Brooks (C). 

I t  must be acknowledged that there is parental sympathy for 

Mr. Ashdown that may explain this finding. He is known to be a new 

teacher who, despite some parental concerns, is viewed as hardworking 

and committed. Because of this, perhaps, parents speak optimistically of 

his anticipated professional growth. He is a likeable person who, though 
struggling in the classroom with a difficult group of students, is perceived 

with some fondness. Ms. Avril can be similarly described. Analyzing the 

quantitative and qualitative data in concert permits a fine tuning of the 

collaborative/non-collaborative distinctions. The two data sets agree that 

these two teachers are on the cusp. Fortunately, these teachers stayed with 
the project into its third and fourth years. Their attitudes and behaviours in 

subsequent years are to be reported d ~ ~ ~ h e r e .  

Statistically reliable differences for Scale 5 (Teacher Concern for 

Parent Involvement) are accounted for by parents perceiving Mr. Vickers 

(C) more positively than Ms. Billings (NC). Although other differences are 

not statistically significant, the descriptive data again support the profiles' 

collaborative-non-collaborative designations. Again, however, the exception 

is Mr. Ashdown (NC), who is rated more favourably than Mr. Brooks (C), 

another first year teacher. 

Finally, with respect to Scale 6 (Parent Perception of Parent-School 

Communication), parents fee free to andor  do contact collaborative 
teachers more than they do non-collaborative teachers. Mean scale scores 

support this argument as does the statistically reliable difference between 
Ms. Billings9 (NC) class ant the classrooms of the following collaborative 
teachers: Ms. Quinton, Mr. Vickers, Mr. Whiston, and, the exception 

again, Mr. Ashdown. 
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Generally speaking, Time 2 statistically reliable differences and/or 

differences in scale mean scores corroborate the designations made using 

the qualitative data. The fact that this does not occur at  Time 1 speaks to the 

importance of using different strategies to elicit information. If quantitative 

data only were used at Time 1, and even a t  Time 2, very different conclu- 
sions would be drawn: important distinctions between and amongst class- 

rooms would go unnoticed. The relatively small sample size per classroom 

may account for this, in part. SO, too, does the survey's lack of finesse in 

probing variables that are of particular interest to parents and students- 

factors that the researcher did not take into account as the study began. 

Failure to detect factors that influence the triadic relationship prevent a 

model of home-school collaboration from growing beyond the researcher's 

preconceived notions. Linking the analysis of the quantitative and qualita- 

tive data as Fielding and Fielding (1986) and Caracelli and Greene (1993) 
advise addresses this potential weakness. By following their advice, this 

study refines our understanding of the placement of individuals within the 
collaborative and non-collaborative categories. I t  refines, as  well, our 

understanding of what constitutes and facilitates the collaborative relation- 

ship from the teacher, parent, and very importantly, student point of view. 



Chapter Seven 
Putting It in Perspective 

Introduction 

This study began with four premises: one, that the classroom is a legiti- 

mate, although often neglected, focal point for effective schools research; 

two, that positive home-school partnerships are a characteristic of effective 

schools and, by extension, effective classrooms; three, that an often over- 

looked unit of analysis at  the classroom level is the teacher-student-~arent 
triad; and four, that classrooms and hence schools improve when the triad 

develops as a collaborative partnership with a focus on student learning. 

With these premises in mind, the study set out to determine the 

underlying norms, expectations, and obligations that constrain or enhance 

collaboration between and amongst teachers, students, and parents. Using 

the twelve teacher profiles reported in Chapter Five, teachers were labeled 

collaborative or non-collaborative based on: their attitudes toward students; 

their attitudes toward parents and parent involvement in student learning; 

and the extent to which they nurtured collaborative partnerships with a 

focus on student learning between and amongst themselves, students, and 

parents. The degree of congruence between teacher beliefs and actions and 

that between teacher self-report data and student and parent data were also 

taken into account when labeling teachers collaborative (C) or non- 

collaborative (NC). 

The teachers labeled collaborative are: Mr. Abrams, Ms. Quaid, 

Ms. Quinton, and to a lesser extent, but demonstrating potential, 
Mr. Brooks. Mr. Vickers and Mr. Whiston were also labeled collaborative 

-a decision based not on teacher self-report data but on information 

provided by students and parents. During the interviews Mr. Vickers and 
Mr. Whiston focused more on relational than academic interactions with 
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students and parents. It was parents and students who revealed the 

commitment to student learning that resulted in Mr. Vickers and 

Mr. Whiston being grouped with the collaborative teachers. 

Teachers categorized as  non-collaborative are: Mr. Ashdown, 

Ms. Avril, Ms. Billings, Mr. Richards, Mr. Roy, and Mr. Simpson. The 
non-collaborative label does not suggest these teachers did nothing to 
establish ~ar tnerships  with parents and students. I t  does suggest, 
however, that their practices in this regard were weak, inconsistent, andlor 
primarily reactive. In some cases, the non-collaborative label also indicates 

a discrepancy between word (positive attitudes toward students and parent 

involvement) and deed. 

The characteristics of the collaborative and non-collaborative teachers 

are described and discussed below. What follows is not an exhaustive re- 

presentation of materials contained in the profiles. Instead, behaviours and 

attitudes generally representative of one group of teachers or the other have 

been selected for the purpose of creating yet another set of profiles: the 
collaborative vs. the non-collaborative teacher. The discussion draws on 
Blase's work on the effective principal, which focused on relations between 
principals and teachers (1987). The reason for focusing on Blase's work is 
that during data analysis it became clear that members of all three referent 

groups spoke of teacher attitudes and behaviours that reflected Blase's 
distinction between task-relevant and consideration-related factors. 

The Parallel Strengths of the Effective Principal 
and the Collaborative Teacher 

Drawing on the professional leadership literature, Blase (1987) grouped 
characteristics of the effective principal into two categories: task-relevant 

and consideration-related. Task-relevant competencies focus on planning, 
defining, organizing, and evaluating work. Within this domain, the 
effective leader demonstrates strength in the following areas: accessibility; 

consistency, knowledge-expertise, decisiveness, goals and directions, follow 
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through, ability to manage time, and problem-solving. Consideration- 

related factors focus on meeting the social and emotional needs of others 

(Blase, 1987). Although Blase's study examines the principal's relationship 

with teachers, and this study examines the teacher's relationship with 

parents and students, his work nevertheless provides a useful framework 
for interpreting and reporting the data. Given the differences in teacher 

and principal responsibilities, the operationalization of the factors differs, 

but the underlying concepts remain the same. 

Task-Relevant Competencies 

With regard to goals and directions, students reveal an interesting dis- 
tinction between collaborative and non-collaborative teachers. It is the 

extent to which students working with collaborative teachers refer to the 

classroom as a place t o  work and learn. For instance, when youngsters 

enter Mr. Whiston's ( C )  classroom, they "start working right away." In 

Mr. Vickers' (C) classroom students know they must come to school with 

their homework complete. They know as well that their teacher cares if 

they are having difficulty. Mr. Abrams (C) "teaches you a lot." In his 

classroom "you have to learn;" you do not "fool around." Mr. Brooks' (C) 
classroom, although "noisy," is "workable" and "the kids get busy and do 

their work." Ms. Quinton (C) runs a classroom where students "can get lots 

of work done." And, in Ms. Quaid's (C)  classroom, learning is fun, 

"students are always doing something new," and it is "easy to understand 

because the teacher explains what to do and you catch on quickly." 

The consistency with which students working with collaborative 

teachers refer to their classrooms as places where they work hard and 

where learning occurs is striking. Students associated with non- 
collaborative teachers do not volunteer this kind of information. It must be 

noted that collaborative classrooms are not without fault. Some students 

speak of them as being too noisy, for instance. Some speak of classmates 
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who are disruptive. I t  must be noted, as well, that non-collaborative 

classrooms are not without strengths. Indeed, some students comment on 

them positively-but they do not describe them as work-oriented. The 

consistency with which classrooms run by collaborative teachers are 

described in this way suggests that the collaborative teacher has created a 

climate that conveys a clear goal-oriented message-"this is a place to work 

and learn." 

It is one thing to have goals, it is another to have the knowledge and skill to 

realize them. Here, knowledge refers not only to the declarative and 

procedural knowledge teachers must have to work effectively with students. 
I t  refers as well to understanding the importance of establishing 

collaborative relationships between and amongst teachers, parents, and 

students and to knowing how to facilitate such partnerships at  the grade 

six and seven level. 

It is not unusual for teachers and parents alike to comment on the 

well-documented decline in parent involvement as  students proceed 

through the school system (Epstein & Dauber, 1991; Stevenson & Baker, 

1987). A variety of reasons are offered to explain this occurrence. Some are 

legitimate; others less so. It is true, for instance, that grade six and seven 

students no longer require the kind of assistance parents typically provide 

in the primary grades. The less satisfactory explanations have to do with: 

teacher uncertainty about how parents can be incorporated into the triad at 

this stage; and the perceived need, on the part of both parents and teachers, 

to pay respect to growing student independence that results in separating 

school and home. It is as if some teachers and parents believe that student 

independence can only be honoured by severing home-school, if not parent- 

student, ties. However, as one mother noted: "Grade seven is a tough year. 

You're twelve years old and you're going to  tell the world what you think, 

and yet you still need someone to guide you" (23213). Martin (1992), who 

promotes the notion of the "schoolhome," as opposed to the "~~hoo lhous~ , "  is 
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in sympathy with this mother's concern. ''TO go beyond," she says, "is not 

necessarily to leave behind" (p. 138). 

One can understand the problem of home-school partnerships a t  the 

grade six and seven level if parent involvement is defined in narrow terms 

that bring forward images of parents helping children, as they often do in 

earlier grades, cut and paste, prepare food, or don boots and overcoats. But 

if one thinks in terms of intellectual partnerships between parents and 

students, the doors to home-school collaboration remain open. This 

openness is contingent, of course, on the teacher's willingness and ability to 

provide parents with the information they need to work effectively with 

students in the home. It  is contingent, as well, on the extent to which 

teachers encourage students to view parents as partners in learning. 

This is exactly what the collaborative teachers in our study do. For 

Ms. Quinton, a t  least, i t  is a matter of professional responsibility to do so. 
"One of my jobs is to let the parents know" what is happening with their 

children and to let them know "that they can take part." Although each 

collaborative teacher approaches this responsibility differently, amongst 

them we see examples of teachers who provide parents with waekly 

curricular updates and examples of work completed during that time; keep 

parents informed of homework assignments, project due dates, and test 

dates through the universal use of homework books; and provide parents 

with specific information on how to help their child with learning tasks 

assigned for home completion. What these teachers acknowledge is that 

"less direct involvement of parents in the classroom is appropriate as 

children ;nature and develop." With collaborative teachers, however, this 

does not lead to a "distancing" or a loss of "important opportunities for 
home-school collaboration" (Chrispeels, 1992, P. 2). 

MS. Quinton's inclination to view teacher, parent, and child as both 

teacher and learner provides an example of the kind of attitudinal shift that 

reflects the changing nature of the relationship between adults and 
children of this age-from hierarchical to lateral (Youniss & Smollar, 

1985). It demonstrates, as well, a willingness to share professional h o w l -  
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edge with parents-a trait that characterizes collaborative teachers and 

distinguishes them from their non-collaborative colleagues, who are not 

sure how they "could use (parents) to fullest advantage" (Mr. Ashdown). 

Within the context of home-school partnerships, knowledge rests not 

only with the professional. Collaborative teachers acknowledge in ways 

their non-collaborative colleagues do not that parents have skills and exper- 
tise from which they and their students can benefit. Unlike Mr. Simpson 

(NC), who believes that "to think anyone can teach is really a slap in the 

face," Mr. Brooks (C), Ms. Quaid (C), MS. Quinton (C), Mr. Vickers (C), and 

Mr. Abrams (C) encourage parents to become involved in an instructional 

capacity: by serving as instructors on field trips; by encouraging parents to 

discuss with their children a novel being studied in class; by inviting 

parents into the classroom to teach art or to speak of their work experi- 

ences; or by having parents serve as the final editor for student writing 

projects. 

Parents in non-collaborative classrooms do not fail to notice when their 

interest in helping their children learn is not acknowledged. A father in 

Mr. Ashdown's (NC) class believes that Mr. Ashdown views him as a 

partner in the child's education "emotionally," but "academically, he's not 

prepared to accept us too much." This is consistent with Mr. A ~ h d o w n ' ~  

comment that he has not actively sought out parent assistance. The  father'^ 
comments also reflect a sentiment expressed by Mr. Richards, who reports: 

"I look at  teaching for learning as the area in which I work, and I look for 

help from parents in behaviour." Given this, it is not surprising to hear a 

mother from Ms. Billings' class comment: "The schools are always looking 

for participation, not necessarily in the educational department, but you 

know, they like you to come in and help in the library and do all that sort of 

stuff. But as far as helping the individual child, they really don't seem to 

encourage that." 

For collaborative teachers educational background does not determine 

a parent's ability t o  provide home support. Mr. Abrams (C) recognizes that 

lack of education can be a barrier to parent involvement from the parentJs 
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perspective, but based on Mr. Brooks' (C)  comments, the collaborative 
teacher does not share that perception. Mr. Brooks believes that, "despite 
their level of education, there is always something that somebody can do, 
that they can help out in some ways." Mr. Vickers (C) has managed to 
convey this sentiment to the mother of a child in his classroom. Because 
she is not well educated, the mother reports feeling uncomfortable talking 
with teachers. Mr. Vickers, however, is an exception. She comments: "He 
is probably the first teacher that I have actually related to comfortably." One 

questions how comfortable she would have felt dealing with Ms. Billings 
(NC), who believes "it is . . . unreal . . . when the parents themselves only 

have a grade eight education, to expect them to be assisting." 

To the collaborative teacher, then, parents are a valuable source of 
information and assistance. Students are perceived similarly. Ms. Quaid 
(C), for instance, believes her teaching repertoire is enhanced when she 
and her students negotiate the criteria for successful completion of 

learning activities. When projects are assigned, it is not unusual for 
students to ask if they may "just change this and do i t  this way?" This 
pleases Ms. Quaid. "When they come up with a new idea, I love it because 
then I add it to my list of activities." Ms. Quinton (C), too, is inclined to place 
students in the role of teacher. In her case, she encourages students "to tell 
their parents two or three things each day that they've done" and to 
recognize that not all parents know the material, and students, therefore, 
must "take it home and explain it to them." 

It is not so much what the non-collaborative teachers do say on this 

topic but rather what they do not say that creates the impression of limited 
teacher appreciation of the knowledge students and parents can bring to the 
relationship. Focusing on what is not said is an interesting way to 
approach the parent data as well. Parents who are associated with collab- 

orative teachers do not always mention the various strategies these 
teachers use to create home-school partnerships. Of greater interest, how- 
ever, is the observation that neither do they mention such things as: ((1 
wouldn't mind a bit more information coming home" (Mr. Richard's (NC) 
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class); or "I don't know what is going on in the classroom. I wish there was 

really more . . . into notifying parents as to what is expected. . . . I'm going 

to try . . . next year to have a copy, an absolute copy of the school curriculum 
for every grade now on through" (Mr. Ashdown's (NC) class). One im- 

portant difference between the collaborative and non-collaborative teacher, 

then, is the extent to which they share knowledge and are receptive to 
receiving i t  from other members of the triad. 

Goals and knowledge are undoubtedly important, but  if parents and 

students cannot access that  knowledge, goals become more difficult to 

realize. Thus, the need for teachers to be accessible. Blase (1987) defines 

"accessibility" as  "availability and visibility." Accessible principals are 

professionals who "arrive a t  work early and stay late," "work hard and long 

hours," "circulate a lot," are "involved in everything" and are "everywhere." 

I t  is acknowledged that  given different responsibilities, principals and 

teachers will differ in what and how they are "involved in  everything," but 

this characteristic of the effective principal is a characteristic, as well, of a t  

least two collaborative teachers. 

Mr. Abrams (C),  for instance, is  very much involved in  extra- 

curricular activities. To discuss extracurricular activities may appear to 

take the discussion out of the classroom and away from a focus on 

academic learning. However, i t  is mentioned here because one parent 

perceives Mr. Abrarns' involvement beyond the classroom as  having a 

positive over" effect on her daughter's school work. This mother 
describes the student as having a "more positive attitude . . . this year." She 

attributes this to Mr. Abrams' involvement in extra-curricular sports 

activities, which provide the focal point of her daughter's school life. She 
"seems to centre her activities in that area, and if she does well i t  sort of 

spills over into her school work. The fact that (Mr. Abrams) leads a lot of 

those physical activities . . . is helping her." In this regard, the distinction 

between the consideration and the task oriented features of the collaborative 
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teacher become blurred, as they do for Mr. Vickers (C), who has pizza 

nights at  his home for all his students. 

HOW Mr. Vickers' pizza parties impact student learning or commit- 

ment to school is difficult to unravel as no parent mentions these effects 

specifically. However, Wang, Haertel, and Walberg (1993, p. 277) identify 
"frequency and quality of teacher social interactions" in the classroom as 

one of the proximal, that is to say powerful, variables in their model of 

school learning. Admittedly, the activities just described occur beyond the 

classroom. However what is abundantly clear is that Mr. Vickers (C) and 

Mr. &rams (C) are highly respected by students and parents alike and that 

this respect has classroom consequences. As Metz ( 1993 ) and Mortimore 

(1993) point out, a positive relationship between teacher and student is a ne- 

cessary (albeit not sufficient) condition of student engagement. By contrast, 

with the exception of Ms. Avril (NC), non-collaborative teachers seldom 

mention involvement beyond the classroom or the regular school day. 

Ability to Manage Time 

Time is not a deterrent to the collaborative teacher. They find time-efficient 

ways to keep parents informed. Ms. Quaid ( C )  and Ms. Quinton (C), who 

both adopted the folder system, assigned students the responsibility of 

creating the folders and of accumulating the materials to be sent home on a 

weekly basis. These teachers safeguarded valuable teacher time for 

preparing andlor responding to comments in the section of the work folder 

designed for that purpose. 

Collaborative teachers also make time for both students and parents. 

Ms. Quinton (C) notes that "we've got to, as teachers, fit our timetables 
around (parents) to make it more convenient for them." Parent information 

indicates that Ms. Quinton is true to her word. She scheduled 7 3 0  a.m. 
meetings with one family in order to accommodate both the father's work 

schedule and his interest in meeting with the teacher. Ms. Quinton uses 
another practice to facilitate home-school communication beyond the 

regular working day. She distributes her home phone number to parents 
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during the first week of school and specifies the hours during which she 
can be reached: 6:00 to 8:00 p.m. This time is used to contact parents and to 
receive incoming calls. One father reported feeling uncomfortable phoning 
the teacher at  home but, remembering Ms. Quinton's invitation to do so, 
took advantage of this oppor~unity to discuss an issue that was causing his 

daughter difficulty. 

