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Kodin ja koulun yhteistydbh6n on viime vuosina kitatty yhd enemman huomiota.
Aiemmissa tutkimuksissa on tutkittu kodin ja koulghteisty6ta alakoulussa, usein opettajien
nakodkulmasta. Opettajankoulutusta koskevassa tusessa on havaittu kodin ja koulun
yhteistybhén oppimisen ja siiné kehittymisen jaagéuarelta osin tydelaman tehtavaksi.
Kodin ja koulun valilla tehtavaa yhteistyota Suossesaatelevat paitsi Suomen laki, myos
Perusopetuksen opetussuunnitelman peru$2€&4) seka koulukohtaiset
opetussuunnitelmat.

Taman tutkielman tarkoituksena oli selvittaa, nisila kasityksia ja kokemuksia vanhemmilla
on kodin ja koulun yhteistydsta ylakoulun englammetuksessa. Tutkimuksessa selvitettiin,
miten vanhemmat suhtautuvat kodin ja koulun yhyéisdn ja milla keinoilla yhteisty6té oli
tehty englanninopetuksen osalta. Taman lisaksittirlk millainen vanhempien mielesta olisi
kodin ja koulun valisen yhteistyon ihannetilannglannin opetuksessa.

Tutkimusaineisto keréattiin kyselylomakkeella, jakémitettiin etelarannikolla sijaitsevassa
kunnassa 223 peruskoulun yhdeksasluokkalaisen wanb#e. Kyselylomakkeista palautui
149, jotka muodostivat tutkimuksen aineiston. Ast@ianalysoitiin kvantitatiivisin
menetelmin, ja tulokset raportoitiin frekvenssese#a prosentteina. Avokysymys koskien
ihannetilannetta kodin ja koulun yhteistydssa asaityin kvalitatiivisesti ja kvantitatiivisesti.
Mittareiden sisainen yhtenaisyys selvitettiin Cradhin alphoilla.

Tutkimuksessa selvisi, ettd vanhemmat suhtautpiesitiivisesti kodin ja koulun
yhteistydhon englannin opetuksessa. Tasta huokbnyateistyota ei ollut tehty paljon.
Suurimmaksi yhteistyota estavaksi tekijaksi he kaksen, ettei englannin opettaja ollut
tehnyt aloitetta yhteistydohon. Tarkeimpina tieddwddn& englannin opetusta koskien he
pitivat lastaan, englannin koearvosanoja seka englaoppikirjoja. He toivoivat saavansa
englannin opiskelusta monipuolista tietoa, mielukejallisessa muodossa. Vanhemmat
kokivat saavansa usein tietoa lapsensa englanvasamnoista. Erityisen tarkeaksi he kokivat
yhteisty6n kodin ja koulun valilla silloin, kun ojtgalla oli ongelmia tai vaikeuksia englannin
kielen opiskelussa.

Asiasanat: English teaching, home and school, pgreecondary school
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1 INTRODUCTION

Home and school cooperation is part of a teachep'sinvolving parents in their children’s
schooling is a demanding task and a common soarastertainty and apprehension.
Teachers do not feel that they receive an adegumateint of training in teacher education to
carry out cooperation with homes. In secondary sk;lwahere pupils are going through
puberty, teaching can be demanding as problemslzaiténges in teaching, unknown in
elementary school, can arise. Therefore theret&h @ need for teachers to unite their
strengths with parents to support a pupil’s heatffowth and development. Parents have
been found to appreciate cooperation with teadnezkementary school, but the amount of
cooperation decreases as pupils enter secondavglsdlme subject-teacher system has been

found to be one of the main reasons for the lesms®unt of cooperation.

In Finland, home and school cooperation is seg¢heagesponsibility of the schools. The
organization and forms of cooperation are regulatetie Finnish law and in the National
Core Curriculum (hence forward the NCC). Moreowehools are to compile their own local
curricula to among other things further detail Hoawne and school cooperation will be
carried out. This leads often to general guidelered there can easily be misunderstandings
about the person responsible for involving parentke life of the school. Furthermore,
schools can implement a variety of different meamd$ communication channels as they are

given the opportunity to decide for themselves ltoaperation in carried out.

Previous studies have focused on home and schopkcation from the viewpoint of

teachers or pupils. Moreover, secondary schoohbasften been the research interest of
studies concerning cooperation in the field of edion. Instead, a wealth of studies has been
conducted in elementary school, especially in tfs grades.

No study has attempted to examine cooperatiorspeaific school subject or, as in this case,

in English teaching.

In the present study, parents’ perceptions andrexpees of home and school cooperation in

English teaching in the secondary school are iny&&d. The aim is to examine whether



parents have a positive attitude toward cooperasind do they feel that it can positively
influence the pupil, his or her healthy growth,@aic achievement and English language
learning. Also the ideal state of home and schooperation from the point of view of
parents will be investigated. Moreover, the intentis to study the forms and frequency of

cooperation.

The study was conducted with a questionnaire indaémols in the town of Kotka. The
results of the two schools are not compared to etlwdr as it was one of the prerequisites for
receiving the approval for conducting this studyhia schools. The results will be analyzed

guantitatively by using statistical analysis.

In this study, the distinctive features of teachiegnagers and involving parents in that
process will be discussed (chapter 2). The natim®ewrdainments and regulations for home
and school cooperation in the Finnish law and enNlational Core Curriculum will be
examined in chapter 3. Moreover, the situationah and school cooperation in local
curricula and in the curricula of the schools @ present study will be discussed. The final
background chapter (4) deals with the previousistuand literature on reported advantages
and disadvantages of home and school cooperati@nmethodological choices of this study
will be reported in chapter 5. The results willgresented along with tables and figures
(chapter 6). There will be a discussion of the ltesand a consideration on the possible

implications of the findings in chapter 7.



2 TEACHING TEENAGERS

Teaching teenagers is a challenging task. The ihagfradolescents go through puberty
during their secondary school years, that is, gg&d® (Aho and Rinkinen 2005). Puberty is a
psychological, social, and physical transition fromidhood to adulthood and characterised
by change, shifting beliefs and emotions (Kolehreaih992: 114). Puberty is bound to have
an effect on the school work in secondary scho®ke@nagers struggle to construct their
identity and gradually become independent. Theiogiships of teenagers with their parents,
teachers and peers can become more complicated thue emotional distress caused by the
changes in the adolescents’ lives. In some casbgrty may bring along behavioural
problems, leading to difficulties both at home amdchool. Adolescents may show a lack of
motivation and can underperform academically. Tioees the need for support from
significant adults in spare time and during schiooé is evident (Kauppinen and Koivu
2000).

In the following, the impact of adolescence on stheork will be examined to illustrate
some of the distinctive features of secondary sichopils particularly in Finland. These
features are concurrently examined in the ligHEglish teaching in section 2.1. Second,
acknowledging the parents’ role as experts in kngwieir child will be examined in section
2.2. In addition, utilizing parental expertise lvetform of support for the pupils’ growth and
education will be discussed in section 2.2. Thindking use of this parental knowledge in
education in the form of a partnership will be disged in section 2.3. Examining the above-
mentioned topics is of primary importance to thesent study since it aims at investigating
whether parents are granted the possibility to gagareciprocal communication with
education professionals in English teaching in sdaoy school.

In the following, the ternmomeis used to cover the terms parents, family andéloold. The
termparentis used to avoid ambiguities and hence forwartides the meanings of both

biological parenthood and legal guardianship ocarataker. Correspondingly, the teschool
is used to refer to teachers and education in géreerd the termpupil, child andadolescent

often overlap or are used interchangeably.



2.1 Teenagers in school

Secondary school teachers should be familiar aghkey features and developmental
challenges of puberty in order to relate to theilsignd to identify and express social
messages such as emotions (Talib 2002: 58). Studetdacher education do not feel that
they receive an adequate amount of training in wgrkvith adolescents in school (Jussila
and Saari 1999: 43), suggesting that not all teaclespecially soon after graduation, are
equipped with the skills necessary for forming &asling the kind of a close and open
relationship with pupils as they would need dundperty. All pupils should be seen as
individuals with their own personality, temperamant way of learning (Uusikyla 2003:
135) and teachers need to offer them learning expees that meet their needs at the time
(Ekebom et al. 2000: 114). This is especially wtiEnglish teaching, as it in secondary
school aims at providing pupils with more languéegening strategies bearing in mind their

developmental level (National Core Curriculum 20041).

In secondary school pupils face two major challerigeghe form of puberty and a demanding
school environment. Pupils can be characteriseselyimportance, emotional instability and
uncertainty although individual differences arenffigant (Paananen 1985: 56, 118).
Adolescents see their teachers as authoritiesathdab be resisted (Férbom 2003: 72), are
impatient and show little task-endurance (Ekeboid.€2000: 114). This can be explained by
the fact that adolescents are subject to constasspres and expectations not only from
teachers, but from their parents and classmateglhsThese often inconsistent expectations
can cause confusion and thus contribute to thedifies in adolescents’ school work

(Paananen 1985: 138), therefore complicating taeglish studies as well.

Secondary school is more stressful for pupils #lamentary school due to the fact that they
undergo puberty in their secondary school yearari&aen 1985: 56). On the other hand, the
amount of parental surveillance and support teodkietrease as pupils enter their teens
(Hepworth-Berger 1981: 4, OECD 1997: 46). The pnestudy aims at investigating whether
this claim is accurate in English teaching in s&@y school. In their younger school years,

pupils are seen as passive targets for the cameggi¥ parents and educational institutions,



such as day care and elementary school (Kinnun@8:49). In secondary school, pupils are
seen as more active in the educational procesthagydare given greater responsibility and
freedom. It has been argued that premature adolescependence is a common ideal in
both parenting and education in Finland. Lettinglasicents do their schoolwork without
surveillance and guidance has been seen by paestgpporting their independence
(Koistinen 2005: 143). Giving adolescents moredoee has been seen as leading to strong
adulthood. However, teenage pupils still need guidaand support in their school work
(Hiila 2005: 5-6).

The school work load is multiplied as subjectstatgght in more detail than in elementary
school. In English teaching, language skills aneettgped in more demanding social
situations and the amount of written languagedsaased (NCC 2004: 141). Pupils are also
expected to realize the significance of constaniroanication practice (NCC 2004: 141). In
other words, adolescents need to work harder inighntgaching in secondary school than in
elementary school. This can feel overwhelming, ilegutb difficulties especially if a pupil is
accustomed to managing academically with littl@®ffFor instance, English study books and
materials are more demanding in secondary schaalithelementary school. Learning to do
school work consistently and patiently in secondatyool can be complicated if one has not
acquired the routines necessary for goal-orientadlysg already in elementary school, in
particular as teachers in secondary school expectamcomplete tasks and assignments

relatively independently with little surveillancBgananen 1985: 138).

2.2 Parents as experts in knowing their child

Parents can be regardedeapertsin knowing and parenting their child. Parents asosider
themselves experts of their child and family (Alatsui 2003:114). The present study seeks to
examine whether this parental expertise is valuetitaken into account in English teaching

in secondary school. Parents’ relationship withdhiéd is unique. They have the closest
emotional bond to the child and have the most dppdres to influence his or her
development (Alaja 1997: 80-81). They are primaseegivers and as their children’s legal

guardians, they are responsible for their well-gdiacause their psychological development



and well-being are principally connected with theily (Alasuutari 2003: 16). The expertise
of significant adults involved in the child’s life puberty needs to be applied into practice in
both parenting and schooling (Strommer 2005: 48udational professionals are obliged to
support the parenting of children (Alaja 1997: 8&)is is done mainly by appreciating the
values, views and expectations the parents havigaf\éa 2000: 135).