It is helpful to juxtapose this information against comments made by a 
parent in Ms. Avril's (NC) class. The mother describes the relationship 

between teachers and parents as poor, attributing this to lack of communi- 
cation. Because she works outside the home, she, like many working 
parents, feels that she has little opportunity to communicate with the 
teacher. She does not fault the teacher, who, she believes, "probably thinks 
that I am free to call her and like it's up to me to go to her and make the 
move." She continues: "I'm sure we could talk on the phone. She could 
phone me a t  work, (but) I don't expect her to do that. . . . I am never horne 
until six or six thirty and I mean she's finished a t  school . . . she has had 
her day. . . . I don't know how we ~ou ld  c~nnect." 

Ms. Quinton's (C) parents do not have this problem. They know how to 

connect. They know when to connect. They know this because the collabora- 
tive teacher has done something the non-collaborative teacher has not: she 
has recognized the importance of the teacher taking the first step in 
establishing positive home-school partnerships; and she has provided 
parents with a specific invitation to call and with specific information about 
when is available. She has also addressed a time availability problem 

that Ms.'Avril (NC) has not. "I guess there always could be more contact 
with parents," Ms. Avril comments, "but when do you find the time?" The 

implications for home-school partnerships are clear. 

Teacher availability is also important to students. Just as Ms. Quinton 
(C) made time available in the morning for parents, Ms. Quaid (C) does the 
same for students. They are welcome in the classroom, as long as they 
arrive before 8:15. Students and parents alike are aware that during this 
time Ms. Quaid is available to  help students review work previously covered 
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in class; to rewrite exams; or simply to complete homework because 
"morning (is) just their time" to work efficiently. Ms. Quaid (C) is pleased 

that the early morning sessions have become "habit forming" for some 

students. She believes the formation of such habits will serve them well in 

high school. 

Unlike Ms. Quaid (C), Ms. Avril (NC) is anything but gracious with 

those who arrive early to complete homework. Her students receive the 

following message: "Well, you're lucky I'm here a t  seven o'clock. Otherwise 

you wouldn't get in. (Ms. Avril reports elsewhere that she regularly arrives 

at  school at  7:15 a.m.). 

Consistency and Follow-through 

Although "consistency" and "follow-through" appear as separate headings 
in Blase's work, they are collapsed here because, i t  is argued, i t  is the 

consistency of follow-through that is important. Although no interview or 

survey question addressed this topic, this factor emerges as another factor 

that distinguishes the collaborative from the non-collaborative teacher. 

One aspect of follow-through, and one that is linked to the realization of 

learning goals, is the extent to which teachers follow through with-r hold 

students accountable for-homework completion. Ms. Quaid (C), for in- 

stance, comments: it "doesn't take (students) very long to realize that the 85 

excuses really aren't going to work"--homework must be done. Collab- 

orative teachers are consistent not only in their expectation that students do 
the work assigned but also in their reaction when these expectations are not 

met. Ms. Quaid (C) is quoted again. Although "there's no death penalty" 

when students fail to complete a homework assignment, they know they 
will be held accountable. To this end, she and the student discuss a realistic 

completion date for the outstanding work. 

Teacher follow-through on homework assignments is a salient teacher 

behaviour from the parent point of view as well. Ms. Quinton (C), for 

instance, is known to make an upward adjustment to student marks when 
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corrections are completed satisfactorily. Mr. Whiston (C) is known to take 
marks off for late assignments. Known, too, is the effect this has on 

students. One mother explains: "MY son forgot one of his papers one day 

and was told that if it is not in by the end of the week, you lose points. And, 
of course," she adds, "it was in the next morning." 

Another example of consistency and follow-through comes from 

Mr. Abrams' (C) class. Although he comments that it was "a real pulling of 

teeth" to have students adopt his standards, it is obvious from parent re- 
ports that honouring his expectations is important. One mother comments 

that her son knows "he has to do all his work" because if he doesn't, ('his 
teacher makes him stay after school." Another mother indicates how 

important it is to her daughter that she do "everything just perfect-the way 
he likes it." At the beginning of the year, Mr. Abrams (C) conveys his 

exacting standards for assignment completion t o  parents. One mother 
reports finding this very helpful because she then knows what to look for 
when she reviews her child's homework. The high standards and the 

accountability are not damaging to Mr. Abrams' relationships with 
students. Both parents report that their children have a great deal of 

respect for this teacher, work well with him, and are demonstrating more 
positive attitudes to school than in previous years. 

Whereas non-collaborative teachers speak of the importance of 

students following through on their responsibilities, they seldom give con- 
crete examples of how that responsibility is developed. Collaborative 

teachers, however, discuss specific attitudes and practices that encourage 
the development of student accountability. For instance, when Ms. Quaid 
(C) is planning long-term projects with her students, she encourages them 
to set realistic goals, because, she explains to them: "I want you to meet 
what you say you can do." Mr. Vickers' (C) comment characterizes the 

collaborative teachers' sentiment on this topic. Students "have to be taught 

the skills. It isn't fair to say: 'You are now thirteen and you have to (be 
responsible). . . . First, they have to be taught or shown that this is possible. 

Secondly, they have to be given a chance to practice these skills." For 
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Mr. Vickers and for several other collaborative teachers, universal use of 

the homework book serves this purpose. 

Although teachers like Mr. Richards (NC) comment extensively on the 

importance of student responsibility, typically their comments remain a t  

the level of generalities. They do not provide specific information on how 

they nurture student development in this area. Furthermore, they are the 

teachers whom parents report fail to follow through on their own commit- 

ments. Mr. Richards (NC), for instance, unexpectedly and without expla- 

nation dropped a project about which "the kids were really enthusiastic." 

He failed, as well, to honour a commitment to send home worksheets for a 

child requiring extra help. Yet another example of failure to follow through 
comes from Mr. Richards' class. In this instance, the teacher neglected to 

keep parents informed of student progress or, more accurately, the lack 

thereof. The parents report being advised during the fall interview that 

their daughter "was doing fine." They were completely taken aback, there- 
fore, when the report card revealed a significant drop in grades from the 

previous year. Unbeknownst to them, their daughter had failed to complete 

several homework assignments. Although they had been concerned about 

the seeming lack of homework and had discussed this with their daughter, 

she had repeatedly advised them that none had been assigned. This kind of 

confusion does not arise in a class like MS. Quaid's (C) where parents are 

advised a t  the beginning of the year of the amount of homework to expect 

and what to do if the child reports that none has been assigned for the 

evening. 

Mr. Simpson (NC) is another teacher who failed to follow through. 
Like all teachers, Mr. Simpson comments on the importance of students 

demonstrating responsibility. However, when a majority of students failed 

to complete an assignment by the scheduled due date, rather than hold 

them accountable, the deadline was moved. The parent who reported this 
incident was upset. She explains: "It was to be done (over a vacation period). 

No exceptions. There was two hours a day for the whole holiday break. We 
fought . . . all week to do this homework." She approached Mr. Simpson 
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with the suggestion that students who had honoured his instructions be 

given bonus marks-something to acknowledge their efforts. The sugges- 

tion was not accepted. Not surprisingly, the mother asked Mr. Simpson: 

"What are you teaching our kids7 You lay down the law and then you 

change your mind at  the last moment." Because these parents were work- 

ing with a child who actively resisted their efforts to monitor homework 

completion, this situation was particularly stressful. No instances of 

inconsistent follow-through were reported for collaborative teachers. 

Consideration-related Factors 
Although Blase (1987) breaks consideration-related factors into the four sub- 

categories noted earlier, they are dealt with here under one heading. In 
many important ways, the information presented under "Task-relevant 

Competencies" predicts what is reported in this section. Based on com- 

ments from all three referent groups, there is consensus that collaborative 

teachers hold students and parents in high regard. Parents and students 

working with collaborative teachers generally report that students in these 

classrooms enjoy school, like their teacher, and feel respected. A mother in 
Ms. Quaid's (C) room reports that her daughter is more engaged aca- 

demically and enjoys her schoolwork more than she did in previous years. 

A parent in Mr. Abrams' (C) room reports similarly. A mother in 

Mr. Whiston's (C) class reports that her son enjoys school and "this year 

. . . feels really good about it." A student in Mr. Vickers' (C) class reports 

that school is "like a second home." A mother in Mr. Brooks' (C) class 

reports that the teacher has "a really good relationship with his students. 
. . . I really feel it. . . . He doesn't talk down t o  them. He talks to them as an 

equal." A student in this class comments that Mr. Brooks makes her feel 
"welcome and important." All these remarks are consistent with infor- 

mation the teacher provided about his or her attitude toward students. 

Parents of children assigned to non-collaborative teachers offer infor- 

mation that reveals important differences between the two types of teacher. 

A father in Mr. Ashdown's (NC) room reports that the teacher has "guide- 
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lines" of what constitutes "a perfect student" and what he is telling me is 

that "my kid doesn't meet that criteria. . . . My son knows it, too,'' he adds. 
~ o t  all parents associated with non-collaborative teachers are as critical. 

However, neither are they as positive as their counterparts in the other 
classrooms. A mother in Ms. Billings' (NC) room reports that her daughter 
is "not really all that happy in her class." In Mr. Richards' (NC) class, 
parents and students seem generally satisfied although there is concern ex- 
pressed about unfair disciplinary procedures. Student and parent reactions 
to Mr. Simpson (NC) are mixed. One young man considers the student- 

teacher relationship generally satisfactory, but there are complaints here, 
too, of unfair disciplinary practices. Another student reports: "I just don't 
like him. Nobody in our class does." MS. Avril and Mr. Roy, though labeled 
non-collaborative, appear to have more positive relationships with students 
than do their counterparts, although with MS. Avril, too, there are com- 
plaints that she is not always fair in her dealings with students. 

Consideration-related factors reflected in parent-teacher relationships 
are just as revealing. Parents of non-collaborative teachers more often 
express the feeling that the relationship between parent and teacher is 
"distant." This often has to do with lack of communication or the sense that 

the teacher wishes t o  keep the parent a t  bay. A father in Mr. Roy's (NC) 
room comments: "We just don't see each other, even though we're working 
toward a common goal." Another parent from the same class reports: "We 
just haven't had contact with the man. . . . We haven't gotten to know him 
that well," A mother in Ms. Billings' (NC) class also comments on the lack 
of rapport established between home and school. She explains: We have 
"only met a couple of times, and it hasn't been a long enough period to 
really get down to a comfortable relationship." Another parent with a child 
in Ms. Billings' room is more direct in expressing her displeasure: "I 

wouldn't know her if I fell over her on the street." To this mother, the 
relationship between parents and teachers is a "big joke . . . I don't think 

it's there." 
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Even when there is contact between non-collaborative teachers and 

parents, however, it does not necessarily create a spirit of partnership. A 
mother in Mr. Simpson's (NC) class explains that although she and the 

teacher were working together more at  the end of the year than they were at  
the beginning, she continues to "get the sense . . . that he figures he can 

handle it himself better." 

There are certainly within-classroom differences with regard to parent 

perceptions of the relationship between the parent and the teacher labeled 

"non-collaborative." What is interesting to note, however, is that the kinds of 

comment reported immediately above simply do not appear in conversa- 
tions with parents whose children are assigned to the classrooms of collab- 

orative teachers. More typically, and with greater consistency, parents 

associated with collaborative teachers report that: there is "no doubt" that 

parents are viewed as partners in their child's education; that the teacher 

appreciates the advocacy role parents play on behalf of their children; that 

the teacher appreciates, as well, that families are interested in and capable 

of assisting in the home and that the teacher provides specific information 

that permits them to do so. 

Furthermore, in contrast to what their counterparts report, parents 

working with collaborative teachers indicate that  the parent-teacher 

relationship has developed over the academic year. A mother whose child is 

in Ms. Quinton's (C) room reports: "We have more mutual understanding. 

There is more follow-up on her part, more contact. I feel more confident 

now. Maybe because we have got to know her." A parent in Mr. Vickers' (C) 

room expresses a similar sentiment. She comments: "He is probably the 

first teacher that I have actually related to comfortably. . . . I feel like I can 

talk to Mr. Vickers now (at the end of the year). . . . You know what I mean? 
You have to get to know them." "Getting to know them" is a far more likely 

occurrence for parents associated with collaborative teachers than for those 
working with their non-collaborative colleagues. 

In summarizing his findings, Blase (1987, p. 606) reports that 
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leadership factors affected teacher motivation, involvement, and 
morale and, in general, enhanced the possibility of productive 

interactions between teachers and others. At a more abstract 

level, effective leadership was linked to the development of produc- 

tive social and cultural structures in schools. 

Collaborative teachers do likewise at  the classroom level. Their atti- 

tudes and behaviours impact on students and parents as the characteristics 

of the effective principal impact on teachers. They create an environment in 

the classroom that balances the importance of academics with the 

importance of positive teacher-student social relationships, increasing the 

likelihood of student satisfaction with school and academic success (Metz, 

1993). Furthermore, they extend the mutually respectful relationship they 

create with students beyond the classroom and form a similar type of 

relationship with parents, encouraging as they do the growth not only of 

purposeful dyadic relationships but the growth of the triadic relationship as 

well. 

Reconsidering Study Premises 

The characteristics of the collaborative teacher having been defined, i t  is 

appropriate to ask in what ways, if at  all, this information supports the 

premises on which the study was based andlor speaks to their relevancy: 

one, the classroom is a legitimate, although often neglected, focal point 

for effective schools research; 

two, positive home-school partnerships are a characteristic of effective 
schools and, by extension, effective classrooms; 

three, an often overlooked unit of analysis at  the classroom level is the 

teacher-student-parent triad; and 

four, classrooms and hence schools improve, in part, to the extent to 

which the triad develops as a collaborative partnership with a focus on 

student learning. 
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In addition to the parallel characteristics of the collaborative teacher and 

the effective principal, support for these assumptions comes from two other 

sources: the effective schools literature and Wang, Haertel, and Walberg's 

( 1993 ) model of school learning. 

Collaborative Teachers and School Effectiveness 
In comparing this study's findings to those reported in the effective schools 

literature, it is necessary to point out one major difference-test scores, 
gain scores, or other typical measures of school effectiveness are not 

mentioned here. This is purposeful and reflects Sirotnick's (1987) belief that 

although achievement scores may provide useful descriptive data, they 
have no "supreme status against which the relevance of all other 

information is judged" (p. 47.) Driscoll (1992, p. 123) concurs. 

Our lens for examining "effectiveness" has been too narrow for too 
long. Improved communication, better attendance, more positive 

teacher-parent rapport-these, it may be argued, should be ends 

in themselves, and at  the very least, can be seen as harbingers of a 

climate in which students can learn effectively. 

Whether the measures to which ~r iscol l  refers ought to be "ends in 

themselves" is questionable. There is a danger in placing too much em- 

phasis on consideration-related issues a t  the expense of task-related 

factors. As Blase notes, it is the ability to balance the two that defines the 

effective school principal and by extension, the collaborative teacher. 

Mortimore (1993) concurs: "The key lesson from school-effectiveness re- 

search is that the ends must constantly be kept in sight in order to prevent 
any of the means from assuming importance in their own right and, 

thereby, distracting energy from the main t a s k  (p. 306). 

This caution having been noted, i t  can be stated that D r i s ~ o l l ' ~  

reference to the "harbingers of a climate in which students can work 

effectivelyn is important. This kind of environment increases the likelihood 
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of students experiencing both academic success and emotionally satisfying 

relationships. This, in turn, increases the likelihood of students bonding 

with the school and remaining committed to its goals. Our data support 

these claims. This is evident from the number of times parents associated 

with collaborative teachers report that their children are more committed to 

their schoolwork, are working harder, are more involved in school 

activities outside the classroom, and are enjoying school more than they 

have in the past. These are the classrooms that we would wish for all 

students-and particularly those who are on the fringes and a t  risk of 

"fading out" (Raddysh, 1992), that is dropping out in secondary school. 

I now discuss this study's findings from the perspective of the effective 

schools literature. Summarizing the work of many, Chrispeels (1992, 
pp. 9-10) reports the following characteristics of effective schools. They 

demonstrate: 

instructional leadership by principal and staff; 

clear school mission; 

opportunity to learn and student time on task; 

high expectations; 

frequent monitoring of student progress; 

a positive, safe, orderly learning environment; 

positive home-school relations. 

The qualitative data reveal that collaborative teachers create a 

classroom setting that reflects many of these characteristics. They convey to 
students and parents alike the message that in their classrooms students 

work hard and "learn lots" (opportunity t o  learn). They do this in an 
environment that is perceived to be conducive to learning and in which 

students are kept informed of what is expected of them (high expectations) 

and how well they have achieved those goals (frequent monitoring of 

student progress). The collaborative teacher not only provides students with 

opportunities to learn within the classroom but extends those opportunities 
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beyond the school house and the school day (student time on task) by 

keeping parents informed of what youngsters are learning in class, how 

well they are doing, and how, in specific ways, parents can support 
learning goals and activities in the home (positive home- school relations ). 

All this is done in an atmosphere that conveys to students, and parents too, 

that they are engaged in a mutually respectful, mutually beneficial 

relationship (positive, safe, orderly learning environment) that is working 

toward a common goal-student learning and success. 

Collaborative Teachers 
and a Model of School Learning 

The findings reported here are linked not only to the repeatedly reported 

characteristics of effective schools. They are linked as well to the outcomes 

of the largest, most ambitious integrative review to date of educational, 

psychological, and social factors that impact school learning (Wang, 

Haertel, & Walberg, 1993). Using evidence provided by 61 research experts, 

91 meta-analyses, and 179 handbook chapters and narrative reviews, Wang 

and her colleagues developed a framework comprised of six theoretical 

constructs that capture the various influences affecting student learning. 

The 228 variables that emerged from a review of the various data sources 

noted above were grouped into 30 categories that, in turn, were grouped into 

the following six constructs: (a) state and district governance and organiza- 

tion; (b) home and community educational contexts; (c) school demograph- 

ics; (d) design and delivery of curriculum and instruction; (e) classroom 
practices; and (0 student characteristics. 

These constructs were further categorized and labeled as proximal, 

variables that have an "immediate effect on students" (p. 268), o r  distal, 

variables that are "at least one step removed from the daily learning experi- 
ences of most students" (p. 276). The latter takes into account organizational 

characteristics and policies a t  the state (provincial), district, and school 

level; the former, psychological, instructional, and home environment 
factors. More specifically, proximal variables refer to: 
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student characteristics (metacognitive, cognitive, motivational, and 
affective variables); 

classroom practices (management, instruction, and the quality of the 
teacher-student relationship); 

home and community educational contexts (educational characteris- 

tics of the home and parent attitudes and activities that support school 

learning). 

Wang and her colleagues report consensus amongst all three data 

sources that proximal variables have the greatest impact on student 

learning. Two of these variables are of particular interest to this study: one, 
student and teacher social interactions; and two, home environment and 

parental support. As noted above, "the home environment includes not only 

the educational characteristics of the home but also parent activities and 

attitudes that support student learning" (p. 278). It  is essentially the 

"curriculum of the home" referred to in an earlier chapter. It takes into 

consideration, amongst other things, the extent to which parents monitor 

or assist with homework, provide an environment conducive to the comple- 

tion of school learning tasks in the home and a t  school, and encourage 

students to achieve their academic potential. The work reported here 

demonstrates very clearly how the actions of collaborative teachers increase 

the opportunity for parents t o  act in these ways. Such teachers, then, 

nurture the kind of home influences that Wang and her colleagues report 

have a strong effect on student learning. 

There is a point to which parents can proceed along this path using 

their own resources. However, there is a point beyond which parents 

cannot fulfil their wishes to support school learning in the home without 
the support of a collaborative teacher's positive regard for school-home 

partnerships-a regard that manifests itself in ways already discussed: 

providing parents with curricular overviews; keeping parents informed of 

student progress; giving parents specific information on how to help a 

student with a particular activity; and encouraging students to view their 

parents as partners in learning by discussing classroom learning events 
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with parents on a daily basis and by requesting their assistance with 

homework, be that in an instructional or monitoring capacity. 

Strategies that bring the "CO" part of the CO-production of learning into 

focus include: establishing communicative structures to permit informa- 

tion to flow not only from the teacher but to the teacher as well. Represent- 

ative strategies that the collaborative teachers in this study used include: 

providing a place for parent comments in both homework books and student 

work-folders and by accommodating parent work schedules by meeting 

early in the day or by establishing and announcing home "ofice hours" 

during which parents are invited to communicate with the teacher by 

phone. 

Wang et al. (1993) comment that "the home functions as the most 

salient out-of-school context for student learning, amplifying or diminish- 

ing the school's effect on learning" (p. 278). Encouraging adoption a t  the 

classroom level of the kinds of strategies noted above increases the ability of 

the home to serve in an amplifying capacity. It is also speaks to the impor- 

tance this study places on an inside-out approach to school improvement 

and the appropriateness of doing so. As Wang and her colleagues com- 

ment: "proximal variables like . . . home environment variables have more 

impact on learning than most of the variables studied and should be part of 

an effective strategy to promote student learning" (p. 276). Both the study 

reported here and the work of Wang and her colleagues provide empirical 

support for the theoretical position paper entitled In the Web (Coleman & 

Collinge, 1991), which laid the foundation of the Co-production of Learning 

Project. In that paper i t  was argued that of the various kinds of external 

influences that impact schools, the familial was the most powerful and that 
uclassroom and school improvement cannot be attained without changing 

the relationship between the three central figures-teacher, student, and 

parent" (p. 262). 

The second of the two proximal variables pertinent to this study is the 

relationship between teacher and student. "One type of classroom inter- 

action that has been linked to student outcomes is the amount and quality of 
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teacher and student academic interactions. . . . A second type of classroom 

interaction that has also been linked to student outcomes is the frequency 

and quality of teacher and student social interactions" (Wang et al., 1993, 
p. 277). T h s  is similar to Blase's (1987) commentary on task-related and 

consideration-related variables. As was mentioned when discussing 

Blase's work, collaborative teachers demonstrate an ability to focus on and 

maintain a balance between both aspects of the teacher-student relation- 

ship. They do so with positive effect upon students' and parents' attitudes. 

Given the importance Wang et a1.(1993) attach to these features of 

school life, i t  is interesting that the school effectiveness literature seldom 

focuses on the student-teacher relationship. During the data analysis stage 

of this work, it became clear that this is an important oversight. The 
student member of the teacher-parent-student triad is a far more critical 

link between home and school than is envisioned when students are 

conceived of simply as conveyors of newsletters and teacher requests for 

parent assistance on field trips. 

Not only does the student-teacher relationship impact student learning 

and attitude toward school. It impacts, as well, the parent-teacher relation- 

ship in important ways. Those ways may be positive, as is evident from the 

comment made by a mother in Mr. Brooks' (C) class. She perceives the 

student-teacher relationship to be healthy and comments on how this 

affects her willingness as parent to meet the teacher. "She (the daughter) 
liked him and she told me a little bit about him. You're a little more 

optimistic to meet somebody that your child has already said, 'hey, they're 

really nice."' 

The other end of the continuum is represented by a comment made by 

Mr. Simpson (NC). "The kids," he remarks, "are excellent a t  playing two 

ends against the middle. . . . Most of (the parents) don't really know whatys 

going on here. In the distance between here and the home, (the students) 

can change things around to make it fit the way they want it to fit." He is 

asked if he thinks students play one end against the other. His response: 
''Like a piano." The implications for home-school partnerships are obvious. 
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So are the outcomes, as is evident from the events described earlier by a 

parent in Mr. Richards' (NC) class. The situation focused on a female 
student whose peers had changed significantly from one year to the next. 
Whereas during the previous year, she and her friends were honour 
students, this year her companions were characterized by the mother as 
interested solely in boys, hair, and shopping. Unbeknownst to her parents, 
this young girl neglected her homework over an extended period of time 

and responded to parent enquiries about lack of homework by advising 
them that none had been assigned. In this situation, the two adult 

members of the triad had not established routine communication and as a 
consequence the child was given considerable power to fail. 

The power adult members of the triad give students is noticeable as 
well when they talk about the need to honour emerging adolescent indepen- 
dence. Some parents speak of not wanting to embarrass their children by 
appearing a t  the school-and thus stay away. Some teachers speak of 
student embarrassment as well and/or the wish to allow students to operate 
independently of the family-and take this into consideration when 

contemplating school-home liaisons at  this level. 

Mr. Vickers (C), a collaborative teacher working with grade seven 

students for the first time during the data collection period for this study, 
admitted to falling prey to what is considered here to be a bias about the 
nature of pre-adolescent student-parent relationships. At the beginning of 

the year he commented: you "have to be careful (about involving parents, 
particularly in the classroom) because around grade seven a lot of kids 
don't want Mom and Dad there." At the end of the year he realizes the 
artificiality of this assumption. "I was quite surprised. At the grade seven 
level I thought there might be a little 'I don't want my mommy here.' But 
they (the students) really enjoy it and, of course, if the parents think that 
school is important, there is a far greater chance that the children will too." 

Collaborative and non-collaborative teachers differ in the extent to 

which power to influence the triadic relationship is left to the student. The 
former group of teachers takes ownership of the responsibility to establish 
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links between the two adult members of the triad. This is not to say that 

students in these classrooms have no responsibility for home-school liaison. 

They are accountable for having homework books signed and for taking 

home work portfolios for parent review, for instance. But they are not the 

sole link between home and school. Collaborative teachers act on a senti- 

ment that Mr. Roy (NC), unfortunately, expresses in words but not deeds. 
When parents are brought into the relationship, it makes education "easier 

. . . for the kid, the parent, and the teacher, because there's three of you 

involved now instead of just two." This increases the likelihood of students 

being granted the opportunity and the power to succeed. 

Teacher Change and the 
Collaborative/Non-Collaborative Teacher 

This study set out with two purposes in mind: one, t o  determine and de- 

scribe the attitudes and behaviours that constrain or enhance the formation 

of learning partnerships between and amongst teachers, students, and 

parents; and two, through an (admittedly weak) intervention to promote 

home-school ~artnerships with a focus on student learning a t  the grade six 

and seven level. As one comes to the end of a study one questions to what 

extent the goals were realized. 

Certainly the first of the two goals has been realized. The portraits of 

the collaborative teachers give ample evidence of the attitudes and 

behaviours that bridge the distance between home and school and between 

members' of the parent-student-teacher triad. This is an important outcome 

given the study's emphasis on the inside-out approach to school effective- 

ness and given the long term purpose of the larger project, which is to effect 

change that will promote school improvement. 

The extent to which the study was successful in realizing its goal of 

promoting school-home partnerships depends on which group of teachers 

one focuses on. When planning studies of this sort, Henderson et al. (1978) 

encourage researchers to consider the following question: "Can you 
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realistically expect that the attitude objectives will have been achieved by the 
time YOU plan to do the measuring?" In examining the results of this work, 

the answer is yes and no. If one focuses on the collaborative teachers only, 

the answer to Henerson's question is "yes." If one focuses on the non- 

collaborative teachers, the answer is "no." 

The next question, then, is "why the difference?" Some teachers who 

attended the workshop simply picked UP and ran with the ideas and 
suggestions presented. As one member of the research group noted, it was 

as if all these teachers needed was a "gentle nudge" and home-school 

partnership practices were in place. For other teachers, the workshop, the 

publicly announced commitment to a chosen activity, and the follow-up 

meetings a t  which these activities were discussed led to limited, if any, 
change in either practice or attitude. 

Some would argue that Guskey's (1986) work on teacher change would 

predict negative outcomes for this study. According to Guskey, change 

occurs in three stages: "change in the classroom practices of teachers, 

change in their beliefs and attitudes, and change in the learning outcomes 

of students" (p. 6). His model "posits that significant change in the beliefs 

and attitudes of teachers (with respect to specific teaching practices) is 

contingent on their gaining evidence of change in the learning outcomes of 

their students" (p. 7). In this study evidence of desirable outcomes is 

extended to include positive feedback regarding student and parent 

attitudes toward learning and collaborative relationships. From Guskey'~ 

point of view, behavioural change precedes attitudinal change. Staff 

development policies, therefore, should reflect this emphasis. 

There is a logic to Guskey's model that is appealing. And yet the model 

does not explain why some teachers in this study responded t o  suggested 

strategies to improve home-school partnerships and some did not. SmyliePs 

(1988) work on teacher change, however, does speak to this finding. Smylie 
makes an important distinction. He differentiates between school-based 

staff development and that which is rooted in the individual teacher's 

commitment to ongoing professional growth-regardless of the presence or 
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absence of change efforts occurring at  the school level. This distinction is 

important. It speaks to the importance of understanding: one, the context 
in which models of teacher change are generated; and two, the limitations 

those contexts impose on the generalizability of the model to other settings. 

Smylie's work focuses specifically on staff development that is teacher- 

centred and for which there is "no pressure from administrators or 

teaching colleagues . . . to change . . . practice" (P. 25). This, he suggests, is 
"the autonomy generally associated with individual participation in staff 

development for the enhancement of teacher practice (cf. Schlechty & 
Whitford, 1983) and perhaps reflects the broader autonomy associated with 

individual teacher practice in most schools (Lortie, 1975; Weick, 1976)" 
(p. 25). In the context in which Smylie's work was conducted, teachers' 

belief in their ability to impact student learning was found to be the most 

significant predictor of teacher change. AS Smylie notes, teachers who 

were most confident their professional practices would have the desired 

outcome were those who were most willing to change those practices. In 

this case, behavioural change is a consequence of pre-existing a t t i t u d e s a  

reversal of Guskey's model. 

This observation fits the data reported here. Collaborative teachers are 

far more likely t o  speak with certainty of their ability to work effectively with 

students and of their relationship with parents. Smylie's model correctly 

predicts that these would be the teachers who would adopt new practices 

without imposition from above. In doing so, they create a chain reaction 

which, drawing of Guskey's model, increases the likelihood of new 

strategies being incorporated into everyday practice-in this case, efforts to 
promote home-school partnerships. This is to say, teachers receive feedback 

that their actions have desirable outcomes. 

According to Metz (1993), "good teaching requires not only enormous 

skill and energy but also probably some visible confirmations for those 
effortsn (P. 130). The collaborative teacher receives that confirmation, which 

enhances the sense of professional efficacy, which, in turn, increases the 

likelihood that those new behaviours will become established patterns of 
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professional practice. Mr. Abrams (C)  reports that students have a deeper 

understanding of a novel they are studying in class-a consequence of 

asking parents to read and discuss the book at  home with their children. 

Mr. Vickers (C)  receives feedback that causes him to say: "I've yet to have a 

parent come in who hasn't walked away with a more positive aspect toward 
school." With regard to his relationship with students he is convinced that 

although parents may not necessarily agree on how certain things are done 

in the school, they would agree that "he and the others on this staff all 

really care about kids." Ms. Quinton (C) reports that her weekly folder 

system has been well-received by parents. "I've had really positive response 

to those. . . . A number of parents have come in and said, 'hey, we're really 

pleased."' Students, too, report the benefits of this practice both for 

themselves and for their parents. 

It must be noted that although this study focuses on the importance of 

examining school effectiveness a t  the classroom level, it is acknowledged 

that it is unsatisfactory to confine suggestions for school improvement to 

that milieu. What the classroom focus permits is a closer examination of 

conditions that must be met for schools overall to improve. The findings, 

therefore, certainly remain applicable to the setting from which they derive, 

but they also inform staff development programs of the sort to which 
Guskey refers-that is to say, school-based initiatives. 

Further to this point, ample evidence exists that speaks to the 

importance of the principal's role in creating a school environment where 

collaborative classrooms of the sort described here are more likely to be 
found (cf. Bossert et al., 1982; Hawley & Rosenholtz, 1984; Levine & Lezotte, 

1990; Van der Grift, 1990). The importance of Cuban's (1993) comments are 
acknowledged: "school and classroom effects have to be studied together 

because they interact with one another and create school climates that in 

turn affect how teachers get socialized within a school and what teachers 
do with their students" (p. x). The inside-out model of school improvement 

reduces the importance of school-wide issues, but does not render them 

irrelevant. 
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Alternative Interpretations 

It  is important to consider if alternative interpretations could explain the 

findings reported. Is i t  possible, for instance, that  the collaborative/ 

non-collaborative designation is simply a product of years in the profession? 
The answer is "no." Teachers with several years experience are just as  

likely to fall into either category. Mr. Abrams, Ms. Quaid, Ms. Quinton, 
Mr. Vickers, and Mr. Whiston are all collaborative teachers who have been 

teaching for a t  least five years. However, teachers with considerable class- 
room experience also fall within the non-collaborative group. These include 

Ms. Avril, Mr. Richards, Mr. Roy, and MS. Billings. The collaborative/ 

non-collaborative grouping is also divided amongst teachers new to the 
profession. Mr. Brooks, a f irst  year teacher, is  labeled collaborative; 
Mr. Ashdown, another first year teacher, non-collaborative. Length of 
service, then, does not determine placement. 

I t  may also be asked if the catchment area accounts for between- 

classroom differences in home-school partnerships. This is more difficult 
to determine. Certainly those teachers who are particularly collaborative 

(Mr. Abrams, Ms. Quaid, and Ms. Quinton) are assigned to schools in  
more affluent areas than Mr. Simpson (NC), Mr. Roy (NC), and 
Mr. Richards (NC). And yet, this observation does not explain the within- 

school differences found between Mr. Abrams (C) and Ms. Avril (NC) and 
Mr. Ashdown (NC); or those between Mr. B I W ~ S  (C) and Ms. Billings (NC). 
Catchment area, then, does not predict ~~llaborativelnon-collaborative 

designations. 

It must also be questioned how one filters out the effects of time on the 
development of collaborative links between home and school. Parent 

participants in Mr. Vickers' (C) and MS. Quaid's (C) class comment on the 
benefits of time, reporting that the teacher-parent relationship improved 

during the course of the year. Mr. ROY (NC) does, as well, from a teacherYs 
perspective. Interestingly, however, Time 1 qualitative data can be used to 
predict teacher placement on the ~~l lab~rat i~eln~n-col laborat ive continuum 

a t  Time 2. Time, therefore, has the potential of solidifying home-school 
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relationships. It also has the capacity to affirm a parent's negative 
perceptions. In summary, distinctions made a t  Time 1 remain the same at 

Time 2. 

Reconsiderations 

Conceptual 

The Classroom and the Triad as the Units ofAncrlysis 

In Chapter Two it was argued that the classroom is an appropriate focal 
point for effective schools research. The work reported here supports that 
assumption and thus the inside-out approach to school improvement 

referred to earlier. 

With one exception, parents and students in this study do not dis- 

criminate amongst schools. They do, however, report differences amongst 
classrooms-and sometimes amongst classrooms within the same school. 
Within-school differences are common. AS Little and McLaughlin (1993) 
explain, "within a given schoolhouse, each classroom is functionally inde- 
pendent" (p. 24). Given this study's interest in effecting change in teacher 

practices, it is interesting to note, as well, Little and McLaughlin's obser- 
vation that this autonomy is noticeable when studying the outcomes of 

various school improvement efforts. They report that "even in programs in 
which operational success depended explicitly on strong coordination 
between levels, there is evidence that each functional unit-the district, the 
school building, or the classroom-simply appropriates the program at its 

level of operations and then buffers it from external intervention" (P. 24). 

Focusing on the classroom rather than the school permits an examin- 
ation of the "buffering" process to which Little and McLaughlin (1993) refer 
-a process that reveals interesting differences between collaborative and 

non-collaborative teachers in the extent to which they adopt strategies 
designed to promote home-school partnerships. It also reveals how one 
aspect of the study originally considered a weakness came to be viewed as a 
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strength. I am referring to the "weakness" of the intervention; that is to say, 

the laissez-faire manner with which teachers were left to select a parent 

involvement strategy for implementation in their respective classrooms. 

Although all teachers committed verbally and in public to a strategy, only a 

few (Ms. Quinton (C), Ms. Quaid (C), Mr. Abrams (C), and, to a lesser ex- 
tent, Mr. Brooks (C) followed through. Upon analyzing the data, the "loose" 
approach to intervention was revealing: those who honoured the commit- 

ment to encourage home-school partnerships were noticeably different 

from their colleagues on a number of factors. They were those, who, for the 

most part, came to be labeled "collaborative." The "looseness" of the inter- 
vention, therefore, provided important data. 

Differential acceptance of home-school partnership strategies by 

participating teachers substantiates Wang et a h  (1993) finding that school 

improvement policies "do not always reach down to the classroom leveln 

(p. 276). Because of this, efforts to improve schools must focus directly on 

the classroom, as ultimately change efforts "require implementation by 

teachers a t  the classroom and student level" (p. 276). 