Parents’ unique relationship with the child carhimhlighted when compared to the
relationships teachers and other professionals Wétethe child. The professionals are
involved with many children simultaneously, theivolvement is based on professional
interest and obligation, and it lasts only forraited period of time. In contrast, the parents’
involvement in the life of the child is personah@tional, lifelong, and focused exclusively
on one child or more (Hegarty 1993: 119). In otlerds, the parents’ reactions and feelings
will be more intense when a child’s behaviour, téag and performance are concerned
(Cunningham and Davis 1985: 18). Then again, tbéepsionals can be more objective in
regard to the difficulties of an individual child ¢they are not as emotionally attached
(Paananen 1985: 133) and do not tend to idealeelthd as parents do (Alaja 1997: 38).

School is one of the places where parents meetédoal professionals (Strommer
2005:45). As the child’s primary advocate, the pare first and foremost accountable in all
situations in the child’s life and schooling (Hoét& 1993: 237), having thus the
responsibility to express concerns to the teachedsother professionals. The parents’

expertise is needed especially when the child emeos! difficulties in school.

People need to rely on others’ expertise as on@khracquire a limited repertoire of skills.

In an educational context, this means that botkrgarand teachers need to accept the
dependence on others’ skills and knowledge (Hed#®3: 119). Parents’ trust in the
professionals is based on their perceived acadandscientific competence, skills and
experience (Airaksinen 1998: 6). Parents often aaahserve how their child behaves and
works in a large peer group (Paananen 1985: 142)chiers do not have the access to see the

child in the home environment as intensively aspiéuents. Therefore it is both economic and



efficient for both parties to share their expertigth each other (Cunningham and Davis
1985: 4).

The way the educational professionals view the gigaeheld by the parents is the starting
point for potential communication and cooperatiathinomes. Sharing of knowledge to
reach a mutual goal is the foundation for partriprbetween home and school (Cunningham
and Davis 1985: 15), which creates new forms okeige to be applied into practice for the
best of the child (Salminen 2005: 171).

2.3 Parents as partners

Partnershipis a broadly used term in the educational corttexiefine the relationship
between parents and teachers (Bastiani 1993: ffi4)ing thus an important starting point
for the present study. In shop@rtnershipimplies a sharing of information, responsibility,
skills and decision making (Pugh 1989: 5). Partrgewith parents is essential for all schools.
Schools have an obligation to work with all pargi@astiani 1993: 109, Basic Education Act
628/1998). This obligation is not only legal bubfassional as well since schools cannot
function without the involvement and support ofgrds (Bastiani 1993: 109). The main
objective of the present study is to examine wtrethis obligation is fulfilled in English

teaching in secondary school.

It is crucial for educational professionals to aee of the objectives of home and school
cooperation in order for them to motivate the pte@h secondary school pupils to participate
in their children’s education and thus become gastnParents have been found to be less
involved in the schooling of their children as theter secondary school (Hepworth-Berger
1981: 4, OECD 1997: 46) although their participat@nd interest in the education of the
adolescents is very much needed. Since the bepéfiartnerships are directed at the child, it
should increase the motivation of both schoolstarchomes to cooperate (Alasuutari 2003:
91). The objective of partnerships between homesahdol is to support the child and to
facilitate his or her learning (Hegarty 1993: 1229th parents and teachers need to have

reasonable sets of expectations which will fadéitaartnership to become a reality (Kasama



and Tett 2001: 231) and these expectations neled toade explicit (Cunningham and Davis
1985: 17).

There can be numerous reasons for parents togeted in the schooling of their child. One
of these reasons can be the benefits of parenteactier partnership. The benefits of these
relationships between home and school are lasthgmly in formal schooling, but in other
aspects of children’s learning and developmentt{8ais1993: 104). According to Bastiani
(1993: 104), this means that the positive consetpgeaf home and school cooperation, such
as the success, are transferable to other are¢hs ohild’s life, for instance, further
education. The present study aims at examiningéhneeptions that parents of secondary
school pupils hold of the benefits of the home sciabol cooperation. On the European level
it has been reported that parents wish to imprbeechild’s performance, feel the desire to

know more about the school and may want to infleghe curriculum (OECD 1997:27-28).

In secondary school, the challenges set by pulaadythe change from elementary school
requires multifaceted means of cooperation botidlénand outside the school environment
(Kauppinen and Koivu 2000). School and home havegtig different duties in guiding the
child’s development and growth. However, both @nthshould be engaged in developing the
adolescent’s personality and supporting acadennieaement and mental health (Kauppinen
and Koivu 2000). Knowing the pupil well helps tleather to relate to him or her and to
understand him or her when difficulties or problemsur. Knowing how the background
contributes to the individual differences betweepifs helps the teacher to socialize him or
her to the class and social environment in sch®oinjnen 1986: 1). On the other hand, the
home needs multifaceted information on the edunatigoals of the schools. Furthermore,
the parents need to know who the people guidingthiid are, how the studies are arranged

and how the pupil performs in school (Aho 1980:)4-5

Partnerships are based on honest and clear twa@ragnunication. The forms and frequency
of this communication fall in the scope of the rsstudy. Acknowledging the importance
of communication in cooperation supports the vibat partnership is not a method, it is a set

of actions (Aho 1980: 10). Failing to connect thege separate worlds can have a negative



effect on a pupil’s education (Hegarty 1993: 1\@st of the parents’ complaints concern
information that is insufficient or inaccurate (Qumgham and Davis 1985: 4) whereas
teachers providing the information that parentsrddsas been found to increase their trust in
teachers (Kasama and Tett 2001: 229). Both homeamabl need to exchange information
openly. In exchanging information, covering a ranfeneans of communication, such as
written materials and face-to-face dialogue, isliiikto be the best practice (Hegarty 1993:
121). The school needs information on the parexitélides and the means of parenting. This
can mean the expectations they have of the sctimeat,home environment, health and
hobbies (Aho 1980: 4).

Teachers can use the information received on d'pulfificulties at home to

guide parents help him or her (Hegarty 1993: 1B0}).instance, they could provide advice
and customized forms of remedial teaching in Ehgiisbe carried out at home. In addition,
teachers can gain useful information on how thelpe@arns at home and elsewhere outside
the school surroundings. This helps teachers ttyappre effective teaching methods.
Parents can also be involved in monitoring thedhiprogress in learning English. This helps
the teacher to see how well the skills acquirestcimool are transferred into other contexts
(Hegarty 1993: 126). On the other hand, parentsatsmhelp to consolidate and extend
language learning in out-of-school contexts andvigiets and thus facilitate learning
(Beveridge 2005: 61).

The present study also examines the possible déstaerceived by parents in home and
school cooperation in English teaching in secondahpol. The professionals need to
remember that not all parents know how to partnér professionals in education. Not all
parents have an in-built schema of how to shareltities and responsibilities in a child’s
education and upbringing with professionals. Ireothords, they are not aware of their roles
and the roles of the professionals in the childés(Alasuutari 2003: 27-28).



10

3 HOME AND SCHOOL COOPERATION

Home and school cooperation consists of a seriastadns and different forms of
communication between parents and teachers. Tmeshibhaw determines the contents and
the codes of conduct in compulsory schooling. Tioeeg also the fundamental principles and
objectives of cooperation between home and scherdlelfrom theBasic Education Act
628/1998(Fi. Perusopetuslaki) and are further detaileth@Basic Education Regulation
852/1998(Fi. Perusopetusasetus). The Finnish Law settheutasic framework for
compulsory schooling, which is then specified itaidlen theNCC (Fi. Perusopetuksen
opetussuunnitelman perusteet). It aims at givicgmemendations to be applied in practice in
basic education. The NCC also lays a duty on &lbsts to do their own local curricula. In
the local curricula, schools explicitly state theatues, objectives and contents of teaching.
Among other things, they also describe the fram&wi@rworking with homes.

The following chapter will examine the guidelinet or home and school cooperation in
Finland. This will serve as a foundation for thegent study as it aims at examining the
extent to which home and school cooperation isvged in accordance with the existing
guidelines and duties. First, home and school catijp@ will be discussed in section 3.1 on a
rather general level to examine what it consist$Setond, the fundamental principles, duties
and obligations for home and school cooperatiopragided in the Finnish Law will be
examined in section 3.2. Third, the nation-wideoramendations and guidelines for home
and school cooperation in the National Core Culuruwill be discussed in section 3.3.
Fourth, there will be a general summary in seciighof the preparation and composition of
local curricula in order to examine what guidescbaiculum compilation process and the
way home and school cooperation is dealt with.imiparticular, the curricula of the two
schools of the present study will be outlined idesrto investigate how they address home
and school cooperation. In the present sapperationis used interchangeably with
partnering, collaboratingandworking togetherSimilarly, home and schoa@ndteachers and
parentsare used correspondingly.
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3.1 Defining home and school cooperation

The following aims at defining and describing tleatents and forms of home and school
cooperation in secondary school. An attempt tongedooperation is important for the present
study as unclear definitions of cooperation havenhb®mentioned as a problem in previous
research (Aho 1980: 10). The present definitioreseto a great extent on the typology
presented by Hegarty (1993: 117-120) who dividesafeas of cooperation between home
and school into five categoriesommunication, curriculum, assessment, persong@up
andliaison with other agencie#\ccording to Hegarty, liaison with other agenaesans
engaging special education professionals, suchexsad education teachers, therapists and
school psychologists, in the cooperation. Sinceadpects of special educational needs do not
fall in the scope of the present study, liaisorhvather agencies will be excluded from the
following attempt to define home and school coopena First,communicatiorbetween

home and school will be presented as a startingt jaoid a basis for cooperation. Second, the
connection betweeschool curriculumand home-school cooperation will be discussed.dT hir
the role ofpupil assessmeim home and school cooperation will be examinexairth,

personal supporbetween parents and teachers as an element indmmrechool cooperation

will be discussed.

3.1.1 Communication

Home and school cooperation relies to a great extean exchange of information.

Knowing what kind of information homes need is dfpary importance since enhancing and

developing the flow of information between home anldool can be seen as the ultimate goal
in cooperation (Aho 1980: 2). Good lines of comneatipn require that parents and teachers

know each other well and eagerly contact each atheratters concerning the child’s

education (Kauppinen and Koivu 2000).

If parents are actively well-informed of the chddearning requirements and needs at the
secondary school level, they can contribute to eaing his or her attitudes toward school

and learning English. In addition, the enhancedarge of information between parents and
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teachers can lead to improved learning outcomegastdsecondary schooling options
(Korpinen 1977: 77). Furthermore, it helps to aptte problems and resolve them if they
should arise (Hegarty 1993: 122). Therefore ifistio say that communication between
home and school meets the requirement of fachigedi pupil’s learning and developing,

being thus an essential part of home and schogeraton.