Teddlie and Stringfield's (1993) work also speaks to the importance of 

looking a t  classrooms and provides another reason for doing so. Their ten 

year study of school effects reveals that there is "greater evidence for the 

persistence of teacher effects than school effects" (p. 198). Once positive 

changes occur, they are more likely to endure a t  the classroom level than 

they are a t  the level of the school. TO focus on the classroom, then, is 

prudent and provides a close-up view of teacher attitudes and behaviour~ 

that impact student satisfaction and learning that broad-sweeping, school- 

based studies cannot. 

Having re-examined to the importance of the classroom as a unit of 

analysis, the emphasis placed on the triad must also be re-examined. As 

previously discussed, the qualitative data reveal between-classroom differ- 

ences in the extent to which teachers are attitudinally predisposed to work 

collaboratively with students and parents and, in fact, do so. The quantita- 
tive analyses, while not always reaching statistical significance, in general 
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support the collaborative/non-collaborative distinctions made. Teachers, 

then, are recognizably different in this regard. 

~t must be noted, however, that the quantitative data also reveal 

considerable within classroom differences. This suggests that although 

teachers can be distinguished as being more or less collaborative, the 
degree to which a teacher is able to develop a collaborative relationshp with 

any one parent andlor student depends upon circumstances particular to 

each individual triad and its constituent members. The amount of variance 

emphasizes the importance of focusing on the triad. Given that the class- 

room is an aggregation of triads, the better we understand the barriers and 

bridges to collaboration at  that level, the better we understand classroom 

conditions, and by extension school conditions, that facilitate academically 

and socially satisfying relationships between and amongst students, 

teachers, and parents. 

During data analysis a question emerged that merits further consideration. 

It is the extent to which teacher respect for students determines the extent 

to which teachers pursue collaborative relationships with parents. At the 

outset of this study, the relationship between teacher and parent in some 

important ways did not take the student into account-apart from the belief 

that a partnership between the two impacts students positively. Although 
we began with the intent of learning student opinion, and indeed achieved 

that goal, the role the student plays in the triadic relationship was not fully 

understood. Initially, it was thought that the teacher-parent connection 

was direct. During data analysis, however, it seemed that the emergence of 

the triadic relationship was a function of teacher respect for students. That 

is to say, the linkage between teacher and parent was mediated through 

teacher respect for students. It is collaborative teachers who speak of and 

demonstrate respect for students in ways their non-collaborative counter- 

parts do not. 



Such observations cause one to reconsider the notion of collaboration 

and question how understanding of the concept has changed as a conse- 

quence of this research. The belief that collaboration at  its best is a blend of 

positive attitudes towards parents and students and proactive behaviours is 

strengthened. For teachers, it is a matter of conveying to parents that they 

value parental assistance in understanding the needs of the child and 

welcome their support with school-related learning activities in the home. 

They not only welcome their support, they provide parents with specific in- 

formation that allows them to maximize the potential benefit of the curricu- 
lum of the home. In their relationships with students, they balance the 

needs of the individual student with the needs of the group in such a way 

that each benefits. This research emphasizes the importance of going 

beyond teacher self-report data and of measuring not only attitudes but 
behaviours as well. Without the opportunity to compare teacher attitudes 

against behaviours and teacher perceptions against those of students and 

parents, erroneous notions of the extent to which teachers were truly 

collaborative would be formed. 

For parents, the collaborative relationship is perceived to be in place 

when teachers: convey the attitude that parents are respected members of a 

teacher-parent ~artnership; ask for assistance in a way that conveys a 

mutual interest in and respect for the child; provide information regarding 

student progress, both academically and socially; provide specific informa- 

tion on how to nurture growth in either or both areas; and provide oppor- 

tunities for the two adult members of the triad, o r  indeed all members of the 
triad, to communicate either within or beyond school hours. It is inter- 

esting to note that although parents appreciate teachers keeping them 
informed of what their children are learning, when tests are to be taken, 

and when assignments are due, very few express the belief that teachers 

ought to be this information on a regular basis. This information 
is appreciated but not expected. Nor is it expected that teachers would or 

should make themselves available throughout the year beyond regular 
school hours. For those who work outside the home, this limits the oppor- 

tunity for parents and teachers to consult, but no parent mentions that 
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things should be otherwise. The lack of expectation on the part of parents is 

striking. It is not for lack of interest in their child's well-being. It is rather 

an indication that parents feel they have no right to these expectations. 

For students, the ideal collaborative relationship exists when teachers 

provide a learning environment which allows to students: to work hard; to 

learn things that they have not learned before; and to work co-operatively 

with classmates by allowing them to help one another. Students perceive 

collaborative teachers as: treating all students fairly both academically and 

socially; treating all students with respect; and honouring the resources or 

the curriculum of the home. At the outset of this study, one indicator of 

student-teacher collaboration was thought to be the extent to which students 
would have the opportunity to choose their own learning activities. Students 

appreciated some flexibility in this regard, but the issues noted above were 

far more salient. 

Methodological 

Sample 

Although the number of parent-student dyads interviewed from each 

classroom was limited, there is, nonetheless, evidence of a variety of parent 

and student perspectives. The qualitative sample included parents: who 

were ~ ~ l l - ~ d u c a t e d  and those who felt inhibited by lack of education; who 

were gainfully employed outside the home and those who were not; who felt 

comfortable dealing with the school and those who did not, regardless of 

level of education or professional status; and those who viewed the school 

and, in particular, the teacher positively and those who did not. 

Students, too, represented a range of characteristics: from those who 

enjoyed school to those who thought it a waste of time; from those who were 
co-operative in class to those who caused the teacher difficulty; from those 

who excelled a t  academic work to those who struggled with it; and from 

those who demonstrated commitment to the school's goals and activities to 
those who did not. In spite of these differences, there was considerable con- 
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vergence of opinion across collaborative and non-collaborative classrooms. 

There is no question, however, that the validity of the findings would be 

strengthened if more extensive interviewing within classrooms were to be 

done. This would increase the opportunity to access a wider range of 

opinions andlor corroborate the opinions expressed by others. 

The same can be said of the within-classroom quantitative sample. 

While there was reasonably high participation in some classrooms (72%), it 

was more limited in others (36%). The total numbers (162) were useful for 

analyses done a t  the level of the referent group ( is . ,  all parents o r  all 
students). However, the quantitative analyses conducted a t  the level of the 

classroom would also benefit from greater student and parent participa- 

tion. Given the commitment to voluntary participation, however, it is &fi- 
cult t~ determine to what extent numbers could be expanded. If the study 

were to shift to a school-based focus with strong principal support, i t  is 

possible that more parents could be recruited. But that, of course, would 

take away from an important feature of this work, the focus on the class- 

room. All this having been said, the congruence of findings across data 

sources speaks to the validity of the outcomes; as does the congruence with 

research conducted in the areas of school effectiveness and models of school 

learning. 

The issue of voluntary participation is an important one, however, and 

not only from the point of view of numbers. The real concern, and the one 

that applies to this study as much as any other, has to do with the effects of 

self-selection and how that impacts generalizability. Any attempt to 
generaliie the findings reported here beyond this sample must bear this 

caution in mind. 

Another reconsideration focuses on the data collection instruments. The 

fact that interview data were better able to discriminate amongst class- 

rooms suggests the need to  recraft survey items. The benefit of a long term 

study, of which this work is a part, is that it provides an opportunity to do 
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just t h a t  Instruments administered in subsequent years, both survey and 

interview schedules, reflect a more refined understanding of what consti- 

tutes the collaborative home-school partnership from the perspectives of all 

three members of the triad. Year Four work will, for instance, test the 

hypothesis that teacher regard for students precedes and facilitates 

teacher-initiated efforts to establish a learning-focused, collaborative 

rapport with parents. 

It also recommended that in future separate scales be created to 

measure attitudes and behaviours. When items measuring both are 

collapsed within a single scale, the result is a lack of conceptual clarity that 
interferes with the interpretation of results. 

There are many benefits to working with a research team. One of these is 

that i t  increases the number of sites that can be accessed and serviced. 

There is an attendant disadvantage, however. The greater the number of 

researchers/interviewers, the greater the spread of interviewing skill. As 

noted previously, although all members of the research team participated 

in group training sessions, transcripts revealed differences in the extent to 

which interviewers were able t o  elicit information from respondents. An 

anticipated question is: "to what extent does this affect the validity of the 

findings reported?* Differences in interviewers' skill resulted in less de- 
tailed infomation in some cases, but the information received was consis- 

tent with that elicited from other respondents within a given classroom and 

within the collaborative/non-collaborative category overall. Year Four of the 

larger project (1993-941, the year most directly influenced by this work, 

benefits from identifying skillful interviewers and using transcripts of their 
interviews to guide the collection of qualitative data. 
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Conclusion 

In her book, Home Advantage, Lareau (1989) asks of her own work: "Can 

we learn anything from a study of two first grade classes, twelve families, 
four teachers, and two principals?" Her answer: "Yes, I think we can use a 

small, non-random sample to improve conceptual models" (p. 218). I agree. 

Focusing on the teacher profiles, which f~ rmed  the major part of this work, 

it must be acknowledged that this study, too, used a small, non-random 

sample. It nonetheless permitted a kind of scrutiny of school life that is 
typically absent from the effective schools literature. 

The next question, of course, is: given the small sample, how trust- 

worthy are the findings? It  is argued that trustworthiness emerges from 

two sources: one, the consistency with which the qualitative data reveal 

common themes across collaborative and non-collaborative classrooms; 

and two, the extent to which these findings are consistent with those 

reported in the literature a t  large (cf., Mortimore, 1993; Smylie, 1988; 

Teddlie & Stringfield, 1993; Wang, Haertel, & Walberg,1993). 

The work reported here illuminates the importance of Wang et al.'s 

finding that certain proximal factors are critical to student and parent 

satisfaction with school or, more specifically, with particular classroom 

teachers. The characteristics of the collaborative teacher and the kind of 

relationships they establish help US to understand why this is so. Typically, 

there is no evidence within the triad of the barrier to home-school 

partnerships to which Lightfoot (1978) refers: that is the distinction between 
the interests and roles of the school and those of the family. The 

collaborative teacher has the ability to balance the well-being of the group 
and the best interests of the child, the concern for the individual student is 
obvious to the parents, and creates and sustains their commitment to the 

collaborative relationship. 

With regard to student well-being, Sprinthall (1985) cautions that 

sometimes there is a tendency to ('think that young teenagers will somehow 

unfold magically" and that when adults provide "almost no good examples 
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of formal or informal growth enhancing activities," they forget or refuse to 

accept "that if we abdicate our responsibilities for effective education, other 

groups . . . will fill the vacuum" (P. 543, cited in Eccles & Midgley, 1979, 

p. 176). Collaborative teachers do not abdicate responsibility. Furthermore, 

through their actions they better position students and parents to honour 

theirs. 
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Appendix 4.1 
District and School Portraits 

Site One: District Description 

Site One is a relatively large district, both in terms of the student population 

it serves and its geographic range. It serves a community with a resource- 
based economy, in this case forestry. Although the administrative office 
and most of the schools are clustered in and around the district's one main 
population centre, 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 outlier schools 
scattered throughout the district. The socio-economic level of the various 

communities within this district ranges from low to high. A considerable 
number of students are bussed to the school, and there is a good mix of 
students from urban and rural backgrounds. Five elementary schools in 
this catchment area participated in this study. 

Site One: Description of SchooIs 

Radmore Elementary, which provided 2 classrooms, serves families from a 
broad range of socio-economic backgrounds. It is unique from other schools 
in the sample in that it offers a French Immersion program for which 

French is the language of instruction. Students in the English track are 
able to walk to school. However a substantial number of French Immersion 

live beyond the school's normal catchment area and are driven to and from 

school by their parents. 

Scramstad Elementary is a smaller school and contributed one class- 
room to the study. There are sharp socio-economic differences within its 
catchment area. Many of the children come from lower income families. 

Although many others come from newly developed middle class neigh- 
bourhoods and from one residential development considered to be quite 
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exclusive. The student population has a reputation of being reasonably 
challenging, and teacher turnover is high. 

Quadra Elementary, which provided two classes, serves a solidly 
middle class residential community containing perhaps the most exclusive 
neighbourhood in the city. The 350 students attending Quadra are able to 
walk to and from school but few go home for lunch. Among the 19 teachers, 
turnover is low, and the school has a reputation in the district for having 

fewer discipline problems than other elementary schools. Quadra also has 
a reputation for having a parent community that takes an active interest in 
the education of its children, with many parents who do not hesitate to 

make their views known. 

Valleyview contributed one classroom to the study. It is located in a 
rural community approximately thirty kilometres outside the district's 
main population centre. The families that make up this community farm 
and raise livestock either on a full- or part-time basis, work in the local 

forest industry, or commute to the city for employment. Most of the 
approximately 200 children who attend this school are bussed in, some 
from a considerable distance. Valleyview has a reputation in the district 

for having strong support from a fairly tightly knit community. The 
principal and most of the ten teachers commute from the city. 

Walnut Grove supplied one classroom to the research project. It sits 
on the edge of the district's main population centre. Immediately to the 
north and west, the land opens up into farms, while in the other directions, 
land is divided into relatively large residential lots. A significant number of 
children can walk to school, but the majority are bussed. The student popu- 
lation represents a broad cross-section of socio-economic home back- 
grounds. Over the past few years, several large projects, like the building of 

an adventure playground, have helped bring the school community 
together. Walnut Grove has a generally good reputation amongst parents, 
and the community is perceived to be very supportive of the school. 
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Site Two: District Description 

Site Two is a medium-sized school-district located in the suburbs of a large 

metropolitan area. Most residents commute to jobs in the city, but a 
number are employed in the town itself, mainly in service industries. 

There is agricultural land surrounding the main population centre. 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 more rural areas. The community has grown 

rapidly over the past few years, resulting in an influx of new residents. 

Site Two: Description of Schools 

Avondale School contributed three classrooms to the study, each a grade 

sixlseven split. It opened three years ago in a newly constructed subdivi- 
sion approximately two kilometres from the town centre. During the time 
the school was participating in the study, there were several portable class- 
rooms on site. Planning for a new wing was already underway with 
construction t o  begin in the near future. Avondale School serves a solidly 
middle class community; some of the residents travel to the city to work, 
others are employed locally. Most of the students who attend this school 
walk from their nearby homes, although some are bussed in from the rural 
area to the north. Avondale School has a reputation in the district for being 
fairly progressive and for having a parent population that is supportive. 

Brookfield Elementary supplied two classrooms: one a grade sidseven 
split; the other a straight grade seven. The school, which is located ap- 

proximately one kilometre from the town centre, is in a residential area. 
The district's largest high school is directly across the street. The neigh- 

bourhoods surrounding Brookfield are older than those surrounding Avon- 
dale. Brookfield, itself, was built approximately 30 years ago. It serves 
families from a broad range of socio-economic backgrounds. All 350 
students live within walking distance of the school. They come from nearby 

homes or from a cluster of apartment buildings near the town centre. The 
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student population is regarded as somewhat challenging and includes a 

number of integrated special needs students for which the school is quite 

well-known in the district. 

Note: I acknowledge the work of Dan Domes and Yvonne Tabin in 
preparing the district and school portraits for Site 1 and Site 2 

respectively. 



Appendix 4.2 
Co-Production of Learning Project 

Student Survey 

This appendix includes the Student Survey administered 

at  Time 1. It also notes (in italics) the changes made for 

Time 2. 

The original surveys had an area between each question 
where participants could make additional comments- 

that space has been removed for the purpose of this 

appendix. 
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Faculty of Education, Simon Fraser University 
Co-Production of Learning: Student Survey 

Please try to answer every question by circling the most appropriate 

response. 

~f you do not have the information you need to answer the question, leave 

it  blank. 

Use the spaces between the questions to tell us more. 

Agree Agree Not Disagree Disagree 
Stmngly Sum 

1 2 3 4 5 
Strongly 

1 .  I let my parentis) know about school 
events and activities. 

1 2 3 4 5 

2. My parent(s) feel comfortable 
talking to my teacher about my 1 2 3 4 5 
progress in school. 

3. I let my parent(s) know about things 
t h a t  happen in class. 

1 2 3 4 5 

4. My teacher lets my parent(s) know 
about our work in class. 

1 2 3 4 5 

5. My teacher lets my parent(s) know 
about what I am learning in the 1 2 3 4 5 
classroom. 

p p  

6 .  My teacher lets my parentis) know 
about my homework assignments. 

1 2 3 4 5 

7.  My teacher spends time talking to 
me individually about my 1 2 3 4 5 
schoolwork when i t  i s  necessary. 

-- . - - 
8. My parent(s) encourage me to do my 

best work in school. 
1 
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9.  My parent(s) rarely talk to me about 
how well I am doing in school. 

1 2 3 4 5 

T2: My parents often talk to me about how I a m  doing in school. 

10. My parent(s) want me to participate 
actively in all classroom activities. 

1 2 3 4 5 

11. I let my parent(s) know what 
homework I have. 

1 2 3 4 5 

12. I talk to my parentis) about my plans 
for the future. 

2 3 4 5 

T2: I talk to my parents about my plans for school in the future. 

13. I feel comfortable asking my 
parents  for help with my homework. 

1 2 3 4 5 

14. My friends and I talk about our 
future plans, for school and after. 

1 2 3 4 5 

15. My teacher gives us  opportunities to 
make suggestions about activities 1 2 3 4 5 
in the  classroom. 

16. My teacher asks me to help other 
students with work in the 1 2 3 4 5 
classroom. 

17. I feel comfortable talking to my 
parents about school work. 

1 2 3 4 5 

18. I do things in class t ha t  make my 
teacher angry. 

1 2 3 4 5 

T2: I quite often do things in class that make my teacher angry. 

19. When I am having trouble with 
something in class I feel free to ask 1 2 3 4 5 
other students for help. 

20. I t  is important to my teacher tha t  
I understand my homework 1 2 3 4 5 
ass ignmen t s .  

21. I get in trouble at school for not 
getting my homework done. 

1 2 3 4 5 

T2: I sometimes get in trouble at school for not getting my homework done. 
-- -- - 

22. My parent(s) want  my teacher to tell 
them about what I'm learning in 1 2 3 4 5 
school. 

23. My parent(s) expect me to tell them 
when I am having problems in the 1 2 3 4 5 
classroom. 
T2: My parents often talk to me about how I a m  doing in school. 
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24. My parent(s) make sure my teacher 
knows when they think things are 1 2 3 4 5 
going well for me in school. 