Previous research has not addressed home and sdoparation in secondary school in one
particular school subject. Therefore the previdudiss presented in the following are
general in nature but serve as a foundation foattempt of the present study to acquire
similar kind of information on cooperation in Ergfliteaching. Research has been done in
secondary schools to investigate what kind of imfation parents wish to receive (Korpinen
1977, Aho 1980). These studies revealed that paresuited information mainly on their
child’s behaviour in school, such as his or helitgtib concentrate, persistence and
participation in teaching (Korpinen 1977: i-iii). Wt is more, parents wished to know how
their child was getting along with teachers andtivbethe child was making progress or
having difficulties in different subjects. The aig happiness at school and health were also
information wanted by parents (Korpinen 1977: #)study by Aho (1980) discovered that
parents were interested in disciplinary problent sanctions in class and the assessment
criteria used by teachers. It is of note that p@renshed to obtain more detailed information
on their child’s progress in different fields thi@achers considered necessary (Korpinen
1977: vi).

Giving information to parents was the third mospaortant element in cooperation according
to both parents and teachers (Korpinen, KorpinehHusso 1980a: ii). In spite of this,

parents are commonly contacted only when someikiagiss (Berger 1981: 105). To
illustrate this, parents are informed when the pl@$ unauthorized absences or has damaged
school property. This kind of communication thahcentrates on forwarding information
regarding a pupil’s misbehaviour is the most moétash of communication and by no means
the objective of home and school cooperation (Mueni2000: 21). Parents can also be
contacted at other times than when the pupil iméadifficulties. The present study addresses

this by examining whether parents receive posieeelback concerning their child’s English



13

studies. Thus parents can support the child’s dalork in the best way possible (Férbom
2003: 95).

A wide range of means of communication can be tsedrry out home and school
cooperation. Poor communication is a common sofarceriticism as parents tend to
complain about insufficient and/or inaccurate infiation (Cunningham and Davis 1985: 4).
The present study attempts to examine whether {sapenceive communication and
information flow with the English teacher unsatettay. Implementing different means and
forms of communication might help in decreasingribeber of complaints from parents.
However, the efficiency of home and school coopenaghould be determined by quality
instead of the amount or frequency of communicadiot other actions related to cooperation
(Aho 1980: 66). A wide range of means of commumcatan range from written materials

to face-to-face discussions and from school opgs ttagroup meetings (Hegarty 1993: 121).

According to a study by Paananen (1986), parentsidered discussions at school, written
notes from school and scheduled consultation hweithsteachers to be the most popular
means of communication whereas home visits werdonged-for. In fact, less than half of
the parents felt positively about home visits. Arastcontroversial technique for meeting the
parents is to arrange parent-teacher conferensehasdl. They tend to have a number of
participants and may cause anxiety in parents wloet used to talking in front of a crowd.
Therefore they should be used for merely infornpagents and alternate means should be
sought for meeting, listening and talking with thedonferences with a fewer number of

participants have received more positive feedbE&eknppinen 2001: 69).

Written notes have evident benefits since theyparenanent and can be read many times in
order to prevent ambiguities (Hegarty 1993: 12her€fore the information on written
messages needs to be accurate and relevant. Exhadgéirgon should be avoided as it can be
confusing to parents (Férbom 2003: 95). Howevethasiotes and messages are often
carried by adolescents, there is a possibility tiwaés can be delayed or missing (Barton
1998: 202).
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3.1.2 Curriculum

Home and school cooperation can serve the locaktaola in two ways. First, parents can be
advised and informed of the contents of the culuituin English teaching, such as the codes
of conduct, support systems and available coursteeischool. Second, the parents’ opinions
and expertise can be used to enrich and develdpdhecurriculum and English instruction.
Their knowledge, comments and feedback can be igatisystematically and analyzed when
revising the English curriculum or parents’ inpahde implemented directly to English

teaching.

Parents should be informed of the contents of Ehglourses available instead of providing
them with unspecified lists of subjects and courEspecially when parents choose elective
language courses for their child, they need to kminat the courses include, how they are
assessed and whether they function as prerequigitesme additional courses (Hegarty
1993, Soininen 1986). As a consequence, parentbevdble to make informed choices in
planning their child’s schooling (Soininen 1986).38egarty (1993: 121) states that
information concerning the local curriculum shobklin written form but it has to be kept in
mind that the formal language of curriculum statete@nd reports can be difficult for some

parents to comprehend.

Home and school cooperation can also enrich andowmepEnglish instruction by using

parents’ expertise and knowledge. English teaatemnsalter tasks to meet the needs and skills
of pupils from diverse backgrounds by using talkdonnecting with pupils and
communicating with parents. Doing so requires teathers know their pupils’ backgrounds
and the socio-cultural contexts they come from (lslictRey 1999: 92-93). For instance, the
parents of children who do not speak Finnish as thether tongue can be used as a resource
in language lessons to talk about their relatiolabguage learning. Thus, parents can be seen

as enrichment to the curriculum and planning angleémenting of instruction.
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3.1.3 Assessment

Assessment is a field of cooperation that can ereatsions between home and school.
Assessment often emphasizes the divide betweemnlhyrofessional, or as in this case,
between parents and teacher. Teachers tend teals@dal language when reporting
assessment outcomes and they often implement faestadg methods which can make
parents feel frustrated and excluded from the cadjo® process (Hegarty 1993: 125). The
adequacy of information concerning pupil evaluatateria and assessment outcomes falls

in the scope of the present study and is therefieaissed in the following.

A study by Raty et al. (2000) yielded that 99 %@ parents found it important to receive
information of the progress of their child. Theg aot as interested in comparing the child to
the achievement of other children in the class (A880: 27). This supports the significance
of evaluation as a means of providing the pupil lisdr her parents with information on
progress in language learning and developmentatdhiby can further facilitate his or her
learning. Thereby receiving information on assesgroatcomes is the right of both the pupil
and the parents (Atjonen 2005: 63).

Assessment is important to pupils as it has arceffe their self-image, learning strategies
and motivation (Eloranta 2000: 71). However, reicgjunformation on assessment outcomes
is important to parents as well. A study by Korpir{@977: vi) showed that parents
emphasized the guiding functions of evaluationhsag using assessment outcomes as
assistance when choosing appropriate post-secoedaoation for their child. Conversely,
teachers stressed the importance of assessmemdiimgflearning difficulties of individual
children at an early stage. It is important to rtbtg parents and teachers hold slightly
different opinions on the usefulness of assessniéid.notion could be used when
developing the assessment process in English teaehid reporting assessment outcomes to

parents in a way that best meets their demandseeus.

Parents are interested in the pupil’s general abgest-specific progress at school, and this

information should be provided also in other foitimsn report cards and numerical grades
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(Paananen 1985: 153). Information on assessmetcwrmets should be in written form
(Hegarty 1993: 121) but the written information cencomplemented and detailed in face-to-
face meetings with teacher, parents and pupil wagrapil’s progress and achievement can
be discussed in person (Valtanen 2000). It is itgmdifor parents to hear about the strengths
and abilities of their child (Ekebom et al. 200G).2

3.1.4 Personal support

The following brief definition of personal suppamthome and school cooperation examines
home and school cooperation as a means to helptpanepport their children in school work
and particularly in learning English. Parents explee school to respect the values of the
home and to accept diversity in children (Paand8db: 154). What is more, they expect
teachers to have time to talk about their childreslp the parents get to know each other and

to answer their questions and guide them in theblems (Paananen 1985: 154).

Parents are needed to support and encourage tbes dehool work on an emotional and
affective level that cannot be reached by educatiprofessionals. For instance, parents can
help children understand the importance of langulegeing, utility and status better than
teachers (Bertram 2006: 211). Some learning tasisre the expertise and guidance of
parents, and their daily interest and involvemarthe child’'s homework is irreplaceable
(Ekebom et al. 2000: 23). Teaching is more spe&dlin secondary school than in
elementary school. Therefore parents may feelttiggt are not competent enough to help
adolescents in their schooling (Stevenson and BE&@T: 1356, OECD 1997: 28) and thus
can perceive their English skills inadequate fdpimg their child. Parents should have the
possibility to receive support, encouragement aadtjcal instructions for becoming more
involved in secondary school (Valde 2000: 117)otimer words, parents could be used to

support their child if only they were given the nha and guidance how to do so.

Finnish teachers and parents have similar viewsooperation between home and school as a
means of supporting an individual child rather teapporting the whole class. A study by

Korpinen, Korpinen and Husso (1980) conducted émeintary school discovered that
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parents found cooperation most important when dhgdseir child’s upper secondary
education. Secondly, they wanted cooperation teease both parents’ and teachers’
understanding of a pupil’'s behaviour, which wass&ea priority by the teachers (Korpinen,
Korpinen and Husso 1980a: ii). On the internatidee¢l, research has shown that “keeping
parents informed and involved” (OECD 1997: 51)ne o@f the schools’ most important

duties. Next, the importance and outlining of thigy in the Finnish law will be discussed.

3.2 Home and school cooperation in the Finnish Law

Basic Education legislation from the year 1998 ptes for compulsory schooling, that is, all
children 6 to16 years of age (The BE Act 628/198&ien 1, Uusikyld 2003: 124). The Basic
Education Act came into force in January 1999. &foee, the schools of the present study
have been under the rule of this legislation atég been implemented throughout the

secondary schooling of the pupils in the sample.

The termteachinghas a wide meaning in the legislation as all aspafceducation and
activities related to it, including home and schombperation, are collected under this term
(Pirhonen and Salo 1999: 107). Home and school tievebligation of working together in
order to provide all pupils with teaching, guidam@eel support that meets their individual and
age-specific needs and capabilities. A strong esiphi@s on diagnosing learning difficulties
at an early stage, learning and teaching cooperatizial skills and avoiding alienation in
society (Pirhonen and Salo 1999: 108).

The BE Act does not go to lengths in separatingreen different school subjects or age
groups. Instead, it focuses on giving all-purposielglines to be applied in teaching. Some
guiding principles on organizing cooperation betwheme and school are given also in the
Basic Education Regulation 852/1998 (hence forvilaedBE Regulation). However, the
legislation lays a duty on the National Board ofiEation to provide more detailed
information for education providers and schoolss ktated (the BE Act 628/1998 section 14)

that: “The National Board of Education shall detere the objectives and core contents
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and... the basic principles of home-school coopmrand pupil welfare under the purview of
the local education authority.” In other wortlsere are further recommendations in the NCC

about the way home and school cooperation shoutitdsnized and carried out.

The BE Act section 3 provides for home and schooperation in a wide-ranging manner. It
is stated that cooperation should be done and gsmsof cooperation should be further
determined in local curricula (Pirhonen and Sal8%®7). In other words, it leaves it up to
the education providers to decide what forms andna@f cooperation to use in their
everyday work. In practice, these decisions areemi@ad@chools and can result in individual
teachers using somewhat different means of codpar@tahtinen et al. 2006: 110). Despite
this freedom given to schools at the local leus#, Basic Education legislation aims at
governing and thus maintaining equality in educatiodifferent parts of the country
(Pirhonen and Salo 1999: 46).

The vast majority of legislation related to coopierabetween home and school is noticeably
concerned with forwarding information. Legislatigives recognition to the rights of parents
to receive information and consultation from schi@®veridge 2005: 61). Most of the
information to be forwarded from school is relatecissessment standards and assessment
outcomes. School is also obliged to notify parefthe sanctions a pupil receives, preferably
before measures are taken (the BE Act 628/19988€e81 a, Pirhonen and Salo 1999: 47).
Pupils can be left to do their homework after s¢humaler supervision if they have neglected
doing them at home (the BE Act 628/1998 section B§)upil’'s absences need to be
monitored and unauthorized absences are to betegporthe parent (the BE Act 628/1998,
section 26).

Parents and pupils have the right to know the raitef assessment beforehand and how they
are applied in assessing the individual child’sgpess and learning (the BE Act 628/1998
section 10-14; Ekebom et al. 2000: 27; Lahtineal.€2006: 431). Both parents and pupils
themselves should also be given an adequate arnbunibrmation sufficiently often on the
pupil’s progress, achievement and behaviour. Hasvittiormation is delivered to parents is

not stated in the legislation. However, the Lawslayduty on schools to give at least one
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report card at the end of each academic year (Eh&d& section 10) and obliges the National
Board of Education to determine the informatioméorecorded in report cards. Furthermore,
the local curricula need to regulate how additionfdrmation on assessment outcomes is
forwarded to parents. Some legal experts suggedirsggreport cards along the year, meeting
personally with the parents or sending lettersaimés (Pirhonen and Salo 1999: 44-45).

Parents are responsible for ensuring that a poplptetes compulsory schooling (the BE Act
628/1998 section 45). In order for them to be abldo so, they have the right to receive
information that helps them in fulfilling this respsibility. For instance, parents have the
right to be consulted before a pupil is admittedransferred to special education (the BE Act
628/1998 section 17). In addition, parents shoeldilben an opportunity to be heard before a
pupil is made to repeat a year class (the BE ABIBIO8 section 22). Parent makes decisions

concerning the choice of subjects (the BE Act 6288Lsection 30).

On the one hand, the Basic Education legislatioptersizes the public nature of education.
On the other hand, the requirements for confidétytiare present in the Law as well. All
teaching in basic education is open and public BEeAct 628/1998 section 19) and a person
may be denied the right to follow education onlyvieell-founded reasons, such as aggressive
behaviour. Basically it means that everyone, inciggbarents, has the right to come to school
and observe lessons purely out of interest witlgouhg any reasons for coming into the
classroom (Lahtinen et al. 2006: 204-205). Whethey exercise this right is examined later

in the present study.

3.3 Home and school cooperation in the National CerCurriculum

What is ordained in the Finnish Law is then rewrittn the NCC, compiled and authorized
by the National Board of Education. The NCC is aamawide framework for governing
education in accordance with the Basic Educatigrslation. The NCC is to be followed
when drawing up local curricula in all schools thatvide basic education (Pirhonen and
Salo 1999: 134). The NCC is a directive that shdaélbbeyed in a similar manner as the
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Law. The most recent NCC was issued in 2004 arsthlbols had to accept it by August
2006 by producing their own local curricula as duile the NCC (Pirhonen and Salo 1999:
105-106).

There are four issues that are taken into accaouthtel NCC for giving recommendations for
cooperation between home and school. First, issé®that the school should be the party
taking initiative in accomplishing a functionindagonship with homes (NCC 2004: 20).
Second, the NCC describes some of the elementschapmperative relationship requires,
e.g. mutual respect, understanding and equalitygI2004: 20). Third, it gives reasons for
cooperation. For example, it claims that teacheasn to know their pupils better when
working together with parents, which in its turdgseplanning and implementing instruction
(NCC 2004: 20). Fourth, cooperation can be sedretoseful especially when a student
leaves compulsory schooling. The NCC (2004: 20)attes that pupils’ further education
should be discussed together with parents and goedeounsellors along with various other

experts of pupil welfare.

The principles of assessment drawn up in the N@te $hat the pupil and his or her parent or
other guardian are to be informed in advance ath&utriteria for assessment and, upon
request, to receive an explanation afterwards of thwse criteria have been applied in the
assessment (the NCC 2004: 260). Again, the NCC wloeseparate between different school
subjects but gives all-purpose guidelines to beieghn teaching in all subjects. In addition
to the yearly school report cards, the pupil arsddniher parent are to be given assessment
feedback adequately and in a diverse manner. lr@omis to be provided about the pupil’s
individual progress and strengths and areas tleat imeprovement (the NCC 2004: 261).

English teachers have a wide autonomy in intenpgettie NCC and then applying it in
practice through the local curricula. Teachers habeoad methodological freedom in
choosing how they put their interpretation of thé@linto words in the local curricula and
then carry out their English teaching and homesaibol cooperation. This freedom is
granted to teachers because they are respectairesitprofessionals (Atjonen 2005: 60).

This kind of wide-ranging autonomy has accentustadhing as a profession (Leino and
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Leino 1997: 89, 93). Thus, teaching and its obyestiare, on the one hand, in constant
change to meet the demands of society (Raséanénl®9®: 15). On the other hand, it is the
English teachers who ultimately hold the freedorddoide what actually happens between
them and parents and in English classrooms.

3.4 Home and school cooperation in local curricula

A local curriculum is a document that containstésching methods, learning materials, text
books, goals of instruction, rules, and hierarcimeschool (Viskari and Vuorikoski 2003: 63-
64). In other words, it goes beyond actual teachimdjincludes the planning of other services
as well, such as home and school cooperation (BE628/1998 section 15, Luukkainen

2005: 155). To sum up, the local curriculum is@ for teachers, including English teachers,
to support them in their everyday work and to feat the planning of teaching and

assessment.

There are no official codes of conduct for carrying home and school cooperation in a
satisfactory manner (Tuisku 2000: 44). For instatioe NCC does not oblige schools to
regulate in their local curricula a required minmmamount of activities related to home and
school cooperation, such as the number of messegesers need to send to homes. English
teachers among other teachers have the freedamtetpriet the local curriculum and these
interpretations are subject to constant changedpthe teacher’s professional
development to meet the changing needs of pupdskK&Puttonen 2005: 95-96). Therefore
teachers have a great deal of power in and thrtwghwork (Luukkainen 2005: 143) and
can quite freely choose the approach they wistséowhen working with parents. However,
favouring approaches that accentuate cooperatitnheimes helps the teacher to maintain

endurance and work motivation (Luukkainen 2005:)155

According to a study by Syrjalainen (1995: 43)ctesrs found drawing up and adopting local
curricula a demanding and hard process. In fabgdtbeen realized in many schools that the

local curriculum had set the objectives too higt #Hre requirement of developing the school
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by updating and revising the curriculum regularkyswime-consuming and this time had
often be taken from planning instruction and teaghéessons (Syrjalainen 1995: 64). In spite
of teachers’ negative feelings about designing:tiveicula, parents had taken a more positive
stance on the curricula. Syrjalainen discoveretltdtal curricula and their implementation
increased parental interest and involvement in@shdhe number of letters sent from school
to home increased as schools had perceived theto@&drm parents on decisions made
concerning curricula, teaching and assessmentipeacSchools had also welcomed a
growing number of comments and feedback from hamégsrther develop the local curricula
(Syrjalainen 1995: 50-51). In sum, the local curtien was found to promote home and

school collaboration in terms of increased recipf@ommunication.

3.5 Home and school cooperation in the schools dfet present study

The local curricula of the two secondary schoolKatka region used in data

collection in the present study are now examindg dim is to investigate whether the
guidelines set in these curricula are detectabtkarfindings of the present study. In the
following, the way the schools characterize home sthool cooperation in their local
curricula will be discussed. The curricula adaptethe following discussion were printed
from the Internet after the data was collectedrtter to protect the schools’ anonymity,
which was the prerequisite for conducting this giukde sources of their curricula are not
included in the bibliography. In the following tleesvo schools are referred to as school A
and school B. The section that defines and deschbee and school cooperation in the local
curriculum is significantly shorter in school A than school B. Otherwise they are quite

similar in terms of table of contents, length aagblut.

The schools differ slightly in setting objectivesdgprinciples for cooperation with parents
and other significant adults. In fact, school A siloet mention objectives for home and
school cooperation at all. In contrast, schooldBslbriefly its objectives concerning
cooperation with homes. More specifically, they @mrenhance learning, safety and well-
being. School B also aims at making communicatietwben home and school effortless,
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stating that cooperation is being founded on mutgaklity between parents and teachers.
Parents need also to be provided with the podsilofiplanning and evaluating the school’'s
operation with teachers and pupils. Apart from st school A identifies a psycho-social
learning environment as a place where learningsaundlying occurs. It is formed by a
network of interpersonal relationships in schoal ait members of the school are part of it,
namely, pupils, principal, teachers, school nuyesator and cleaning and catering personnel.

It is of note that parents are not mentioned ia tointext at all.

The means of cooperation are recorded in the maaicula quite similarly. They include
newsletters, meetings with teachers or form teafffieluokanvalvoja) and parents, meetings
with the parents and the pupil welfare group whecessary, school events, parent-teacher
conferences in each year class with changing theet@®d to education, surveys for parents
for assessing school, parent-teacher associatimhether means of cooperation. In both
curricula, the role of the form teacher is emphegim initializing contacts with homes.
However, in the rest of the curricula the task&hefform teacher and subject teachers are not
separated. As a result, home and school cooperiatalrao the responsibility of individual

subject teachers, such as English teachers.

The task of the teachers and the guidance coungeltmth schools is to guide pupils in their
studies and to support their growth and developm&htat is more, the curricula lay a duty
on teachers to inform pupils and parents on thedthcode of conduct, elective courses and
their meaning to a pupil’s learning and future. dresxs have to aim at preventing study-
related problems from arising and to arrange opires for parents to discuss matters
related to a pupil’s education. In terms of Englisching, this could mean that parents
should be provided with the possibility to disctissir child’s English studies. In school A it

is stated that mainly the form teacher is the fwstotice possible problems and is therefore
responsible for contacting the home. Accordingdthlschools, the pupil has the right to
attend remedial teaching initiated by the parempjlpor subject teacher.

In school A, assessment is used to help pupilgpanehts form a realistic image of how the

pupil has achieved the goals set for learning awtldpment.
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School B adds that one objective of assessmefgag@encourage pupils in their studies. In
both schools the pupil receives feedback on pregsexial growth, studying skills and

learning outcomes throughout secondary school.

Despite the wealth of definitions and guiding pijres for organising home and school
cooperation in both schools, the local curriculanddbmention cooperation at all in the
subject specific part of the curriculum. In Engltglaching, the curriculum focuses on
describing course contents and objectives but doeeefer to parents or cooperation between
home and school at all. This does not mean thgieration would not take place in these
schools in specific school subjects. Rather, ih i@ccordance with the common criticism
aimed at the NCC concerning the inconsistency @gadives in general and subject-specific
levels (Atjonen 2005: 55) meaning that English beas, like other subject teachers, have
great independence in interpreting the way thegyaaut home and school cooperation for

their part.