25. I feel comfortable making sugges- 
tions to my teacher about activities 1 2 3 4 
we could do in the classroom. 

5 

26. I t  is important to my friends a t  
school that  they have their 1 2 3 4 5 
assignments done on time. 

27. I don't stay home from school unless 
I'm really sick. 

1 2 3 4 5 

28. It's important to me that  my teacher 
knows tha t  I am doing my best in 1 2 3 4 5 
school. 

29. My friends don't stay home from 
school unless they are  really sick. 

1 2 3 4 5 

30. My teacher is interested in hearing 
my opinions even when I disagree 1 2 3 4 5 
with he rh im.  

31. I don't worry about being late for 1 
school. 

2 3 4 5 

T2 I worry when I am late for school. 

32. It's important to me that  my 
parent(s) know tha t  I am doing 1 2 3 4 5 
my best in school. 

33. I t  bothers me if I a m  late handing in 1 
ass ignmen t s .  

2 3 4 5 

34. How well I do in school depends 
upon how hard I work. 

1 2 3 4 5 

35. My parents remind me to get my 
homework done. 
T2 My parent(s) usually check to see that my homework is done. 

36. I feel proud of my school. 1 2 3 4 5 
-- 

37. I have lots of friends a t  school. 1 2 3 4 5 
T2 This item was deleted and was replaced with a rewording of item 51. 

38. I usually choose not to participate in 
voluntary activities a t  school. 

1 2 3 4 5 

T2 I usually participate in voluntary activities at school. 
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39. I enjoy helping other students in the 
class with their schoolwork. 

1 2 3 4 5 

T2 When my friends are having trouble with schoolwork, I usually feel able to help them, 

40. I get help from my teacher when I 
need it. 

1 2 3 4 5 

41. I stay away from school whenever I 1 
c a n .  

2 3 4 

42. If I do well on a test, it's usually 
because I "lucked out" on it. 

1 2 3 4 5 

T2 If I do well on a test, it's usually because Igot  lucky on it. 

43. How well I do in school depends 
upon how much help I get. 

1 2 3 4 5 

44. My parents help me with my 
schoolwork as much a s  they can. 

1 2 3 4 5 

45. When I do well on a difficult 
assignment i t  is usually because I 1 2 3 4 5 
worked hard. 

46. I enjoy staying after school to 
participate in school activities. 

1 2 3 4 5 

T2 I stay after school to participate in school activities when I can. 

47. When I don't do well on an  assign- 
ment, I usually feel tha t  I can do 1 2 3 4 5 
better next time. 

48. When I make up my mind to do well 1 
in school I usually succeed. 

2 3 4 5 

49. When I can, I avoid talking to my 1 
parents about school activities. 

2 3 4 5 

T2 I don't like talking to my parent(s) about school activities. 

50. I feel tha t  I have the ability to do well 1 
in school if I want to. 

2 3 4 5 

51. My parents believe tha t  i t  is impor- 1 2 
t an t  for me to do well in school. 

3 4 5 

T2 This became item 37 in  Time 2 and was reworded to read: My parent(s) tell me 
that it is important for me to do well in school. 

52. If were giving this school an  overall rating a s  a place for you to learn, on a scale 
of 1 to 9 (1 = very poor, 9 = excellent) what rating would you assign? 

1 2 3 4 5 6 7 8 
-- 

9 (circle one)  
-- - - 

We have asked a lot of questions about how You feel about school and schoolwork. Did we 
forget something important? Tell u s  about i t  here: 

Thank you very much for the help you have provided with this survey. 
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Parent Survey 

This appendix includes the Parent Survey administered 

at  Time 1. It also notes (in italics) the changes made for 

Time 2. 

The original surveys had an area between each question 
where participants could make additional comments- 
that space has been removed for the purpose of this 

appendix. 
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Faculty of Education, Simon Fraser University 
Co-Production of Learning: Parent Survey 

Please try to answer every question by circling the most appropriate 

response. 

If you do not have the information you need to answer the question, leave 

it blank. 

Use the spaces between the questions to tell us more. 

Agree Agree Not Disagree Disagree 
Strongly Sum strongl~ 

1 2 3 4 5 

1. I talk to my child about school 
eventslactivities. 

1 2 3 4 5 

2. I callhisit my child's teacher(s1 to 
talk about my child's progress. 

1 2 3 4 5 

3.  My child keeps me informed about 
classroom activities. 

1 2 3 4 5 

4.  I encourage my child always to do 
hidher best work in school. 

1 2 3 4 5 

5. My child's teacher(s1 provides 
information about instructional 1 2 3 4 5 
programs so that  I understand my 
child's schoolwork. 
T2 My child's teacher(s) provides information about programs so I understand my 
child's schoolwork. 

6.  My child's teacherb) keeps me in- 
formed about classroom activities. 

1 2 3 4 5 

7. My child's teacher(s1 keeps me 
informed about homework 1 2 3 4 5 
assignments.  

8. My child talks to me about h i sher  
plans for schooling in the future. 

1 2 3 4 5 
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9. I talk to my child's teacher(s1 about 
the instructional program in the 1 2 3 4 5 
classroom. 

10. The instructional program in our 
school helps to motivate students. 

1 2 3 4 5 

T2: This item was deleted. It was replaced with the following: My childJ%$ teacher(s) 
gives me useful ideas about how I can help my child learn at home, 

11. I leave i t  up  to my child to decide 
whether or not to participate actively 1 2 3 4 5 
in classroom activities. 

T2: This item was deleted. It was replaced with the following: It is important to me 
that my child does well i n  school. 

12. My child lets me know when s h e  is 
having problems in the  class. 

1 2 3 4 5 

T2: I talk to my child about my plans for school in the future. 

13. My child usually discusses 
homework with me. 

1 2 3 4 5 

14. I t  is important for my child to 
participate actively in 1 2 3 4 5 
extracurricular activities. 

15. My child's teacheds)  keeps me 
informed about what my child is 1 2 3 4 5 
learning in the  classroom. 

16. My child's teacher(s) makes sure 
my child understands homework 1 2 3 4 5 
ass ignmen t s .  

17. My child keeps me informed about 
school activities. 

1 2 3 4 5 

18. I make sure to tell my child's 
teacheds)  when I think things are  1 2 3 4 5 
going well. 

- 

19. My child's teacheds)  informs me 
when my child i s  doing well in 

1 2 3 4 5 

c la s s .  

20. My child's teacheds) spends time 
talking to my child individually. 

1 2 3 4 5 

T2: This item was deleted. It was replaced with the following: My child's teacher(s) 
usually gives me an overview of  what my child will be learning in  the year. 

21. I feel free to contact my child's 
teacher(s) about my child's work in 1 2 3 4 5 
c lass .  
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22. I feel free to contact my child's 
teacher(s) about my child's - 

homework.  

23. My child feels comfortable 
approaching teacheds)  with 1 2 3 4 5 
schoolwork questions or concerns. 

24. Students  a re  excited about learning 
in this school. 

1 2 3 4 5 

25. I feel free to contact my child's 
teacheds)  about my child's 1 2 3 4 5 
behaviour in class. 

26. Students in our school have the 
necessary ability to achieve well in 1 2 3 4 5 
basic skills. 

27. I am sure tha t  my child's teacheds) 
will contact me about my child's 1 2 3 4 5 
work in class, if necessary. 

28. The academic emphasis in our 
school i s  challenging to students. 

1 2 3 4 5 

29. I am sure tha t  my child's teacheds) 
will contact me about my child's 1 2 3 4 5 
homework, if necessary. 

30. Students a re  proud of our school. 1 2 3 4 5 

31. I am sure tha t  my child's teacheds) 
will contact me about my child's 1 2 3 4 5 
behaviour, if necessary. 

32. Our  school reflects the values of the 
community in which i t  is located. 

1 2 3 4 5 

33. I feel satisfied with my interviews 
with my child's teacherb) .  

1 2 3 4 5 

T2: My interviews with my child's teacher(s) give me good information about my 
child's progress. 

34. Parents  in this school set high stan- 
dards of achievement for their 1 2 3 4 5 
chi ldren .  
T2: This item was deleted. It was replaced with: My child's teacher(s) usually lets 
me know how my child is doing before report card time. 

35. My child's school provides ample 
opportunity for me to attend school 1 2 3 4 5 
funct ions.  
T 2  This item was deleted. It was replaced with: My child's teacher(s) usually ,sends 
home a list of projects to be completed in  the coming months. 
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36. Teachers make schoolwork 
interesting for students in this 1 2 3 4 5 
school. 

37. My child's teacheds)  makes me feel 
part  of a team. 

2 3 4 5 

38. Parents  a re  given information in 
advance of any changes in this 

1 2 3 4 5 

school. 
T2 This item was deleted. It was replaced with: My own education prepared me well 
to help my child with schoolwork. 

39. My child's teacher(s) seems 
interested in hearing my opinions 1 2 3 4 5 
about my child. 

40. Parents  find teachers easily 
a ~ ~ r o a c h a b l e  a t  this school. 

1 2 3 4 5 

41. My child's teacher(s) seems inter- 
ested in matters  concerning my 

1 2 3 4 5 

chi ld .  
T2: This item was deleted. It was replaced with: It is important to me that my child 
graduate from high school. 

42. I t  is important to inform the 
teacher(s) when things are  going 1 2 3 4 5 
well for my child. 

43. My child is usually happy to go to 
school. 

44. My child's teacheds)  makes time to 
talk to me when i t  is necessary. 

2 3 4 5 

45. Our  school is an  important par t  of 
the  community. 

46. My child feels comfortable asking 
the teacheds) for help. 

1 2 3 4 5 

47. Our  school makes visitors feel 
welcome. 

1 2 3 4 5 

48. My child feels t ha t  h e r h i s  learning 
i s  important to the teacher(s1. 

2 3 4 5 

T2: This item was deleted. It was replaced with: My child feels uncomfortable 
making suggestions for classroom improvement to the teacher(s). 

49. 1 usually feel able to help my child 1 2 3 
with homework. 

4 5 
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50. I rarely attend parent information 
meetings a t  the school. 

1 2 3 4 5 

T2: This item was deleted. Parents are given lots of gcod information from the 
school about what the children will be learning. 

51. I wish I could do more to assist my 
child with school work. 

1 2 3 4 5 

T2 I could do more to assist my child with school work i f  I had more information about 
the curriculum. 

52. I make a strong contribution to how 
well my child does in school. 

1 2 3 4 5 

53. My child's teacheds)  gives me 
information which allows me to help 1 2 3 4 5 
my child with homework. 

54. My child's family has  strengths tha t  
could be tapped by the school to help 1 2 3 4 5 
my child succeed. 

55. My child lets me know when helshe 
needs help with a homework 1 2 3 4 5 
ass ignmen t .  

56. My child's teacheds)  often asks me 1 2 3 
to help. 

4 5 

57. My child feels comfortable in class. 1 2 3 4 5 

58. My child's teacheds)  keeps me 
informed about what my child i s  1 2 3 4 5 
learning in  class. 
T2: My child's teacheds) usually gives me monthly previews of what my child will 
be learning. 

59. I talk to my child about schoolwork 1 2 
quite a lot. 

3 4 5 
-- 

60. My child and I find i t  difficult to 1 
work together on school work. 

2 3 4 5 

61. My child's teacheds) work hard to 1 2 
interest and excite parents. 

3 4 5 

62. If you were giving this school an  overall rat ing a s  a place for your child to learn, on a 
scale of 1 to 9 (1  = very poor, 9 = excellent), what rating would you assign? 

1 2 3 4 5 6 7 8 9 (circle one) 
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About you, the respondent: 

I am MALE / FEMALE; PARENT 1 GUARDIAN (circle the  appropriate 
descriptions) 

I am or have been a teacher TRUE 1 FALSE (circle one). 

Please provide some information about your home circumstances by filling in the blanks: 

How many p a r e n t d y a r d i a n s  in the home? 

How many adults in the home? 

How many children? Give ages: 

How many p a r e n t d y a r d i a n s  work outside the home? Full- t ime 

Part- t ime 

How many years of formal schooling have you had? 

(circle the best answer) 1. More than one degree. 
2. University degree. 
3.  Some post-secondary. 
4. Finished secondary. 

5. Did not finish secondary. 

We have asked a lot of questions about how You feel about school and schoolwork. Did we 
forget something important? Tell us  about i t  here: 

Thank you very much for the help you have provided with this  survey. 
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Teacher Survey 

This appendix includes the Teacher Survey adminis- 

tered at  Time 1. There were no changes made to the 
Teacher Survey at  Time 2. 

The original surveys had an area between each question 
where participants could make additional comments- 
that space has been removed for the purpose of this 

appendix. 
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Faculty of Education, Simon Fraser University 
Co-Production of Learning: Teacher Survey 

Please try to answer every question by circling the most appropriate 

response. 

If you do not have the information you need to answer the question, 

leave i t  blank. 

Use the spaces between the questions to tell us more. 

Agree Agree Nat Disagree Disagree 
Strongly !sum s w n g l ~  

1 2 3 4 5 

1. I talk to the parent(s) of my students 
about school events and activities. 

2 3 4 5 

2. I inform the parent(s) of my students 
about things tha t  happen in class. 

1 2 3 4 5 

3.  I t  is unusual for other teachers to 
observe in my classroom while I am 1 2 3 4 5 
teaching.  

4.  I inform the parent(s) of my students 
about the work that  students do in 1 2 3 4 5 
c lass .  

5 .  I work with other teachers in my 
school to solve instructional 1 2 3 4 5 
problems tha t  children have. 

6. I inform the parent(s1 of my students 
about homework assignments. 

2 3 4 5 

7. I spend time talking to students 
individually about their 

1 2 3 4 5 

schoolwork. 
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8. Many parents want more 
information about what the students 1 2 3 4 5 
are  learning in the classroom than 
they normally get. 

9. I ask most or all students to help 
other students with work in the 

1 2 3 4 5 

classroom. 

10. I callhisit  the parentb)  of my 
students to talk about the students' 1 2 3 4 5 
progress in school. 

11. I visit other classrooms to learn how 
other teachers handle instructional 1 2 3 4 5 
problems. 

12. I talk with colleagues in my school 
about professional topics. 

1 2 3 4 5 

13. Parents  follow through on the 
suggestions tha t  I make regarding 1 2 3 4 5 
their child's school work. 

14. The parents of the children in my 
class support the instructional goals 1 
of our school. 

15. I make sure my students 
understand their homework 
a s s ignmen t s .  

16. Parent  involvement in instruction 
can help teachers be more effective 1 2 3 4 5 
with more students. 

17. I have lots of opportunities to  learn 
more about teaching in this school. 

1 2 3 4 5 

18. Parent  involvement in instruction 
i s  important for student success in 1 2 3 4 5 
l e a r n i n g .  

19. I have a positive influence on the 
learning of every child tha t  I teach 1 2 3 4 5 
regardless of family background. 

20. Parents  generally do not know how 
to help their children with school 

1 2 3 4 5 

work.  

21. Many parents seem to be 
uncomfortable spending time a t  the 1 2 3 4 5 
school; they seem to feel out of place. 
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22. Teachers do not have time to involve 
parents in instruction in useful 1 2 3 
ways .  

23. Parents  can always help their 
children to succeed in school. 

1 2 3 4 5 

24. The children in my class a re  not 
mature enough to accept responsi- 1 2 3 4 5 
bility for their own learning. 

25. This school is a very stimulating 
place to work; there is a lot of 1 2 3 4 5 
sharing of teaching ideas. 

26. I get  lots of feedback from colleagues 
about my teaching. 

2 3 4 5 

27. The children in my class a re  a t  a n  
age when they find school boring. 

1 2 3 4 5 

28. When I have difficulties in 
teaching, I feel confident t ha t  there 1 2 3 4 5 
is a body of professional knowledge 
for me to draw on to solve problems. 

29. I get lots of support for things I try to 
do to improve my teaching. 

1 2 3 4 5 

30. The staff in this school usually 
solves school problems as a group. 

1 2 3 4 5 

3 1. In this school the staff agrees about 
what  we are  trying to accomplish for 1 
students. 

32. Parents  could easily learn more 
ways to help their children with 1 2 3 4 5 
school work. 

33. In this school we almost always get  
the materials we need for 
instruct ion.  

34. I believe that  the parents of the 
children I teach respect me a s  a 1 2 3 4 5 
~ r o f e s s i o n a l .  

35. Every family h a s  some strengths 
that  could be tapped to increase 
students'  success in school. 

36. Parents  almost always follow 
through on the suggestions tha t  I 1 
make regarding their child's school 
work .  
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37. In this school we are  blocked in what 
we are  trying to accomplish for 1 2 3 4 5 
students by outsiders. 

38. Children a t  this grade level are not 
yet capable of making good choices 1 2 3 4 5 
about what and how to learn. 

39. Parents  generally set  their 
expectations for their children's 1 2 3 4 5 
success in school too high. 

40. I feel confident t ha t  I can establish a 
good working relationship with 1 2 3 4 5 
almost any parent. 

41. Children a t  this  grade level must  
develop a sense of personal 1 2 3 4 5 
responsibility for learning. 

42. Parent  involvement in instruction 
is important to the establishment of 1 2 3 4 5 
good school climate. 

43. Doing well in school is very 
important to the future happiness of 1 2 3 4 5 
every child I teach. 

44. I feel confident t ha t  I can establish a 
good working relationship with 1 2 3 4 5 
almost any  student. 

45. At this grade level i t  is almost 
impossible to make school 1 2 3 4 5 
interesting for students. 

46. I ask most or all students to take 
turns  helping with things in the 1 2 3 4 5 
classroom. 

What other things should we have asked you? 



Appendix 4.5 
Co-Production of Learning Project 

Student Interview 

The only difference between the T1 and T2 Interview 
Schedules is that during the second interview students 

were asked if there were "any changes during the school 

year?" 
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Faculty of Education, Simon Fraser University 
Co-Production of Learning: Student Interview 

Initial Instructions for Interviewers 

Responses tend to be lengthier and more helpful if the respondent feels 

comfortable. This may require visiting them a t  home. School may be 

convenient, but perhaps not a relaxing place. 

Try to elicit full responses-if the response seems terse, use the Probes 

listed with the questions. Your questions must be short though, so 

only use the probes if needed. 

If the respohdent begins to repeat himselfherself, try t o  redirect the 

response by moving to a probe or to the next question. 