To summarise, the local curricula address homesahdol cooperation in accordance with
the NCC without bringing any new or local featutes. Judging by the curricula, the parents
of the pupils in these two schools have plentyxigeet from the cooperation with teachers,
such as newsletters, meetings and discussions tiarseelated to a pupil’s education. In the
following chapter, the cooperation with Englishdieers will be examined from the point of

view of the parents.
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4 ADVANTAGES AND DISADVANTAGES OF HOME AND SCHOOL
COOPERATION

The aim of the following chapter is to motivate giresent study from four perspectives.
First, earlier studies regarding parents’ role wtiwating secondary school children will be
looked at. An attempt is made to examine in sectidrwhether parents could be used as
supporters and facilitators of the language leawintheir children if home and school
worked together towards this goal. Second, theipuswesearch findings on benefits of
home and school cooperation are reviewed in sedt@nThe intention is to point out how
partnering with parents could benefit the languagening of adolescents. Later in the
present study the parents’ perceptions of the litsra@fhome and school cooperation in
English teaching will be investigated. Third, teaih attitudes towards home and school
cooperation in previous research and literaturadasdt with in section 4.3 in order to
investigate how the education professionals peeceisince the present study focuses on
parents. Fourth, the challenges and obstaclesr&land school cooperation are discussed in
section 4.4 on general level for the reason tregelwill be examined later in the present

study from the viewpoint of parents.

4.1 Parents and the motivation of secondary schoohildren

The termmotivationis used in this context to refer to a learner’imgness to learn (Hakala
2005: 39). Motivation is backed up by an individsalttitudes, beliefs and values (Vuorinen
1993: 16) and as such, the attitudes of signifieallits have an influence on the motivation
of children and adolescents. Motivation is valuedduse of its results (Ryan and Deci
2000b: 69). Consequently, it is believed that nadton and attitudes of language learners can
help in explaining the differences which determsnecess in language learning (Bialystok
and Hakuta 1994: 126). People vary in both thelleseotivation and the orientation of
motivation (Ryan and Deci 2000a: 54). Sometimesk&a reject the opportunities to learn
and are apathetic and irresponsible (Ryan and 2afif)b: 68). Social contexts are related to

differences in motivation (Ryan and Deci 2000b:. @3)is means that people are more
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motivated in some domains and situations thanherst In sustaining motivation, it is of
importance for the learner to perceive that actems$ outcomes are consistently related
(Grolnick, Ryan and Deci 1991.: 4).

In the following, parents’ role in creating, susiag and supporting the motivation of their
secondary school children will be discussed witlag@mpt of complementing this with
second language learning. This line of study is@éd by the theory of Gardner (1985: 109,
as cited in Bertram 2006) who claimed that pareatsinfluence the language learning
attitudes held by the student through two roleselg, passive and active roldhepassive
role includes the ways in which the often implicit attles held by parents toward language
learning influence a child’s language learning, #ng, the parents’ passive role can be either
negative or positiveél'he active rolenvolves interaction between parent and child reigg
language learning. For instance, parents can nrathiéar child’s learning, encourage and
show interest. However, this interaction can taggative forms as well and thus impede
language learning. The theory by Gardner is sigaifi for the present study (see e.g. Deci
and Ryan 1985, Ryan and Deci 2000a, 2000b) as tahrefluence has not served as a

starting point for other motivation theories.

In the learning process, three parties affectehening outcome: learner, parents and
teachers. The learning process needs to be examinieel light of interaction between social
factors and the physical environment (Jeskanen:28)1 School motivation is often studied
only within the school surroundings and the roléofe in motivating learning has been
neglected in previous research (Peltonen and Rieoh®92: 90). Motivation theories in
education need to consider the child as a wholenabdolely in school (Deci and Ryan 1985:
246). Parental involvement and attitudes towarduage learning have been found to be
especially important for the second language dewveént of younger learners (Sung and
Padilla 1998: 206). Teachers and parents can ethgoort or discourage children’s self-
confidence in learning (Alaja 1997: 147). This labe done in cooperation as it can be
devastating to learners to notice a conflict betwibe values and interests of home and
school (Lange 1998: 59). Therefore, home and satwmberation is a means to support and

sustain motivation in secondary school pupils.
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Two different orientations of motivation have beabstinguished in previous research:
intrinsic andextrinsic motivationAccording to Ryan and Deci (2000a: 55), intrinsic
motivation derives from the willingness to do sonmeg because it is innately interesting,
challenging and enjoyable. Intrinsic motivationeslto a great extent on autonomy and
competence perceived by the learner. This kindiehtation is hard to be fostered in
education because curricula often include nonictily interesting subjects, teaching
methods and tasks (Ryan and Deci 2000a: 60). Bxtrmotivation can be more easily
affected and increased by parents and teachersnéuny is an essential part of extrinsic
motivation as well as of intrinsic motivation: lears need to perceive independence and
autonomy. Extrinsically motivated learners engagkearning activities primarily because
they lead to a separable outcome and are valuéakebsignificant others in their social

context, such as parents (Ryan and Deci 2000a: 60).

What makes English teaching in secondary schoabtesome is the fact that the school tries
to teach skills that do not interest pupils attthee (Vuorinen 1993: 23). What is more,
intrinsic motivation has been found to become weakth each advancing grade (Ryan and
Deci 2000a: 60). For instance, pupils themselvamate to put less effort into school work
in the 9" grade than they did in elementary school (NiertaV2000: 143). It has been
suggested that home environments are related ¢clane of motivation (Gottfried, Fleming
and Gottfried 2001: 13). It is the challenging taslkeducational professionals to transfer the
objectives set in the curriculum into the objectiwd learners as well (Byman 2002: 34) and
to motivate them to self-regulate their learning aarry out tasks and assignments
independently (Ryan and Deci 2000a: 60). In practicis cannot be done without the help
and participation of parents. Extrinsic supportd simuctures need to be employed, for
instance, in the form of parental interest (Dea &yan 1985: 245). There is evidence that
maintaining and increasing motivation needs supyodonditions (Ryan and Deci 2000b:
70).

Home is the central source for adolescent’s vadunekattitudes. Teachers cannot radically

change learners’ attitudes as they tend to chanlyeower a long course of time (Vuorinen
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1993: 22). Bertram (2006: 211) found that pareatal pupil attitudes are associated. Parental
attitudes, belief systems, values and behavioueet regarding education have been found
to be good predictors of children’s academic admesnt (Peltonen and Ruohotie 1992: 90).
In practice these can be expectations held bydhenps and their support, interest and
involvement in schooling (Grolnick, Ryan and De8P1: 3, Peltonen and Ruohotie 1992:

90). Parental influence operates in many ways.h@rothe hand, they are role models, passing
on negative behaviours. On the other hand, theyhebmchildren understand the importance,
utility and status of language (Bertram 2006: 2¥¥hat is more, it has been suggested that
the level of parental language competence may lwaportant additional factor in

determining the role they adopt in participatinghie language learning of their children
(Bertram 2006: 211, Gardner 1985: 109 cited byr@ert2006). Children have been found to
appreciate similar things as their parents da litdlieved that this is accomplished by the
amount of learning opportunities the parents amdogtheir children (Aunola 2002: 116).

For instance, parents who value language learmm@ssumed to provide their children with
more possibilities to learn languages. Childremtbapy the attitudes of their parents and
become more motivated, whereas lacking or negptivental interest will decrease their

enthusiasm to learn languages (Alaja 1997: 89).

By working together home and school can implemeattces that support intrinsic
motivation (Gottfried, Fleming and Gottfried 20A#). Intrinsic motivation is supported by
an emotional atmosphere at home that inspireshihe iato learning (Yli-Luoma 2003: 45).
Grolnick, Ryan and Deci (1991) found that paremtablvement and interest in a child’s
education and supporting his or her autonomy leathproved learning outcomes. High
parental involvement has been found to be assacwite competence and motivation
(Pulkkinen 1982, cited by Grolnick, Ryan and De291). Important qualities of home that
contribute to better school achievement include alstimulating learning environment,
parental expectations for achievement and encoorageof curiosity and challenge, help in
doing homework and active home and school coomerd@ottfried 1990: 535, Peltonen and
Ruohotie 1992: 90).
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As mentioned previously (see 3.1.1), providing hemvéh multifaceted information and also
positive feedback concerning a pupil’s languagenieg is part of home and school
cooperation. Peltonen and Ruohotie (1992: 21) hawepted suggestions made by Brobhy
(1981) and formed a concept of effective feedbak@aise that helps in supporting learning
and motivation. They conclude that supportive positeedback needs to be detailed and
based on facts and actual pupil performance. Cofnimg a parent the praise is more
meaningful than from a teacher (Paananen 1985: I#@)yefore the positive feedback and
praise forwarded by the teacher but mediated byahnent increases the pupil’s appreciation
of what has been learned in an English class ant/ation in language learning will become

stronger.

4.2 Benefits of cooperation

The aim of home and school cooperation is to supperpupil’s growth and good learning
(NCC 2004: 20). First, the ways in which adolessdrgnefit from home and school

cooperation will be discussed next from the poafitgiew of behaviour, concentration and
academic performance. With these benefits in nfindhe and school cooperation can be
motivated. Second, the benefits of home and satmmperation in improving teachers’ job

satisfaction will be discussed in brief.

Secondary school pupils’ behaviour and concentmatan be improved through home and
school cooperation. According to Beveridge (2008, fupils did better personally and
socially when parents and teachers cooperated (2980) found that after increased home
and school cooperation in secondary school theslegs verbal disturbance and motoric
restlessness in the classroom. What is more, th@sea decrease in negligence in the pupils’
schoolwork. In Aho’s study, home and school coop@navas increased by sending more
information to homes and thus, parents’ attitud@gatd greater school involvement were
more positive and they perceived it as useful dfaftkess. Parents and teachers can agree on
applying similar rules consistently both at homd anschool. When rule violations in school

are communicated to parents they can dispense@ascr decline privileges that are out of
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teachers’ access (Miller 2003: 58). Also bullyimgsichool can be reduced or even prevented
through home and school cooperation (Salmivalli2@3-25). Pupils themselves have been
found to perceive that parents, not teachers har@arty to most likely bring about
improvement in their behaviour. Therefore parengspdtent associates when seeking ways

to reach good pupil demeanour (Miller 2003: 153).

Pupils’ academic achievement can be fostered whesnps and teachers work together.
Stevenson and Baker (1987, also Eloranta 2000di€6pvered that parental involvement in
secondary school was related to pupils’ schoolgoerance. Deslandes and Bertrand (2005)
specified the effects of home and school cooperatial found that pupils whose parents
were involved tended to earn higher grades, hddenigmbitions and less disciplinary
problems. Wei and Zhou (2003) found that parerdsimitted participation, such as helping
with homework and supporting what was done in ctass, was essential for children’s ESL
success, but this study has not been extendedoodary school pupils. Parents can support
their children’s schooling primarily by showing @émést and encouraging them (Kasama and
Tett 2001: 228). Thus, their school enjoyment camribhanced (Kauppinen and Koivu 2000).

This is an important factor when educating adoletscésee chapter 2.1).