Introduction 

(TO BE READ): Our research group (teachers in the district and graduate 

students from Simon Fraser University) is engaged in a research project 

regarding the co-production of learning in students-that is, the ways in 

which teachers and parents can work together to help students learn. We 

are collecting information from teachers, parents, and students about what 
happens and how people feel about it. Could you please answer the 

following questions as completely as possible. If you do not understand a 

question, please ask me to repeat it. 
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Question 1: Do you talk to your p a r e n t ( ~ )  about things tha t  happen a t  school? 

Probes: If YES: What kinds of things? Problems'? What you are  learning? Homeworka? 

If NO: Why is that? 

Notes: 

Question 2: How do your parents feel about your school and your classroom? 

Probes: Do they ask you about it? How do you feel about talking about school to your 
parents? 

Notes: 

Question 3: What is this school like a s  a place to learn? How about your classroom? 

Probes: Stimulating? Boring? How do your friends feel about that? 

Notes: 

Question 4: Do you stay away from school very often? 

Notes: 

Question 5: Do the parents of students visit your classroom much? Do you think parent(s)  
a re  welcome in your classroom? What about your parents? 

Probes: Do the students accept their presence without fussing? 

Notes: 

Question 6: Please describe the ways in which your parent(s) help you learn. 

Probes: Do your parent(s) help in the schooVclassroom sometimes, when convenient? DO 
they accompany you on field-trips? Does your teacher call home sometimes for 
assis tance? 

Notes: 

Question 7: Does your school encourage your parent(s1 to get involved? 

Probes: Do your parent(s)  get  written information from the  school? Are they ofterl 
invited to attend meetings'? Are they asked to help in the school or to help you with 
your homework? 

Notes: 
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Question 8: Could your p a r e n t ( ~ )  help you learn a t  school or a t  home more than they do? 
In what ways? 

Notes: 

Question 9: Do you ask your parent(s)  for help with schoolwork from time to time? In 
what  ways? 

Probes: If no, why not? If yes, do you and your parentis) work well together? 

Notes: 

Question 10: I s  i t  important to you tha t  you get a good education? 

Probes: Whose job is i t  to make sure tha t  you learn? Who decides things-about what you 
study, for example? 

Notes: 

Question 11: Have you thought about what  you are  going to do after you leave school? 

Probes: Have your parentb)  talked about this? Do your friends talk about it? 

Notes: 

Question 12: Do you feel you count for something in your classroom/school? 

Probes: What  makes you feel this  way? 

Notes: 

Question 13: Do you ever feel t h a t  things could be done differently or bet ter  in your 
classroom. Have you ever spoken to your teacher about this? 

Probes: In what ways? Why 1 why not? 

Notes: 

Question 14: I s  there  anything I haven't asked you on this  topic t ha t  you would like to 
mention? 

Notes: 
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Parent Interview 

The only difference between the T1 and T2 Interview 

Schedules is that during the second interview parents 
were asked if there were "any changes during the school 

year?" 
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Faculty of Education, Simon Fraser University 
Co-Production of Learning: Parent Interview 

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 short though, so 

only use the ifneedd. 

C. If the respondent begins to repeat himself/herself, try to redirect the 
response by moving to a probe or to the next question. 

Introduction 

(TO BE READ): Our research group (teachers in the district and graduate 
students from Simon Fraser University) is engaged in a research project 
regarding the co-production of learning in students-that is, the ways in 

which teachers and parents can work together to help students learn. We 
are collecting information from teachers, parents, and students about what 
happens and how people feel about it. Could you please answer the 
following questions as completely as possible. If you do not understand a 

question, please ask me to repeat it. 

Question 1: How many children do you have in school? What  grade level(s)? 

Notes: 
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Question 2: As a parent do you feel welcome in your child's school? 

Probes: What  causes you to feel this way? 

Notes: 

Question 3: As a parent do you feel welcome in your child's classroom? 

Probes: Do the children accept your presence without fussing? Does the teacher ~ e e t  you 
by name, when convenient? 

Notes: 

Question 4: Please describe the ways in which you are  involved with the school your child 
attends? 

Probes: Do you work a s  a volunteer sometimes, when convenient? Do you a t tend  
meetings? Do you accompany children on field-trips? Do you call or visit the  
school sometimes? 

Notes: 

Question 5: Does the school encourage your involvement? 

Probes: Do you get  written information from the  school (school level or classroom level)? 
Are you often invited to a t tend  meetings? Does the  teacher call you about 
helping? 

Notes: 

Question 6: Could you help in the school more than you do? In what  ways? 

Notes: 

Question 7: What  prevents you from doing more to help your child learn? 

Probes: DO teachers welcome your assistance in classrooms or school? Does your child 
ask for your help a t  home? Do you feel comfortable about helping your child with 
school work? What kind of help do YOU provide? Do you enjoy this  experience? 
Does your child enjoy this? 

Notes: 

Question 8: Do you feel t ha t  your child's teacher sees YOU a s  a partnerlteam member in 
your child's education? 

Probes: Could you give some examples of what  s h e  does tha t  makes you feel (not  feel) 
t ha t  way? What could YOU do to help tha t  YOU do not now do? Could you describe 
ways in which you and the teacher work together? 

Notes: 
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Question 9: Has  there  ever been a t ime when you felt excluded from your child's 

schooling? 

Probes: What were the circumstances? Who made you feel t ha t  way? 

Notes: 

Question 10: Have there been times when you felt tha t  you had to stand up for your child's 
interests a t  school? 

Probes: Have there been times when you felt you needed to but  did not? What stopped you'? 

Notes: 

Question 11: Were there times when you felt t ha t  the teacher missed an  opportunity to gain 
your support? 

Probes: Can you recall specific incidents? 

Notes: 

Question 12: When you and your child's teacher meet, what  kinds of things are  typically 
discussed? 

Probes: Do you feel comfortable in these meetings? 

Notes: 

Question 13: Do you have a sense tha t  your child's teacher respects your child? 

Probes: What  does s h e  do tha t  makes you feel this  way? 

Notes: 

Question 14: Have your child's teachers (presenupast)  helped you to learn things tha t  
enabled you to assist your child with h i s h e r  school work? 

Probes: Could you give some examples? 

Notes: 

Question 15: How does your child feel about school? 

Probes: What  makes you think that? 

Notes: 

Question 16: How far do you expect your child to go in school? 

Probes: Why do you think that? Does your child talk about going on in school? 

Notes: 
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Question 17: In what  ways do you feel your child takes  responsibility for h i s h e r  own  
education? 

Probes: Could you give some examples? W h a t  would you like to see h i m h e r  do 
differently, if anything? 

Notes: 

Question 18: What  words immediately come to mind when I mention the following: "the 
relationship between parents and teachers"? 

Probes: How do you think your child's teacher would respond to this question? 

Notes: 

Question 19: 1s there anything I haven't asked you on this  topic t h a t  you would like to 
mention? 

Notes: 

THANK you VERY MUCH FOR THE INFORMATION AND ASSISTANCE YOU HAVE 
PROVIDED. 
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Co-Production of Learning Project 

Teacher Interview 

With the exception of a re-wording of question 7 (in 

italics), the only difference between the T1 and T2 

Interview Schedules is that during the second interview 

teachers were asked if there were "any changes during 

the school year?" 
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Faculty of Education, Simon Fraser University 
Co-Production of Learning: Teacher Interview 

Initial Instructions for Interviewers 

A .  Responses tend to be lengthier and more helpful if the respondent feels 

comfortable. This may require visiting them a t  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 short though, so 

only use the if needed. 

C .  If the respondent begins to repeat himselflherself, try to redirect the 

response by moving to a probe or to the next question. 

Introduction 

(TO BE READ): Our research group (teachers in the district and graduate 

students from Simon Fraser University) is engaged in a research project 

regarding the co-production of learning in students-that is, the ways in 
which teachers and parents can work together to help students learn. We 

are colle&ng information from teachers, parents, and students about what 
happens and how people feel about it. Could you please answer the 

following questions as completely as possible. If you do not understand a 

question, please ask me to repeat it. 
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Question 1: Does this school solicit or encourage parent involvement? 

Probes: Can you give some examples of how this is done? 

Notes: 

Question 2: As a teacher do YOU feel t ha t  parents  should always feel welcome In your 
school? 

Probes: Are there good ways of making them feel welcome? 

Notes: 

Question 3: Do you welcome parents in your classrooms? 

Probes: Do they interrupt things? Do the children accept their presence without fussing? 

Notes: 

Question 4: Can you describe some ways in which YOU involve parents  in instruction? 

Probes: DO you ask parents  to help in the  schooVclassroom sometimes? Do you ask 
parents  to accompany children on field-trips? Do you call parents sometimes for 
informat ion?  

Notes: 

Question 5: Could parents help in the school more than they do? 

Probes: In what  ways? 

Notes: 

Question 6: Are there things tha t  prevent Parents from doing more to help their child to 
l e a r n ?  

Probes: What  kind of help can they provide? DO they feel capable of helping? 

Notes: 

Question 7: Do teachers  here see  parents  a s  partnersl team members in 
education? 
T2: Item was reworded to read: HOW would YOU describe the appropriate 
relationship between parents / teachers? 

Probes: What could they do to help teachers that  they do not now do? 

Notes: 
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Question 8: Have you helped parents  to learn things tha t  make i t  possible for then, to  
assist their child with school work? 

Probes: Could you give some examples? 

Notes: 

Question 9: Do you feel t ha t  children can take responsibility for their own education? 

Probes: How? Could you give some examples? 

Notes: 

Question 10: Do children in your class have opportunities to choose what  or how they will 
l e a r n ?  

Probes: Could you give some examples? 

Notes: 

Question 11: Many teachers worry about  whether they are  reaching all their  students. 
How do you feel about that? 

Probes: Affect every child? Feel effective with every child? 

Notes: 

Question 12: What  kinds of work do you frequently do with other teachers? 

Probes: Student  problems? Classroom observing? Sharing instructional ideas? 

Notes: 

Question 13: Would you say tha t  teachers on this  staff a r e  united in their approaches to 
teaching? 

Probes: Helping each other to improve? Treatment of students? School goals? 

Notes: 

Question 14: What  is this  school like a s  a place to teach? 

Probes: Stimulating? Collegal? Supportive? 

Notes: 

Question 15: Would you say tha t  in this school teachers got the support and resources they 
need to do a good job? 

Notes: 
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Question 16: W h a t  words immediately come to mind when I mention t h e  following: "the 
relationship between paren t s  a n d  teachers?" 

Probes: How do you think your paren t s  would respond to this  question:' 

Notes: 

Question 17: I s  t h e r e  a n y t h i n g  I haven ' t  a sked  you on this  topic t h a t  you would like to 
m e n t i o n ?  

Notes: 
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Appendix 4.8: Letters o f  Consent 

SIMON FRASER UNIVERSITY Faculty of Education 
Burnaby, B.C. V5A 1S6, CANADA 
Administrative Leadership Program Peter Coleman 

(604) 291-3622 
OCT 31,1990 

LETTER OF CONSENT (PARENTS - GRADE 617) 

Dear Parents: 

Your school and your school district have given permission for a group 
of teachers in the district and graduate students a t  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 advantage 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 a t  home or in the school, by such things 
as helping the child to develop good study skills, children sometimes learn 
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 learn. 

The project will last for two years, covering the transition from grade 6 

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 researchers will provide some training for parents 
and teachers and will monitor the results to give advice and assistance. 

There are two possible levels of participation for parents and children: 

Full gartichation would involve attending some training sessions 
held a t  the school and agreeing to implement 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 during the two year period. 
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Limited ~ a r t i c i ~ a t i o n  would involve you and your child 
responding to a pencil and paper opinion survey and one or two 
brief interviews. 

You may, of course, choose not to participate at  all. Should you choose 
at  this time either full or limited participation, you and your child may still 

withdraw from the project at any time. 

All information provided by you and your child during the course of the 

project will be held 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 a t  your school have access to the 
information you provide. Your anonymity is thus assured. 

Should you a t  any time have concerns about the project, you may 

contact the Director of the research team, Dr. Peter Coleman, by calling, 

collect, (604) 291-3622, or the Dean of the Faculty of Education a t  Simon 

Fraser University. You may 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. Should you choose limited or no 
participation, you may still learn about the results of the project by calling 

or writing to the Director of the project. 

Would you please complete the attached form and return it in the 

envelope with the survey. 
Yours truly 

Peter Coleman, Professor 
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CO-PRODUCTION OF LEARNING PROJECT 
OCTOBER, 1990 

GENERAL LETTER OF CONSENT (PARENTS - GRADE 617) 

I agree to M l  participation for my child and myself 

I agree to limited participation for my child and myself 

I choose not to participate in this project 

I need additional information before making a decision 

School Name: 

Print Name (Child): 

Print Name (Parent): 

Signature: 

Telephone No.: 

IF YOU HAVE ALREADY SENT IN THIS FORM IT IS NOT NECESSARY 
TO COMPLETE A SECOND ONE. 
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Consent Form - Parent Interview 

I understand that the information I provide by completing this interview 
will be used exclusively for the research project entitled CO-PRODUCTION 
OF LEARNING, about which I have received previous communications, 

and in which I 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 a t  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: 

Telephone No.: 
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Consent Form - Parent Survey 

I understand that the information I provide by completing this survey will 

be used exclusively for the research project entitled CO-PRODUCTION OF 
LEARNING, about which I have received previous communications, and 

in which I 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 a t  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: 

Telephone No.: 
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SIMON FRASER UNIVERSITY 
Burnaby, B.C. V5A 1S6, CANADA 

F d t y  of Education 

Administrative Leadership Program Peter Coleman 

(604) 291-3622 
AUG 3 1,1990 

LETTER OF CONSENT (PRINCIPAL) 

Your school 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 
advantage 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, by such things 
as reading aloud to the child, or having the child explain mathematics 
problems, children sometimes learn more and develop more positive 
attitudes to school. These attitudes often persist into junior secondary 
school, and sometimes help to ease the transition between kinds of schools. 
Often such previous research has involved workshops for parents and 
teachers on how they can collaborate to help children learn. 

The project will last for two or three 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 research 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 Qart ic i~at ion involves attending some training sessions held a t  the 
school, agreeing to implement some of the recommended practices in 
working with the child in the home, and agreeing to respond to a series of 

brief telephone interviews and responding to pencil-and-paper opinion 
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surveys during the period of the study. Limited ~articipation involves the 
parent and child responding to a pencil-and-paper opinion survey and one 

or two brief i n t e ~ e w s .  Parents may choose not to participate at  all. 

For teachers, there are two levels of participation. Full participation 
means the involvement of the teacher's class; the teacher will participate in 

some teacher-only training sessions, which will be scheduled a t  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 may attend if they wish. Teachers will also be asked to 

complete some pencil-and-paper surveys, and participate in several brief 

interviews, often by telephone. 

Limited participation, for teachers whose students and parents are not 

involved, will require only that the teachers complete a pencil-and-paper 

survey twice during the school year, and assist in the collection of surveys 

t o  be completed by parents. 

For the school principal, involvement requires consenting to be 

interviewed a number of times during the school year, and facilitating the 

collection of information, including a survey from parents, some not 

participating in the project, regarding school climate. 

All information provided during the course of the project will be held 

in confidence by the research group. Responses will be coded so that names 

do not appear in the data files. At no time will anyone at  your school have 

access to the information provided by individuals. All reports will use 

coded data only. Anonymity for participants is thus assured. 

Should you a t  any time have concerns about the project, you may 

contact the Director of the research team, Dr. Peter Coleman, by calling, 

collect, (604) 291-3622, or the Dean of the Faculty of Education a t  Simon 

Fraser University. You may also communicate with the Principal of the 

school or the Superintendent of the school district. Ongoing progress 
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reports will automatically be provided to  you; a final report will be available 

upon request. 

Would you kindly indicate your willingness to be involved in  this 
project by signing the second copy of this letter and returning i t  to your local 

contact person. 
Yours truly 

Peter Coleman, Professor 

I CONSENT TO PARTICIPATE IN THIS RESEARCH PROJECT ON THE 
TERMS DESCRIBED. I UNDERSTAND THAT THIS CONSENT MAY BE 

WITHDRAWN AT ANY TIME, AT MY DISCRETION. 

School Name: 

Print Name: 

Signature: 
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Information Form - Student Survey 

I understand that the information I provide by completing this interview 

will be used exclusively for the research project entitled CO-PRODUCTION 
OF LEARNING, about which I have received previous communications, 

and in which I agree to participate. 

School Name: 

Teacher's Name: 

Print Name (Student): 

Print Name (Parent): 
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SIMON FRASER UNIVERSITY 
Burnaby, B.C. V5A 1S6, CANADA 
Administrative Leadership Program 

Faculty of Education 

Peter Coleman 

(604) 291-3622 
AUG 31,1990 

LETTER OF CONSENT (TEACHERS) 

Dear Teachers: 

Your school district has given permission for a group of teachers in 

the district and some graduate students a t  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 advantage 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 a t  home o r  in the school, children 

sometimes learn more and develop more positive attitudes to school. These 
attitudes often persist into junior secondary school, and sometimes help to 

ease the transition between kinds of schools. Often such previous research 
has involved workshops for parents and teachers on how they can 

collaborate to help children learn. 

The project will last for two or three years, covering the transition from 

grade 6 or 7 t o  grade 8. During this time the students and parents in the 
present grade six or seven class will be asked to work collab~rativel~ with 

the teacher in a variety of ways. The research 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: 
~ ~ 1 1  QarticiQation involves attending some training sessions held a t  the 

school, agreeing to implementing some of the recommended practices in 

working with the child in the home, and agreeing to a series of brief 
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telephone interviews and responding to  pencil-and-paper opinion surveys 

during the period of the study. Limited partici~ation 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  all. 

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 may choose to 

attend. 

Teachers will also be asked to complete some pencil-and-paper 

surveys, and participate in several brief interviews, often by telephone. All 

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. All reports 
will use coded data only. Your anonymity is thus assured. 

Should you a t  any time have concerns about the project, you may 

contact the Director of the research team, Dr. Peter Coleman, by calling, 

collect, (604) 291-3622, or the Dean of the Faculty of Education a t  Simon 

Fraser University. YOU may also communicate with the Principal of the 
school or the Superintendent of the school district. 

Ongoing progress reports will automatically be provided to you; a final 

report will be available upon request. 

Would you kindly indicate your willingness to be involved in this 

project by signing the second copy of this letter and returning i t  to your 

principal. 
Yours truly 

Peter Coleman, Professor 
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1 CONSENT TO PARTICIPATE IN THIS RESEARCH PROJECT 
TERMS DESCRIBED. I UNDERSTAND THAT THIS CONSENT 

WITHDRAWN AT ANY TIME, AT MY DISCRETION. 