Although it is primarily the pupil who benefits frocooperation, it can also increase teachers’
work satisfaction. Soininen (1986) found that teastwere pleased with the results of
increased cooperation with homes. They felt mosstppe about their work as they
experienced support from parents in dealing witpilsuproblems (also Hudley and Barnes
1993: 4). If schools cooperate with homes, paremissible prejudice and scepticism toward
modern and experimental teaching methods can beaksd and their understanding and
support can be achieved (Hakkarainen et al. 208%:1B5). Therefore teachers can use a
wide range of teaching techniques without fearingcesm from parents. They can also
receive useful feedback when developing their teac{Syrjalainen 1995: 51). Parents in
general feel positive about providing curriculunmieimiment activities in home (Hudley and
Barnes 1993: 12). Furthermore, teachers can sassrobm time when they can rely on the

assistance of parents in certain kinds of homeas®nts (Wei and Zhou 2003).
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4.3 Teachers’ attitudes towards cooperation

Teachers’ attitudes towards cooperation with pararg discussed next. One of the aims of
the present study is to investigate whether pagenseive cooperating with the English
teacher as problematic. Previous research condoatéeachers’ attitudes is important for the
present study as they help in understanding theilpesobstacles parents experience when
building partnerships between home and school. Rexatattitudes towards home and school
cooperation have not been studied in one schog@sudr in English teaching. Therefore the
following discussion is general in nature and basedesearch conducted in secondary
schools. In the following, some of the teacherstuates to home and school cooperation in
secondary school will be discussed. First, coopmrats a constraint to a teacher’s work will
be examined. Second, the limitations set by teathigring and salaries will be reviewed.
Third, home and school cooperation from the pointi@w of teachers will be discussed in

the light of teaching as a tradition.

Teachers and principals in both elementary andreksy school have been found to value
home and school cooperation but some of them cengicather a negative trend. For
instance, they criticized that parents brought tairgs and pressure to teachers’ work (Deci
and Ryan 1985: 268). What is more, teachers’ waxkiseemed to grow as they were
required to be in charge of informing parents camity (Syrjalainen 1995: 14, 50). Teachers
evaluated assessment and reporting to parentstiebeost demanding and anxiety-
provoking parts of their work (Hargreaves et aD20187). Teachers estimated that the main
reason for not doing cooperation included subjeatter system, too large classes and
schools (Korpinen, Korpinen and Husso 1980a:maddition, teachers have been found to
be concerned about their expanding job descrighahseems to include more duties than
mere teaching (Valijarvi 2005: 112). For that reatey would rather leave home and school
cooperation to be the responsibility of curatord ather social services staff (Rantanen and
Hilasvuori 2002).

Teachers can also take a negative stance toward hothschool cooperation as they feel that

they receive both inadequate training and compmamséforpinen, Korpinen and Husso
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1980a: ii, Paananen 1985: 106, Rantanen and Hibais2002). Teachers do not get paid for
home and school cooperation as it is considerée foart of their job (Rantanen and
Hilasvuori 2002). Thus, teachers can feel that eoamon has to be done outside paid school
hours and that parents do not respect teachen® ipze as they tend to contact the teachers
in the evenings (Paananen 1985: 106). Accordirkptpinen, Korpinen and Husso (1980a:
i), only 10 % of teachers perceived to possessifuessary teacher training for cooperating
with parents. Teacher education emphasizes protigiaeeded in the classroom at the
expense of teaching cooperative skills (Ekebom. &000: 24, Viskari 2003: 172), even
though cooperative abilities are seen as parttedeher’s professional competence
(Luukkainen 2005: 163). In practice, the need favperation is not revealed until teachers
enter work life (Niemi 1999: 81) and therefore skileeded in collaborating with parents
have to be acquired through a teacher’s self-stiutliyng their work life (Soininen 1986: 95).
However, younger teachers have been found to enzghlasme and school cooperation more
than older teachers (Kari 1996: 19).

Teaching as a tradition has always emphasizedithertance of self-reliance and
independence (Alasuutari 2003: 90, Niemi 1998: ©8achers may feel embarrassed to reach
out and ask for assistance from parents when d gugncountering difficulties at school
(Paananen 1985: 153, Vuorinen 2000: 21). It isab¢ that there are differences between
teachers as it has been discovered that some pFamoperation with parents whereas the
practice of other teachers tended to create barfetween home and school (McCarthey
1999: 84). When teachers feel insecure about tHeessand their duties in their occupation
they tend to take distance from colleagues andnpa(@alib 2002: 56, Rasku-Puttonen 2005:
95). This was evident in the essays written bytlieatrainees: only a few of them mentioned
pupils’ parents as part of their imaginary scha},dand these remarks were solely negative
in tone (Viskari and Vuorikoski 2003: 74). Teacheas also be afraid of potential criticism
aimed at their work competence (Ekebom et al. 28@DParents’ expectations and demands
can create stress and threaten teachers’ well-la@idgvork satisfaction (Valijarvi 2005:

106).
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4.4 Challenges and obstacles

Barriers complicating the relationship and commatian between parents and teachers in
secondary school are discussed next. This diseusskes primarily the viewpoint of parents
as teachers’ attitudes towards home and schookcatipn were examined previously in
section 4.4 and because the present study de&lparnénts’ perceptions and experiences.
The obstacles of home and school cooperation heee studied in Finland in detail by
Korpinen, Korpinen and Husso (1980b) and Soinid€86), and these studies relate best to
the present study since previous research hasxaotieed challenges and obstacles in home
and school cooperation in English language learriiogpinen, Korpinen and Husso (1980b)
separated between two different types of obstaplegsical-organisational obstacles, such as
long distance between home and school or largsetaand psycho-social obstacles that
occur during interaction between teachers and p&reuach as uncertainty or negative
atmosphere. Soininen (1986) has examined and ditidese challenges and obstacles further
into five categories: practical obstacles, attitadliobstacles, lack of motivation to
cooperation, insufficient information flow and sekal obstacles. The following discussion
will be based on this categorization.

Practical obstacleg¢Soininen 1986are closely related to physical-organisational atiss
introduced by Korpinen, Korpinen and Husso (1980be most common practical obstacles
the parents encounter include lack of time, prokl@mtransportation or shift work that
excludes them from school events such as pareciteeaonferences (Aho 1980: 36, Bridges
1987 as quoted by Miller 2003: 139). What is mtagge class-sizes and schools make
parents feel that teachers do not have time oityatnl cooperate with them (Korpinen,
Korpinen and Husso 1980b: i). According to bothepdés and teachers, the subject-teacher
system was the main obstacle in home and schogplkecation in secondary schools
(Korpinen, Korpinen and Husso 1980b: i). Uncettain both parents and teachers became
increasingly a more significant obstacle in coopenaas pupils entered secondary school
(Korpinen, Korpinen and Husso 1980b: 53).
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Attitudinal obstaclesre barriers created by prejudice or negative ésipees in the past
(Soininen 1986: 53, Eloranta 2000: 67). Parentst paperiences have an impact on the way
they perceive their children’s school: if they hanegjative or depressing experiences, they are
not likely to contact the teacher or enjoy visitihgir children’s school (Berger 1981: 92).
Furthermore, Hudley and Barnes (1993: 12) fountidhly a few parents felt that school
respected them, their values, opinions and inputrdfore, some parents may be
apprehensive and hesitant to make suggestions@mraendations as they fear it might harm
the pupil or offend teachers (Ekebom et al. 20@): When seeking help for their child,
parents can be intimidated by the power differdmetgveen them and the teacher because in
this type of interaction only the parents exposgrtbelves and their family’s intimate
circumstances (Jones 1993: 155-156, Jokinen andiigr2000: 67).

Lack of motivatiormeans that some parents do not perceive the needdperation. Their
child is either doing well in school or having owéelming difficulties (Soininen 1986: 53),
although evidence shows that some parents wouldtéeested in cooperation also when the
child is not encountering difficulties at schoolafppinen and Koivu 2000). Parents have
been found to appreciate cooperation more in eleangschool than in secondary school
(Korpinen, Korpinen and Husso 1980a: iv, Kinnun@02 27). On the one hand, parents are
interested in matters related to their childrersa®l and education. On the other hand, not
all are necessarily interested in home and schmaperation. Research indicates that up to
10-30 % of parents are not willing to participatg. én school events (Aho 1980: 32). Poorly
organised school events, that is, events thatrargaresting or take place at inconvenient
time contribute to lack of motivation (Aho 1980:)3®otivation can also be low if parents
perceive inability to help their children or if henand school cooperation is not desired by
the adolescents themselves (Deslandes and Be&f@td 165, 170).

Insufficient information flovlorms also an obstacle to home and school coopard®arents
have been found to be dissatisfied with the amotimtformation they receive from school
when traditional forms of cooperation were usedt th, when schools favoured primarily
formal school events at the expense of providiequdent and individual pupil information

(Korpinen, Korpinen and Husso 1980a: 6, Korpineargénen and Husso 1980b: 54-55,
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Soininen 1986: 4, Hudley and Barnes 1993: 11-120R&1998: 202). Communicating with
education professionals can be tiresome to passntisey have been found to switch codes
from the informal home language to the more forsadlool language when interacting with
teachers (Alasuutari 2003: 90). This can also hinmdfermation flow.

According to Soininen (1986: 56)¢cietal obstacleare things like frequent relocating. Thus,
children can often change schools. Teachers maychbBnge over a short period of time
(Eloranta 2000: 67-68). This makes home and sotmmperation difficult as there is no time

for education professionals and parents to bonccegate an open and trusting relationship.
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5 AIMS, DATA AND METHODS

In the following the methodological choices of firesent study will be discussed. Firstly, the
previous research is examined with the purposadtating a niche in this field of study and
thus, motivating the present study. Secondly, meseguestions that serve as a foundation for
the study will be introduced. Thirdly, the dataleotion procedure will be introduced. In
addition, the participants and their demographit@rmation will be given including the
obtainable information concerning the pupils ingfien. Moreover, the methods of analysis
used in the present study will be outlined.

5.1 Motivating the study

Home and school cooperation has been studied maodthe field of educational research.
The majority of these studies have been conduatetementary school. The present study
aims at investigating cooperation by including éhdéstinct features: home and school
cooperation a) in secondary school b) in Englisichiéng c) from the point of view of the
parents. Next, the previous research in home amabscooperation will be summarised in

brief to point out the trends and to motivate thespnt study.

Good examples of investigating home and school eatipn in elementary school are
presented in Kaltiainen (2006), Seppala (2002)\&idsaari (2002). It is of note that these
studies have focused on the perceptions of teaanerpupils and paid only little attention to
parents. Kaltiainen (2006) examined parent-teadlseussions in elementary school by
interviewing both parents and teachers. Seppal@2)2éxamined home and school
cooperation from the point of view of'rade elementary school children by conducting
interviews. Discussions between teachers and gafem the point of view of teachers have
been studied by Valisaari 2002. Also her study e@slucted in elementary school. Raty,
Snellman, Leinonen, Maksimainen (2000) examined parents of elementary school pupils
relate to the evaluation of their child.
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There are some studies of home and school coopeiliatsecondary school, but they do not
separate between cooperation in different schdgksts. In particular, there are no studies of
home and school cooperation in language teachifgniand. Instead, the previous research
in secondary school focuses on examining parentst@achers’ perceptions and opinions of
home and school cooperation. Korpinen, Korpinethtdusso (1980a, 1980b) investigated in
a series of studies home and school cooperatisadgandary school from the point of view of
both parents and teachers. In addition to perceptmd opinions held by parents and
teachers, they also examined the challenges andobdxsin cooperation. Challenges and
obstacles were then further examined by Soinin8B8q)L. Lahde (2002) studied parents’
perceptions of enhancing home and school cooperatithe transmission phase from
preschool to elementary school. Kauppinen and K{@@a00) examined whether home and

school cooperation in secondary school was extetalgatiude equally all families.