ON THE 
MAY BE 

School Name: 

Print Name: 

Signature: 

Home Telephone No.: 
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Consent Form -- Teacher Interview 

1 understand that the information I provide by completing this interview 

will be used exclusively for the research project entitled CO-PRODUCTION 
OF LEARNING, about which I have received previous communications, 

and in which I agree t o  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 a t  the school or in the district will ever be able t o  identify the 

information provided through this interview by me as an individual. 

School Name: 

Print Name: 

Signature: 

Telephone No.: 
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Consent Form - Teacher Survey 

I understand that the information I provide by completing this survey will 
be used exclusively for the research project entitled CO-PRODUCTION OF 
LEARNING, about which I have received previous communications, and 

in which I 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 a t  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: 

Signature: 

Telephone No.: 
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Teacher Workshop Agenda 

Thumday, February 7th 1991 

9:00-9:20 Introduction 
Joan  Personal Introductions 

Agenda  
Introduction to the Topic 
Research Overview 

9:20-9:30 Parent  Agenda and Suggestions 
J o a n N v o n n e  

9:30-9:40 Handouts-Distribution and Perusal (JaneIJulielJoan distribute) 
Yvonne  

9:40-10:25 Strategies 
Yvonne 

10:30-10:45 Break 

10:4&11:05 Small Group Discussion (RecorderIReporter necessary) (20 min.) 
Joan  What do you feel a re  the benefits of parent involvement? 

Strategies used to promote parent involvement tha t  have 
worked well 
Other s t r a t epes  considered 

11:05-11:35 Large Group--Summary of small group discussions 
Yvonne 

11:45-12:30 Lunch 
Joan  

12:30-12:40 Identification of Personal Task (to be implemented within next 
Yvonne two weeks) 

12:40-1:10 Discussion of Personal Tasks-with suggestions from group 
Yvonne regarding implementation 

1:15-1:30 Closure 
( J o a n )  Next meeting 

Where research is going from here 
Contact numbers ifor all) 
Thank yous 
Evaluat ions 
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What aspects of this workshop did you find most useful? 

In what ways could the workshop have been made more informative? 

Was there enough time provided for you to ask questions? Yes No 

(2ufmmk 

h e  there questions you would liked to have asked, but  did not? Yes No - 
(?lmmlk 

If this workshop were offered again, what topics would you like to have covered? 

What  did you learn a t  the workshop tha t  you feel you could use immediately? 

Overall, I found this  workshop very informative. 

Strongly Agree 
1 2 

Strongly Disagree 
4 5 



7:OO-7: 15 
Joan  

7:15-7:35 
Joan  

7:35-7:45 
Yvonne 

7:45-7:55 
Yvonne 

7:55-8 :40 

8:40-8:50 
Yvonne 

8:50-9:OO 
Joan 

9:OO-9110 
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Parent Workshop .Agenda 

Wednesday, February 7th, 1991 

Introduction 
Reminder to sign-in 
Parent  Surveys (to those who may not have completed one) 
Personal Introductions (Jane,  Julie, Yvonne, Joan)  
Review Agenda 
Introduction to the topidoverview of research 

Small Group Discussion (20 minutes) (research g r o u ~  c i r c u l a ~  
Rationale-Prince George group requested more opportunity to 
discuss issues amongst themselves 
The ~ s t i o n  we would like to pu t  to you and ask tha t  you discuss 
amongst yourselves is this . . . What  concerns andlor questions 
brought you here tonight and caused you to want to part ic~pate in 
this project? 
20 minuteslrecorder and reporter needed to provide summary of 
discussion to the  larger group. 

Large Group Discussion (10 minutes) 
resDonses) 

Distribute information packages (Jane. Julie. Joan to distribute) 
Quick browse 

Practical suggestions 

Break 

Task identification (parents will be asked to identify one strategy tha t  
they will be able to implement within the week) (Research ~ O U D  t~ 
clwh.td 

Large Group-Questions 
J o a n N v o n n e  

9: 10-9: 15 Closure 
Joan  desire to reconvene a t  a later date? 

where study is going 
some telephone contact (random sample) 
contact us (Peter 29 1-3622lJoan 29 1-475613524) 
thank yous 

9:15-9:30 Evaluation 
Yvonne 
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REPORT HEADER 

This Report is on the following codes: 
absenteeism 

attitude to school 

ba r r i e r s  

change absenteeism no 

change absenteeism yes 

change a t t  to sch no 

change attitude to school 

change cl l rng env no 

change class l rng env better 

change class l rng env neg 

change class l rng env not sure 

change class l rng env yes 

change class visit no 

change clsrm changes no 

change clsrm changes yes 

change count for smthng no 

change count for smthng yes 

change future plans no 

change future plans yes 

change impt of educ no 

change par cl visit no 

change par  cl visit yes 

change par  cld do more no 

change par  likes class unsure 

change par  likes class yes 

change par  likes sch no 

change pa r  likes sch unsure 

change par  we1 in class no 

change pi cl or sch decrease 

change pi hlrng no 

change pi hlrng yes 

change p t  comm more 

change p t  comm yes 

change sch enc pi no 

change sch home comm better 

change sp  comm comfort no 

change sp comm hmwk more 

change sp comm hmwrk no 

change sp comm no 

change sp comm sch gen no 

change sp  comm sch gen yes 

change st coll more 

change st coll no 

change stud efficacy 

change working sp  re1 no 

change working sp re1 yes 

class learn env gen comments 

class learn env in  between 

class learn env neg 

class learn env no opinion 

class learn env pos 

class learn env recornmen 

classrm changes unsure  

count for smthng indef 
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count for smthng neg 

count for smthng pos 

count for smtng freq 

count for somethng in btwn 

count for sthg ques not clear 

future plans indefinite 

future plans no 

future plans yes 

gender  

home sch as diff places 

homework 

homework p resp 

impt of educ 

level of sch 

lrng env chars 

l rng env sch n t  so good 

lrng env school in btwn 

lrng env school neg 

lrng env school pos 

l rng env school recomm 

lrng env school unsure 

not coded 

open ended no 

open ended yes 

p perc st re1 pos 

p tch comm 

par cld do more no 

par  cld hlp more uncertain 

par  cld hlp more yes 

par  likes class indefinite 

par  likes class no 

par  likes class yes 

par  likes school indef 

par  likes school no 

pa r  likes school yes 

par  likes tch no 

par  likes teacher dn t  know 

par  likes teacher yes 

par  welcome in class no 

par  welcome in class unsure 

par  welcome in class yes 

par  welcome in sch indef 

par  welcome in school yes 

parent  availability a t  home 

parent values school 

peers 

pi call visit yes 

pi cl s reac 

pi cl visit d n t  know 

pi cl visit gen comm 

pi cl visit no 

pi cl visit s reac 

pi cl visit s recomm 

pi cl visit yes 

pi class level misc yes 

pi class level no 

pi diff in grade levels 

pi field t r ips gen comm 

pi field trips no 

pi field trips pos 

pi hlrng homework hlps no 

pi hlrng homework hlps yes 

pi hlrng homework monitors 

pi hlrng homework sets time 

pi hlrng miscellaneous 

pi hlrng outcomes 

pi hlrng rdg encourages 

pi hlrng s reac 
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pi hlrng studying 

pi outcomes 

pi parent attends mtgs no 

pi parent attends mtgs stime 

pi parent attends mtgs yes 

pi p t  conf yes 

pi school level no 

pi school level yes 

pp communication 

previous 

pt  have met 

resp for lrng dont know 

resp for lrng parents 

resp for l rng stud 

resp for lrng tch 

s feel abt  sch pos 

s perc of tch a t t  to pi hmwk 

s perc parent eff pos 

s perc p t  coll outcomes 

s perc p t  collaboration 

s perc pts collaboration 

s perc t t  collaboration 

s perc wrkg re1 p t  

s perc wrkg re1 p t  probs 

s reaction pres a t  pt  mtgs 

s resp neg 

s resp pos 

s tch coll gen comments 

s tch coll neg 

s tch coll pos 

s tch coll recomm 

s tch comm mixed 

s tch comm neg 

s tch comm pos 

s tch re1 general comments 

s tch re1 neg 

s tch re1 recomm 

s values educ pos 

sch enc pi mixed 

sch enc pi no 

sch enc pi recommendations 

sch enc pi unsure 

sch enc pi yes 

sch home comm no 

sch home comm yes 

sp comm gen comments 

sp comm Itd 

sp  comm mixed 

sp  comm no 

sp comm p init  no 

sp comm p init  stimes 

sp comm p init  topic 

sp comm p init  yes 

sp comm pinit freq 

sp  comm school comf dn t  know 

sp  comm school comf mixed 

sp  comm school comf neg 

sp comm school comfort pos 

sp  comm school gen cond 

sp  comm school gen uncert 

sp  comm yes 

s tud efficacy 

stud link btwn home school 

stud part  beyond class 

stud stud lrng rels 

t char neg prev 

t char pos prev 

t chars 
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t s t rat  pi dnt  know 

t strat  pi folders s reac 

t s t rat  pi hmwk bk s reac 

t strat pi no 

t strat pi yes 

tch enc pi uncertain 

t ransi t ion 

working re1 neg 

working re1 pos 

working re1 ups downs 

(End list of codes) 

END OF HEADER 
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Master Code List: Parent Study 

REPORT HEADER 

CODES: Parent Substudy 

This Report is on the following codes: 
y barr  pi 

y ch gen comments 

y ch no 

y ch no 9 

y ch yes 

y ch yes neg 

y curr of the home 

y dropouts 

y flt  excl gen comments 

y flt excl no 

y flt  excl yes 

y future plans indef 

y future plans yes 

y gen comments 

y gender 

y homework 

y level of sch gen comments 

y missed opp spt  gen comm 

y missed opp spt  no 

y missed opp spt yes 

y neg pt  exp 9 or prev 

y no of children 

y not coded 

yopenended 

y p a t t  attendance 

y p a t t  children 

y p att pi gen comments 

y p a t t  pi neg 

y p att pi pos 

y p a t t  t gen comments 

y P a t t  t general neg 

y p cld hlp more sch gen com 

y p comf hlp s mixed 

y p comf hlp s no 

y p comf hlp s yes 

y p comf p t  in t  gen comm 

y p comf p t  in t  mixed 

y p cornf p t  int  pos 

y p cornf t p  in t  neg 

y p concern 

y p concern action 

y p concern action outc 

y p concern gen comm 

y p concern outc gen comm 

y p concern prev 

y p eff gen comments 

y p eff mixed 

Y P effneg 

Y P effpos 

y p expectations dnt  exist 

y p feels welc cl gen comm 

y p feels welc cl no 

y p feels welc cl no 9 

y p feels welc cl yes 
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y p feels welc cl yes 9 

y p feels welc sch no 

y p feels welc sch n t  entrly 

y p feels welc sch yes 

y p perc pt  re1 dnt  know 

y p perc pt re1 dnt  know 9 

y p perc p t  re1 gen comm 

y p perc p t  re1 mixed 

y p perc pt re1 neg 

y p perc pt re1 neg 9 

y p perc p t  re1 neutral 

y p perc pt re1 pos 

y p perc pt re1 pos 9 

y p perc pt  re1 prev 

y p perc s perc ps wrk re1 g cm 

y p perc s perc ps wrk re1 mix 

y p perc s perc ps wrk re1 neg 

y p perc s perc ps wrk re1 pos 

y p perc s perc p t  wrk re1 unc 

y p perc s perc st re1 mixed 

y p perc s perc s t  re1 neg 

y p perc s perc st re1 wrong 

y p perc sch a t t  s neg 

y p perc sch a t t  s pos 

y p perc s t  interact neg 9 

y p perc s t  re1 gen comm 

y p perc st re1 neg 

y p perc s t  re1 neg 9 

y p perc st re1 pos 

y p perc s t  re1 pos 9 

y p perc st re1 prev 

y p perc t a t t  p hlp s neg 9 

y p perc t a t t  pi gen comm 

y p perc t a t t  pi pos 

y p perc t a t t  pi pos 9 

y p perc t comf pt  interact 

y p perc t eff neg 

y p perc t eff pos 

y p perc t perc pt re1 gen com 

y p perc t perc pt  re1 neg 

y p perc t perc pt re1 pos 

y p perc t perc tp re1 no idea 

.. p perc t perc tp re1 pos 9 

y p perc t perc tp re1 pos dub 

y p perc t pos 

y p values educ pos 

y peers 

y pi attend mtg gen comm 

y pi attend mtg no 

y pi attend mtg stimes 

y pi attend mtg yes 

y pi attend sch func no 

y pi attend sch func yes 

y pi attnd pt  conf no 

y pi attnd p t  conf yes 

y pi call vst gen comm 

y pi call vst no 

y pi call vst n t  much 

y pi call vst yes 

y pi cl gen comm 

y pi cl l td 

y pi cl no 

y pi cl visit s reac gen comm 

y pi cl visit s reac prev 

y pi cl visit yes previous 

y pi cl yes 

y pi cl yes benefits 

y pi cl yes prev 

y pi diff by grade level 

y pi fld trips gen comm 

y pi fld trips ltd 

y pi fld trips no 
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y pi fld trips yes 

y pi fundraising 

y pi hlrng 

y pi hlrng gen comm 

y pi hlrng prev 

y pi miscellaneous 

y pi other 

y pi outcomes 

y pi previous 

y pi sch gen comments 

y pi sch limited 

y pi sch no 

y pi sch yes 

y s asks for hlp yes 

y s characteristics 

y s d ~ m  resp for educ gen com 

y s dern resp for educ ltd 

y s dern resp for educ no 

y s dern resp for educ no prev 

y s dern resp for educ yes 

y s dern rsp for educ mixed 

y s dern rsp for educ p pref 

y s feel ab t  sch gen comm 

y s feel ab t  sch mixed 

y s feel abt  sch neg 

y s feel ab t  sch pos 

y power y s feel ab t  sch prev 

Y pp comm y s link btn h sch 

y previous y s link btn h sch prev 

y principal y s par t  bynd cl yes 

y principal prev 

y proj outcome 

y ps wkg re1 neg 

y ps wrkg re1 gen comments 

y ps  wrkg re1 mixed 

y ps wrkg re1 pos 

y ps wrkg re1 prev 

y p t  comm p init  gen comm 

y pt  comm p init  ltd 

y pt  comm p init yes 

y pt  contact 

y p t  ideal relationship 

y p t  int outcomes 

y ques not understood 

y quotable quotes 

y s perc impt of educ 

y sch characteristics 

y sch cli neg 

y sch climate gen comm 

y sch climate pos 

y sch enc pi gen comm 

y sch enc pi no 

y sch enc pi not def 

y sch enc pi not really 

y sch enc pi yes 

y sch enc pi yes p reac 

y sch h comm gen comm 

y secty pst pres 

y sp comm gen comm 

y sp comm ltd 

y research comments y sp comm no 

y s asks for hlp gen comm y sp comm sch ltd 

y s asks for hlp no y sp comm yes 

y s asks for hlp smtimes y stnd up gen comments 
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y t char gen comments 

y t characteristics neg 

y t characteristics pos 

y t characteristics prev 

y t chars 9 

y t greets p by name 

y t hlp p hlp s gen comm 

y t h l p p  h lpsno  

y t hlp p hlp s no 9 or prev 

y t hlp p hlp s ques mark 

y t hlp p hlp s yes 

y t hlp p hlp s yes 9 or prev 

y t rspt  s gen comments 

y t rspt s no 

y t rspt s no other 

y t rspt s yes 

y t rspt s yes 9 or prev 

y t s t rat  pi cl news1 no 

y t strat pi cl no 

y t strat pi cl parent 

y t s t rat  pi cl yes 

y t s t ra t  pi comm no 

y t s t ra t  pi comm yes 

y t s t rat  pi curr 

y t s t ra t  pi curr overview 

y t s t rat  pi cum overview no 

y t s t rat  pi enc p call vst 

y t strat pi enc p hlp hwk yes 

y t s t rat  pi fld trips yes 

y t s t rat  pi good news no 

y t strat pi hmwk bk gen comm 

y t s t rat  pi hmwk bk no 

y t s t rat  pi hmwk bk yes 

y t strat pi inst 

y t s t rat  pi inst reac 

y t s trat  pi misc 

y t strat pi misc no 

y t strat pi no prev 

y t strat pi other 

y t s trat  pi p signs tests 

y t strat pi pt  conf 

y t s trat  pi pt  conf gen comm 

y t strat pi reg prog rpt  

y t s trat  pi shares expect 

y t s t ra t  pi tel gen comm 

y t strat pi tel no 

y t strat pi tel yes 

y t s t rat  pi vol list 

y t s trat  pi wrk hme for sig 

y t strat pi yes 9 or other 

y t s trat  pi yes prev 

y the good teacher 

y t p  comm Itd 

y tp comm topic 

y tp  comm topic 9 

y t p  comm topic gen comm 

y transition 

y ways p cld hlp 

y ways t cld hlp 

y year 2000 

y yowzer 

(End list of codes) 

END OF HEADER 
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Master Code List: Teacher Study 

REPORT HEADER 

This Report is on the following codes: 

x barriers 

x bridges tp wrkg re1 

x ch gen comments 

x ch ltd 

x ch mixed 

x ch no 

x ch yes 

x cl l rng env 

x curr of the home gen 

x curr of the home neg 

x cum of the home outcomes 

x curr of the home pos 

x difficult p t  experiences 

x gen comments 

x gender 

x homework 

x ideal pt  re1 

x not coded 

x open ,ended 

x p as partner no 

x p a s  partners 

x p characteristics 

x p cld hlp more 

x p follow through mixed 

x p follow through neg 

x p holds t accountable 

x p link btwn s t 

x p p e r c t a t t s  

x p supports t mixed 

x p supports t yes 

x p welc gen comm 

x p welc in cl yes 

x p welc in sch no 

x p welc in sch yes 

x peers 

x pi cl gen comments 

x pi cl neg 

x pi cl outcomes 

x pi cl pinit neg 

x pi cl pint yes 

x pi cl s reac 

x pi diff by grade 

x pi fld trips gen comm 

x pi fld t rp  yes 

x pi grade 6 and 7 

x pi outcomes 

x pi sch 

x pi sch downside 

x pi sch gen comm 

x power 

x pp comm 

x previous 

x principal 

x proj gen comments 
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x proj outcomes 

x s char 

x s link btwn home and sch 

x s resp gen comm 

x s resp mixed 

x s resp neg 

x s resp pos 

x sch a t t  pi pos 

x sch char gen 

x sch climate gen 

x sch climate mixed 

x sch climate pos 

x sch enc pi gen comments 

x sch enc pi limited 

x sch enc pi mixed 

x sch enc pi no 

x sch enc pi outcome 

x sch enc pi yes 

x sch strat pi reactive 

x stud stud lrng re1 

x stud stud lrng re1 neg 

x support and resources 

x t a t t  group lrng 

x t a t t  pi cl gen comments 

x t a t t  pi cl neg 

x t a t t  pi cl pos 

x t att pi dubious 

x t a t t  pi gen comments 

x t att pi neg 

x t a t t  pi pos 

x t a t t s  

x t concerns general 

x t eff gen comments 

x t eff in btwn 

x t eff neg 

x t eff pos 

x t hip p hlp s inst gen comm 

x t hlp p hlp s inst Itd 

x t hlp p hlp s inst yes 

x t hlp p hlp s neg 

x t perc p a t t  toward t 

x t perc p comf dnt  know 

x t perc p comf mixed 

x t perc p comf neg 

x t perc p comf pos 

x t perc p eff gen comment 

x t perc p eff mixed 

x t perc p eff neg 

x t perc p eff pos 

x t perc p feels we1 mixed 

x t perc p feels we1 no 

x t perc p feels we1 yes 

x t perc p int  pi 

x t perc p perc p t  re1 dnt  kn 

x t perc p perc pt re1 gen com 

x t perc p perc p t  re1 mixed 

x t perc p perc pt  re1 neg 

x t perc p perc pt  re1 pos 

x t perc p perc sch cli pos 

x t perc p perc t cares abt s 

x t perc p perc t chars 

x t perc p perc t p roles 

x t perc p supp sch goals gen c 

x t perc p t  re1 dn t  know 

x t perc p t  re1 dubious 

x t perc p t  re1 gen comments 

x t perc p t  re1 mixed 

x t perc pt re1 neg 
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x t perc pt re1 pos 

x t perc role of p and t 

x t perc sp interaction 

x t perc t a t t  pi 

x t perc t chars 

x t perc t strat pi gen 

x t rpt  pi hlrng 

x t spkg a s  p 

x t s t ra t  pi cl gen comments 

x t s trat  pi cl neg 

x t s trat  pi cl neutral 

x t s trat  pi cl outcome 

x t strat pi cl pos 

x t s trat  pi cl reac 

x t s trat  pi comm 

x t s t ra t  pi curr overview 

x t s t rat  pi enc p hlp w hmwk 

x t s trat  pi enc p to come in 

x t s trat  pi field trips yes 

x t s t ra t  pi fld trip gen comm 

x t s trat  pi folders 

x t strat pi future 

x t s trat  pi gen comm 

x t s t rat  pi hmwk bk 

x t s t ra t  pi inst gen comm 

x t s trat  pi inst neg 

x t strat pi inst pos 

x t s t rat  pi misc 

x t strat pi monthly rpt  

x t strat pi open door 

x t s t rat  pi outcomes 

x t s trat  pi promote s t  comm 

x t strat pi reac 

x t strat pi reg rpts 

x t strat pi tel 

x t s t ra t  pi tel gen comm 

x t strat pi tel no 

x t p  comm disgruntled 

x t p  comm gen comments 

x tp  comm topic 

x transition 

x triad 

x t s  coll gen comments 

x t s  coll mixed 

x t s  coll neg 

x ts coll outcomes 

x t s  coll pos 

x tt coll 

x ways p can help 

x ways p can promote tp  re1 

x ways t can help 

x year 2000 

X YOWZERS 

(End list of codes) 

END OF HEADER 



Appendix 4.15 
Sample HyperRESEARCH Report 

What appears below is a portion of a parent interview 
that lists all codes applied to that interview and the 
source data to which the code has been applied. 

REPORT HEADER 

END OF HEADER 

The actual report follows: 

Case, Code, 

Case 163, y barr pi, 

Source Material: What prevents you from doing more to help your child 

learn? 

Well, difficult, like her biggest problem, and we've talked about this before, 
is math. Well, I know how to do math. She knows how to do math, but the 
two of them don't coincide. You know, I mean, we both come out with the 
same answer, but it's wrong because they aren't doing it that way at  school. 

So, how can you help her? 

Case 163, y barr pi, 

Source Material: She knows how to do math, but the two of them don't 
coincide. You know, I mean, we both come out with the same answer, but 
it's wrong because they aren't doing i t  that way at  school. So, how can you 
help her? And she gets frustrated because you can't help her. You're afraid 
to show her what, how you were taught because that's wrong maybe to 

what, nine times out of ten they're taught now. 
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Case 163, y barr pi, 

Source Material: Fractions I flunked with top honours when I went to 

school. I mean, I can fumble through them, right, but I never liked them 

and we had it a lot easier, I think, when we went to school than what they 

do nowadays, but they throw them that and the way they word them in the 
book. Like, I have to sit and really read the example they give to be able to 

determine in my brain what they want. 

Case 163, y barr pi, 

Source Material: if she doesn't know what she's supposed to do, how can 

she go ahead and do them? She can't do it and it's no wonder that the kids 

are all having problems because they can't bring them home to us. 

Case 163, y barr pi, 

Source Material: Could you help in the school more than you do? In what 

ways? 

I probably could if I wanted to, but I don't want to 

Case 163, y barr pi, 

Source Material: but it's confusing, I would say, for what they're asking in 

these books and if the kids don't understand it to begin with then it must be 

totally confusing for them, if it's confusing t o  me. And I find i t  really 

confusing. I don't know what they want. 

Case 163, y barr pi, 

Source Material: she gets really frustrated because she doesn't understand 

and I can't help her because I don't understand it and I don't want to tell 

her the way I think it is and have her go to school and from what I gather 

then she gets chewed out from her teacher because she doesn't understand 
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Case 163, y ch no, 

Source Material: any changes during the year? 

Not that I can see. 

Case 163, y ch no, 

Source Material: Any changes in your work relationship over the year? 

No, 

Case 163, y ch no, 

Source Material: Any changes over the year as far as respect is concerned? 

Better? 

I don't think so other than, like I said, x gets these periods more often 
where she doesn' want to go to school and nine times out of ten she doesn't 

go to school so there's got to be a reason. 

Case 163, y ch no, 

Source Material: P: Any changes over the year? 

Basically the same as what it was. It's just, it's not there 

Case 163, y ch yes, 

Source Material: That's a change from September? 

Yep, because I mean it was nothing for her to get up for school the next 
morning* and "Have you got your homework done?" "No." So that way 
she's.. . 

P: And that doesn't happen as often now? 

No, she knows now that her homework has to be done. If she's got 
homework she does it when she gets home from school. It's not leaving it 
till eight or nine o'clock at  night before we do our homework. You know, 
sometimes she doesn't get it done so she has t o  get up early in the morning 
and have it done before she goes to school. 
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Case 163, y ch yes, 

Source Material: P: Any other changes throughout the school year that 

you've noticed? 

Not that I've noticed. No, other than what I've already told you about her 

math and that, things have been going along extremely normal I would 
say. I wouldn't say well, but normal for schools. I don't notice anything. 

And because she's the type of kid she is I'm sure I would know if there was 

anything major. 

Case 163, y ch yes neg, 

Source Material: Any changes since we spoke in the fall about how you feel 

about the classroom? 

Nope. It's like I told you, as far as I'm concerned it's got worse-the whole 
thing. Miss X is a pain in the butt. 

Case 163, y ch yes neg, 

Source Material: Attitude-like something is going to pot because now 

she's finding excuses why she doesn't want to go to school and that's not x. 

Something is happening. I don't know whether it's up here on the teachers 
and principal level or whether it's something that's going on with the kids, 

I don't know. 

Case 163, y ch yes neg, 

Source Material: She has never been a problem as far as going to school. 

Now I'm finding-not constantly-but every now and again we hit a day, 

well, I'm not going to school. Well, that's not x. So that tells me something 

is happening somewheres. She really enjoys school, but it's just been the 

last-I would say since Christmas that it's really-to me it's becoming a 

problem because that's not her. So that tells me that something is going 

somewheres and 
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Case 163, y ch yes neg, 

Source Material: Anything else that has or has not made you feel like a 

partner or team member in your child's education? 

I'm trying to think what the last one was that we went over with her, 

something to do with x staying in and x saying that she's not explaining. 

She doesn't understand. So her dad phoned and I can't remember just 
what it was. It was something. But they set up what we were getting fed 

back through x-and I'm not saying whether she was right or wrong 
because I try to wait until I have both sides of the story, but this teacher just 

doesn't seem like she's ready to tell you 

Case 163, y t rspt s gen comments, 

Source Material: They want these kids listen and learn a little bit of respect, 

well, they should show some of that back to the kids. I mean, that shouldn't 

give them the right to holler at  them or centre them out. I mean, she's just 

around the corner from being a teenager. We all know that's the 

embarrassing time of our life and we dont' want to be centred out in front of 

all the kids in the class, right? 

Case 163, y t rspt s no, 

Source Material: teacher respects your child? 

No, I think she picks on her and don't ask me for a reason because I can't 

give you a reason. That's just the feeling I get 

Case 163, y t rspt s no, 

Source Material: I think these teachers not pick, but they get this one kid- 
personality clash, somewhere's in there. I honestly feel this. I think it's 

with her and x that maybe there's some kind of a slight personality clash 

and because she is the peer, I mean she's going to come out ahead, right? 

The kid's going t o  be wrong. Doesn't matter what she does, she's going to be 

wrong. 
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Scale Reliabilities 

Parent Survey-Time 1 
(Note: significant Time 2 changes are shown in bold) 

Scale 1. Parent  perception of studentheacher communication. 
Cronbach's Alpha: .66. Items with corrected item-total correlations 

.37 16. My child's teacher(s) makes sure my child understands homework 
a s s ignmen t s .  

.55 23. My child feels comfortable approaching teacher(s1 with schoolwork questions 
or concerns. 

.54 46. My child feels comfortable asking the teacheds) for help. 

.48 48. My child feels t ha t  h e r h i s  learning i s  important to the teacher(s). 

Scale 2. Parent  perception of student/parent communication. 
Cronbach's Alpha: .82. Items with corrected item-total correlations 

.56 3.  My child keeps me informed about classroom activities. 

.47 8 .  My child talks to me about h i s h e r  plans for schooling in the future. 

.63 12. My child lets me know when s h e  i s  having problems in the  class. 

.65 13. My child usually discusses homework with me. 

.69 17. My child keeps me informed about school activities. 

.56 55. My child lets me know when he/she needs help with a homework assignment. 

Scale 3. Parent  perception of teachedparent  communication (instruction). 
Cronbach's Alpha: .72. Items with corrected item-total correlations 

.60 5 .  My child's teacherb)  provides information about instructional programs so 
tha t  I understand my child's schoolwork. 

.55 7.  My child's teacheds)  keeps me informed about homework assignments. 

.55 15. My child's teacherts) keeps me informed about what my child is learning in the 
classroom. 

.36 53. My child's teacherb)  gives me information which allows me to help my child 
with homework. 

Scale 4. Parent  perception of teacherlparent communication (general). 
Cronbach's Alpha: .65. I tems with corrected item-total correlations 

.54 6 .  My child's teacherb)  keeps me informed about classroom activities. 

.43 19. My child's teacherb)  informs me when my child i s  doing well in class. 
2 8  33. I feel satisfied with my interviews with my child's teacheds). 
.36 56. My child's teacherb)  often asks  me to help. 
.45 61. My child's teacheds)  work hard to interest and excite parents. 

Scale 5. Parent  perception of teacher concern about parent involvement. 
Cronbach's Alpha: .81. Items with corrected item-total correlations 

.54 27. I am sure tha t  my child's teacher(s) will contact me about my child's work in 
class, if necessary. 
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,48 29. I am sure tha t  my child's teacher(s) will contact me about my child's 
homework, if necessary. 

.59 31. 1 am sure t h a t  my child's teacher(s1 will contact me about my child's behaviour, 
if necessary. 

.56 37. My child's teacher(s) makes me feel par t  of a team. 

.72 39. My child's teacher(s1 seems interested in hearing my opinions about my child. 

.SO 40. Parents  find teachers easily approachable a t  this school. 

.61 44. My child's teacherb)  makes time to talk to me when i t  i s  necessary. 

Scale 6. Parent  perception of parentlschool communication. 
Cronbach's Alpha: .78. Items with corrected item-total correlations 

.38 2 .  I calllvisit my child's teacher(s1 to talk about my child's progress. 

.43 9 .  I talk to my child's teacheds) about the instructional program in the  classroom. 

.45 18. I make sure to tell my child's teacher(s1 when I think things are  going well. 

.64 21. I feel free to contact my child's teachefis) about my child's work in class. 

.67 22. I feel free to contact my child's teacheds) about my child's homework. 

.71 25. I feel free to contact my child's teacheds) about my child's behaviour in class. 

Scale 7. Parent  values schooling. 
Cronbach's Alpha: .54. Items with corrected item-total correlations 

.41 1. I talk to my child about school eventdactivities. 

.35 4 .  I encourage my child always to do h idher  best work in school. 

.38 59. 1 talk to my child about schoolwork quite a lot. 

Scale 8. Parent  perception of school climate. 
Cronbach's Alpha: 21. Items with corrected item-total correlations 

.38 10. The instructional program in our school helps to motivate students. 

.55 24. Students  a re  excited about learning in this  school. 

.46 26. Students  in our school have the  necessary ability to achieve well in basic skills. 

.50 28. The academic emphasis in our school is challenging to students. 

.63 30. Students a re  proud of our school. 

.53 32. Our school reflects the  values of the community in which i t  is located. 
5 3  36. Teachers make schoolwork interesting for students in this  school. 
.46 45. Our  school i s  an important par t  of the  community. 
.51 47. Our  school makes visitors feel welcome. 
.34 57. My child feels comfortable in class. 

Scale 9. Parent  perception of parent efficacy. 
Cronbach's Alpha: .45 (T2: .61). Items with corrected item-total correlations 

.40 38. My own education prepared me well to help my child with school work 

.28 49. I usually feel able to help my child with homework. 

.15 50. Parents are given lots of good information fmm the school about what the 
children will be learning. 

.13 51. I wish I could do more to assist my child with school work. 
2 3  52. I make a strong contribution to how well my child does in school. 
.38 54. My child's family has  strengths tha t  could be tapped by the school to help my 

child succeed. 
.I9 60. My child and I find i t  difficult to work together on schoolwork. (Reversed) 
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Student Survey-Time 1 

Scale A. Student  perception of communications with parents. 
Cronbach's Alpha: .77. Items with corrected item-total correlations 

.58 1. I let my parent(s1 know about school events and activities. 

.59 3.  I let my parent(s1 know about things tha t  happen in class. 

.52 11. I let my parent(s1 know what homework I have. 

.47 12. I talk to my parent(s1 about my plans for the future. 

.38 13. I feel comfortable asking my parents for help with my homework. 

.66 17. I feel comfortable talking to my parents about school work. 

Scale B. Student values school. 
Cronbach's Alpha: .70. Items with corrected item-total correlations 

.50 26. I t  i s  important to my friends a t  school tha t  they have their assignments done 
on time. 

.45 27. I don't stay home from school unless I'm really sick. 

.36 28. It's important to me tha t  my teacher knows tha t  I a m  doing my best in school. 

.55 29. My friends don't stay home from school unless they are  really sick. 

.32 32. It's important to me tha t  my parent(s1 know tha t  I am doing my best in school. 

.34 33. I t  bothers me if I a m  late handing in assignments. 

.34 41. I stay away from school whenever I can. (Reversed) 

Scale C. Student  perception of schooVhome communication. 
Cronbach's Alpha: .73. Items with corrected item-total correlations 

.34 2.  My parent(s1 feel comfortable talking to my teacher about my progress in school. 

.62 4 .  My teacher lets my parentb)  know about our work in class. 

.57 5 .  My teacher lets my parent(s) know about what I a m  learning in the classroom. 

.56 6 .  My teacher lets my parentis) know about my homework assignments. 

Scale D. Student  perception of personal efficacy. 
Cronbach's Alpha: .75 (T2: .82). Items with corrected item-total correlations 

.40 39. I enjoy helping other students in the class with their schoolwork. 

.41 42. If I do well on a test, it 's usually because I "lucked out'' on it. (Reversed) 

.58 42. If I do well on a test, it's usually because I got lucky on it. (Reversed) 

.60 45. When I do well on a difficult assignment i t  i s  usually because I worked hard. 

.58 47. When I don't do well on a n  assignment, usually feel tha t  I can do better next 
t ime.  

.40 48. 'When I make up  my mind to do well in school I usually succeed. 

.45 50. I feel tha t  I have the ability to do well in school if I want  to. 

Scale E. Student perception of studentfteacher collaboration. 
Cronbach's Alpha: .72. Items with corrected item-total correlations 

.43 7. My teacher spends time talking to me individually about my schoolwork when 
i t  i s  necessary. 

.39 15. My teacher gives us opportunities to make suggestions about activities in the 
classroom. 

.44 16. My teacher asks me help other students with work in the  classroom. 

.27 20. I t  is important to my teacher tha t  I understand my homework assignments. 



Appendix 6.1: Scale Reliahiliti~s 

.56 25. I feel comfortable making suggestions to my teacher about activities we could 
do in  the classroom. 

.54 30. My teacher is interested in hearing my opinions even when I disagree with 
he r lh im.  

.33 40. I get help from my teacher when I need it. 

Scale F. Student perception of parent valuing school. 
Cronbach's Alpha: .72. Items with corrected item-total correlations 

.28 9 .  My parentis) rarely talk to me about how well I am doing in school. (Reversed) 

.40 10. My parent(s1 want me to participate actively in all classroom activities. 

.37 23. My parent(s1 expect me to tell them when I am having problems in the 
classroom. 

.31 35. My parents remind me to get my homework done. 

Scale G. Student perception of peergroup values. 
Cronbach's Alpha: .63. Items with corrected item-total correlations 

.38 14. My friends and I talk about our future plans, for school and after. 

.30 19. When I a m  having trouble with something in class I feel free to ask other 
students for help. 

.31 26. I t  is important to my friends a t  school t ha t  they have their assignments done 
on time. 

.41 29. My friends don't stay home from school unless they are  really sick. 

.40 39. I enjoy helping other students in the  class with their schoolwork. 

Note: TI N = 187; T2 N = 162. 