There is no previous research in home and schageration in language teaching in
Finland. In other countries, parents’ role in Eglglianguage learning has not been studied
much either. Wei and Zhou'’s case-study (2003) eraththe ways in which parents can help
their child in learning English at home. Bartrar@@8) studied perceptions of parental
influence on attitudes to language learning anadosome evidence for an association
between parental and pupil attitudes. Sung andIR4®i98 investigated student motivation,
parental attitudes, and involvement in the learmihgsian languages in elementary and

secondary schools.

5.2 Research questions

The main goal of the present study is to investiglaé current situation in home and school
cooperation in English teaching in the secondanpskfrom the point of view of the parents
of 9" grade pupils. The research questions have be&fediinto two main sections which

include several sub-questions.



38

1) What kind of perceptions do the parents haveooie and school cooperation in

English teaching?

2) What kinds of experiences do the parents ha®wife and school cooperation in English

teaching?

The sub-questions to the two main questions arsepted in section 5.3 below.

Firstly, the perceptions held by parents of home sthool cooperation form the first half of
the research questions. This was due to, on th&éame, the interest toward attitudinal
obstacles in home and school cooperation discovarpdrents by Soininen (1986) and
Eloranta (2000). These attitudinal obstacles canpticate the relationship and
communication between home and school. On the btsd, on the European level it has
been reported that parents wish to improve thelshderformance, feel the desire to know
more about the school and may want to influencectineculum (OECD 1997:27-28).
Therefore the present study aims at finding resuftieh indicate whether parents find
cooperation important, easy and supportive to fgigrowth and English language learning.
Secondly, the actual experiences parents havefttamhwe and school cooperation were
included in the present study. As discussed inteh&) home and school cooperation is a
necessity laid out in the Finnish Law and in NCGefefore it was of interest whether these
ordainments were followed in these two schoolsnglish teaching, and what forms had the
cooperation taken as the local curricula did ngulate cooperation in different school

subjects.

Since the aim of the present study is to deschbectirrent situation in home and school
cooperation in English teaching in two secondahosts instead of finding explanations or
comparisons to previous studies, there will be yyaotheses to compliment the research

guestions (Hirsjarvi, Remes and Sajavaara 2001). 148
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5.3 Questionnaire

The objective of the study is to chart and desdtigecurrent situation of home and school
cooperation in English teaching in the secondanpstas perceived by the parents 8f 9
grade pupils. The reasons for using a questionf@irg@ata collection, problems with using a
guestionnaire and description of the questionr@irapilation process are discussed in the

following.

Using questionnaires of various kinds is one ofrtttest common methods of data collection
in linguistic research (Dornyei 2003: 1). It is tmest efficient and economical way of
covering a relatively large population in companisath more time-consuming interviews. It
is easy to construct and also offers the posgitiitask various questions and to estimate
both time and costs of the research (Hirsjarvi, Beand Sajavaara 2001: 182). Moreover,
guestionnaires are easy to construct and the irdtiomis gathered in a form that is readily

processable (Dornyei 2003: 3).

The possibility of a low response rate has to kertanto consideration when using a
guestionnaire. According to Dornyei (2003: 74-%6§ minimum of respondents required for
a study depends on the statistical procedureseapfuidata analysis. At least 50 participants
are needed to show meaningful correlations andregrgstihat the coefficients are significant.
For factor analysis the preferable number of pigdiats is 100 or more. Impersonal
guestionnaires typically attract a response ratenbf around 30 %, and over 50 % can be

seen as a good response rate (Gillham, as quotBdioyei 2003: 76).

Since all other data collection instruments, suEterviews, were abandoned as unsuitable
for the purposes of the present study, the nektwas to concentrate on planning and
constructing the questionnaire. In an early phagecssion was made that the questionnaire
was to be filled-in anonymously. The confidentialitas emphasized in the cover letter in
order to encourage the parents to answer as hgmrasplossible. This enabled the inclusion of
more sensitive items, such as the possibility pbréng about disagreements with the

English teacher without the parent fearing of bedwmtified or affecting the pupil’'s English
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grade (see appendix 1, 7.8 and 7.9). Because aii¢he in previous research in this field

(see section 5.1), other studies could not be dmtsin shaping the statements and questions.
Therefore forming the research questions into smapld comprehensible statements and
guestions was the first phase of constructing thesgonnaire. A proseminar paper with the
same topic previous to the present study was useadodot study. The pilot study had a
significant role in rephrasing unambiguous questimnavoid misinterpretations, because
misunderstandings had affected the outcomes girtteeminar paper. Based on the
experiences gained from the pilot phase, the quasdire was then reformulated by limiting
the number of items and carefully considering #yedut and the order of the items to make

the questionnaire as comprehensible as possible.

The questionnaire was based on the research guegsiee section 5.2). It consisted of four
pages as suggested by Dornyei (2003: 18) and watkediinto three parts. The first part
contained seven questions concerning the backgroitig respondent. These also
functioned as variables. Sensitive topics such @stah status were excluded as they were not
absolutely necessary for the project (Dornyei 2@23: The parents were asked to indicate
their sex, age, education, employment, Englishdagg learning history, English language
proficiency and the frequency of using English. Skeond part asked the parents to answer
five background questions about the child in theygade concerning his or her sex, rank
among siblings, English grade in the latest repartl, number of English teachers in the
secondary school and upper secondary schooling.pldre third part contained eight
sections with the actual research questions. Otlitesfe eight questions, one was an open-
ended question (see appendix 1, section 8). ltusad to gather information on the ideal state
of home and school cooperation as perceived bpdhents and the answers were analyzed
guantitatively. The answers for the open-endedtopresvere first grouped qualitatively by
using content analysis by Weber (1990) and thelyaee quantitatively. The additional
comments (see appendix 1, section 9) were not ae@lgr included in the present study.

Six of the questions were statements that were ttedoe answered by using scales of
different widths. They measured either opinions evaluations such astrongly agree’to

‘strongly disagreebor potency such dsnportant’ to ‘not at all important’(see appendix 1,
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sections 2, 4, 5 and 7) or the frequency of astguth a&onstantly’to ‘never’ (see

appendix 1, sections 1 and 6). Three of thesetaigraents had also the choice of writing an
additional answer if none of the existing altermasi was applicable (see appendix 1, 4.7, 5.9
and 6.7). These were not analyzed in the dateepsiitg phase as the respondents had not
reacted to them and thus, did not reveal any raleméormation. Section three, in which the
parents were asked to indicate the party takirtgative in the home and school cooperation,

was a multiple-choice question including five aiitive answers (see appendix 1, section 3).

5.4 Subjects

The questionnaires were passed on to the paretite 8th grade pupils in two secondary
schools in the town of Kotka. Therefore, the nuntdfguupils present at school on that day
determined the number of questionnaires handedrbetfrequencies of pupils,

guestionnaires handed out and handed in can be fauable 1.

Table 1. Delivered and returned questionnairegdéyuency

total

pupils handed out handed in empty
School A 114 114 79 2 77
School B 123 109 73 1 72
Total 237 223 152 3 149

In school A, all of the 8 grade pupils were present on that day and 114iquesires were
handed out whereas in school B, 14 pupils wereingsand their parents were thus excluded
from the study. The response rate was slightldrign school A with 79 questionnaires
handed in but two of these turned out to be emidtgrefore 77 filled questionnaires were
obtained from school A resulting in a response o&&7,5 %. In school B, 73 questionnaires
were collected but one of them was not filled. Hetiere were 72 responses from school B

and the response rate was 66 %. These can besgendresponse rates since according to
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Gillham (cited in Dornyei 2003: 76) most impersogaéstionnaires attract only a response

rate of around 30 %. A total of 149 questionnaiese thus obtained for further analysis.

5.4.1 Respondent demographics

The first part of the questionnaire contained sendarkground questions concerning the
respondent. These function also as the variabdes:agie, education, employment, years of
English studies, English skills and the frequentcimglish use (see appendix 1, part 1). All
of the background questions in the first part warstiple choice questions. In the following,
the basic statistics of these variables are sunzedtbd provide an overview of the
respondents and pupils in question. A more detaiéstription of these demographical data
can be found in appendix 2 in the form of tables.

The vast majority of the respondents were femdeb & were mothers and mere 19,5 %
were fathers. Of the respondents 22,3 % were 3@d6s of age whereas 62,8 % were 41-50
years old. The remaining 14,9 % were 51-60-yeas-Ol@ indicate their educational
background, the parents could choose from fiveradteves: ‘basic education’, ‘upper
secondary school’, ‘vocational school’, ‘polytectiror ‘university’. The majority of the
respondents had vocational schooling (55%). Allrdreaining alternatives had a somewhat
even amount of responses: 10, 7 % had upper segoadiacation, 10, 7 % a polytechnic
degree and 10, 7 % had a university degree. Bdsication was the educational background
of 12,8 % of the respondents. The majority of theepts were employed or self-employed
(84,6 %).

The parents were asked to indicate the extentenf English studies, their English skills and
the frequency of their English usage. Almost altre respondents had studied English. The
mode answer to this question was ‘7-10 years’ whiak chosen by 46 respondents (31,1 %).
Thirty-eight respondents (25,7 %) had studied Emgior more than ten years. Despite their
lengthy English studies, only four of the responid€B,7 %) evaluated their English skills to
be ‘excellent’. Twenty-four subjects (16,2 %) calesed their English to be ‘good’, and 77



43

(52 %) evaluated their skills to be ‘fair’. Fourbgects (2,7 %) claimed to have no English
skills. Almost all of the parents used Englisheatst ‘every now and then’, since only 9,5 %
of the 147 respondents who answered this item eldinever to use English. Most
respondents, i.e. 28,6 % used English ‘1-2 timgsaa'.

5.4.2 Pupil demographics

In addition to the respondent background questithressubjects were asked to answer five
guestions concerning the pupil in the second dahiequestionnaire. The parents were to
answer questions regarding their child’s sex, @mlong siblings (first-born, middle-born,
last-born), English grade in the latest report catanber of English teachers in the secondary
school and the child’s plans for upper secondaungcation (‘general upper secondary school’,
‘vocational upper secondary education and trainordobther’). The subjects were asked to
write down the number of English teachers and tills English grade, whereas the other
three questions were multiple-choice questions.tNbg percentages of these background

variables will be summarised briefly.

Evidently the parents of thd'@rade girls had been more willing to fill-in theestionnaire
since 59,1 % of the respondents’ children in qoestvere girls. The majority of the pupils
were first-born (48, 3 %). Parents of last-bormeviae second biggest group among the
subjects (20, 8 %). Parents were asked to indtbaie child’s English grade in the latest
report card. All the English grades on the scalenfdt to 10 were appeared in the sample.
Most of the respondents’ children had an Englistdgr8. Only two pupils had an English
grade 4. There were 9 pupils who had 10 in Englishsum up, the distribution of English

grades in the present sample is wide-ranging.

The parents were asked to report the number ofifntgachers during secondary school.
Two of the parents had given exceptional answetisisatem stating that their children had

had 6 or 8 English teachers during secondary schiaslpossible that they had counted all
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the substitute teachers as well whereas othensadidAll remaining subjects had used counts

1, 2 or 3 English teachers. One English teachertiamost popular answer (83 %).

The last item of the second part of the questioerdealt with pupils’ upper secondary
schooling plans. Subjects could choose from thiteenative answers: ‘vocational upper
secondary school’, ‘general upper secondary sclaoal’‘other’. The majority of the pupils,
58,4 %, were going to continue their studies inegehupper secondary school aft&rg@rade.
Vocational upper secondary school was the choi@6¢ % of the pupils whereas the

remaining 14,8 % had other plans.

5.5 Data collection and data processing

The technique that was used to collect the dataanasnbination of convenience and
opportunity sampling (Dornyei 2003: 72). Two sctsoakre chosen by both geographical
proximity and easy accessibility. They were alsailable immediately, which helped to
collect the data in a short period of time. Fivea®lary schools principals in the Kotka
region were contacted, but one declined and twbeh were not ready to cooperate at such
a short notice. In addition, the two schools chosere willing to participate in the study and
to help with the data collection. | was given tipportunity to present myself and the purpose
of my study to the 9 grade pupils as | handed out the questionnairseated envelopes and

asked the pupils to take them home to their parents

The pupils who returned the questionnaires in tagsdtime were rewarded with candy,
which may have contributed to the high response fidte chance of meeting the pupils in
person proved to be vital for the study since | alle to establish a connection with the
classes and to motivate them to help me in theasdkaction process. It caused a disturbance
to the lessons and this kind of data collectiondoot have been carried out without the
approval and help of the principals and teachdnss Was a very economical way of
delivering the questionnaires to the respondentseas were no postage fees. It was also a

convenient for the respondents to return the queséires as they did not have to mail them.
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The questionnaires were delivered and returnediin ¥chools at the same time in late April
of 2007. The timing was suitable since the laseseweek teaching period was about to start
in both schools. On the one hand, the idea wasgore that the parents would have almost
three years of experience in home and school catiperin English teaching in the
secondary school, and delivering the questionnailate April was only one month short
from meeting this criterion. On the other hands possible that the parents were more
motivated to fill in the questionnaire at that gaas the pupils still had one more month of
basic education left and the topic of home and slcb@operation in the secondary school still

felt somewhat personal and interesting to the nedgots.

The questionnaires were analyzed quantitativelythayg were treated anonymously since it
was the prerequisite for conducting this studytaistical computer program (SPSS 14.0 for
Windows) was used for the quantitative analysisomputing the results in numeric form.

The data were analyzed with the help of frequepeyentage and valid percentage tables,
crosstabulations and graphs. The relationshipsd®twackground variables and the actual
items were investigated with crosstabulations. &juare tests were used to examine the
statistical significance of the crosstabulationsadidition, the respondents’ descriptions of the
ideal situation of home and school cooperatiomeEnglish teaching (see appendix 1,
section 8) were first grouped thematically and taeralyzed quantitatively.

Background variables from the first two parts @& tjuestionnaire were crosstabulated with
the items 1-7. It is important to notice when ipteting the results of crosstabulations that
they do not show cause-effect relations betweewndhables. Since all the twelve
background variables (parent’s sex, age, educatimployment, years of English studies,
English skills and the frequency of English useldth sex, rank among siblings, English
grade in the latest report card, number of Endksichers in the secondary school and plans
for upper secondary education) were crosstabukdpdrately with each answer, there were
almost 20 pages of printed results. Thus, stagibgicnsignificant results and items are left

out.
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Hence forward in the tables of crosstabulationskfggund variables related to the parent
will be typed in bold. The statistical significan@® of these results is hence forward

indicated by the following symbols:

p<.001 highly significant rxk
p<.01 significant o
p<.05 almost significant *

The P-values present the level of significancehefrelations between background variables
and the items. These values are used to evaluatikétihood of similar phenomena
occurring in the population as a whole and not amlihe present sample. In other words,
these values express the possibility of similandeein all parents of'dgrade pupils and not

only in the parents of the present study.
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6 RESULTS

The main objective of the present study was tornilgsthe home and school cooperation in
English teaching in secondary school from the pointiew of parents. Their perceptions and
experiences were investigated to get an overaliesgion of the current situation. The data
were collected with questionnaires in two middieesi secondary schools in the Kotka region
with the assistance of'@Grade pupils. In this chapter, the results coringrthe parents’
perceptions are reported first and their experigseeond. The quantitative results are
reported in terms of frequencies, percentages andlal percentages of the cases compiled
into tables and figures. In sections 6.1 and &2 descriptive statistics of the tested items are
given first, followed by the possible statisticagjrsficance in terms of p-values. The thematic
order of the results is given in figure 1 beloweThtumber of the items in the questionnaire is
given in parentheses (see appendix 2).

[1. Parents’ perceptions of home and school codparat English teachinj

Opinions concerning Necessity of cooperation in Ideal state
cooperation (2) certain circumstances (7 of cooperation (8)

[2. Parents’ experiences of home and school coaperiat English teachirjg

Experiences of || Party taking initiativ Reasons for Parents’ main Means and
cooperation (1) in cooperation (3)|| no-cooperation (4) sources of key elements
information (5) of cooperation (6)

Figure 1. Thematic order of the results
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6.1 Parents’ perceptions of home and school coopdian

The parents’ perceptions of home and school cotiperavere tested by three items in the
guestionnaire (see appendix 1, items 2, 7 andeé8hs 2 and 7 were statements that were
answered using a Likert-scale with four alternativEhe ideal state of cooperation was the
only open-ended question in the questionnaire jstged in bold in figures. The findings
for this open-ended question were also treatedtdatvely in the data processing phase.

However, it was first grouped qualitatively to fothre categories for further quantitative

processing.

Opinions concerning cooperation

The parents’ opinions concerning cooperation wesasured with six statements, all of
which were answered by using a Likert-scale witlr falternatives (1 ‘fully agree’, 2 ‘agree’,
3 ‘disagree’ and 4 ‘fully disagree’). The results this item are summarised in table 2.

Table 2. Opinions concerning cooperation

n
Home and school
cooperation

in English teaching

o| 1 Fully

| agree

3| 2 Agree

& 3 Disagree
4 Fully
disagree

1,95 | 0,66

IS
=
~

2.1 improves a pupil’s 143
academic achievement
in the English
language

2.2 supports a pupil’'s 143 24,5 60,8 14,0 0,7 1,90 0,64
growth and
development
2.3 supports the 142 26,8 | 57,0 |148 |14 1,90 | 0,68
development of a
pupil’s language
skills in the English
language

2.4 supports in 146 10,3 52,7 33,6 3,4 2,30 0,70
parenting
2.5 is important 142 225 |613 | 155 |07 1,94 | 0,64
2.6 is easy and 142 7,7 40,1 41,5 10,6 2,54 0,78

uncomplicated
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Descriptive statistics

The majority of the respondents agreed or fullyeadrthat home and school cooperation
improved a pupil’'s academic achievement in the Bhdanguage. Quite a number also fully
agreed or agreed that home and school cooperatppoged a pupil’s growth and
development. Moreover, the majority fully agreed agreed that it supported the
development of a pupil’'s language skills in the Estglanguage. In their stances toward the
supportive nature of home and school cooperatigrarenting, the parents were more
divided. Over half of the respondents agreed tbatdhand school cooperation in English
teaching did support them in parenting. Howevehjra of the respondents disagreed. The
last two statements measured the perceived impartamd ease of home and school
cooperation in English teaching. On the one ham&lmajority of the subjects fully agreed or
agreed that home and school cooperation was imgarnt&nglish teaching. On the other
hand, the perceptions of cooperation being easyoomplicated were more evenly divided

between agreement and disagreement.

It appears that the parents’ perceptions of theomapce of home and school cooperation in
English teaching were to a great extent positiv@veler, not all of them were of the opinion

that home and school cooperation was easy or unaateml.

Statistically significant correlations

The background variables from the first two paftthe questionnaire were crosstabulated
with the six items of section 2. The backgroundalaes were the parents’ sex, age,
education and employment, English language learnistgry, English language proficiency
and the frequency of using English. The backgrotwaréhbles regarding the pupil were his or
her sex, rank among siblings, English grade inatest report card, number of English
teachers in the secondary school and upper segosdanoling plans. In table 3 and the
others to follow, the background variables reldtethe parent are typed in bold. It is
important to note that when interpreting the resaftcrosstabulations, they do not show
cause and effect relations between the variables statistically significant results can be

found in table 3. Statistically insignificant resuand items were left out.
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Table 3. Statistical significance of the backgrowadables in relation to items 2.1-2.6

Home and school o o @

. () <
cooperation 3! S ® x
in English teaching S 5 - = e 7

= 9 9 0 2 @ 2
= = I = =
5§ 23 | §3 > g
0nwZzc w » [0 7] L o
2.1 improves a pupil’s p * 031
academic achievement n 142
in the English language
2.2 supports a pupil’'s p *,039
growth and n 143
development
2.5 is important p *,046 *,036
n 141 142

The few relationships that could be found in theadeere only almost significant as all the p-
values were over .01. Thus, one should exercisa geaition when drawing generalisations
from these findings. It is slightly probable thiagétcorrelation between the years of parents’
English studies and a pupil’s rank among siblingsil have an influence on the perceived
importance of home and school cooperation in Ehdgiaching and that this would be true in
the whole population, that is, in all parents Bf@ade pupils. Moreover, one could think that
a pupil’'s English grade and a parent’s perceptidmone and school cooperation as a factor
in improving a pupil’'s academic achievement in Bmglish language are to some extent
related and that this is true in the populatiorsiriilar statistical relation between a pupil’s
sex and the parent’s stance toward home and schopkration in supporting a pupil’s

growth and development might be found also in theubation.

Necessity of cooperation in certain situations

The necessity of cooperation was measured witlealstatements that described different
situations in English teaching, such as conflicts difficulties. A Likert-scale with four
alternatives (1 ‘very necessary’, 2 ‘quite necegsar‘only a little necessary’ and 3 ‘not at all

necessary’) was used to react to these statemiatile 4 summarises the findings for this

item.
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Table 4. Necessity of cooperation

_ > > >| T2 X S
Necessn)_/ of o o @ o g o
cooperation when N S = € 3188
> 9 o9 c2g|z8
— C AN C M = C < <
7.1 English grade 74 | 33,8 47,3 17,6 1,4 1,86 0,75
is falling
7.2 Risk of failing 59| 84,7 10,2 1,7 3,4 1,24 0,65
the English course
7.3 Difficulties in English 70 | 58,6 28,6 11,4 1,4 1,56 0,75
language learning
7.4 Neglecting homework 60| 63,3 26,7 6,7 3,3 1,50 0,77
in English
7.5 Problems in private 60 | 41,7 36,7 18,3 3,3 1,83 0,85
life disturbing a pupil’s
school work
7.6 Behavioural problems 58 | 58,6 25,9 12,1 3,4 1,60 0,84
in English classes
7.7 Punishments received 58 | 51,7 32,8 10,3 5,2 1,69 0,86
in English classes
7.8 Conflicts between the 59| 55,9 33,9 3,4 6,8 1,61 0,85
pupil and the English
teacher
7.9 Conflicts between the 53| 47,2 34,0 9,4 9,4 1,81 0,96
parent and the English
teacher
7.10 Increasing pupil’'s 66 | 37,9 45,5 10,6 6,1 1,85 0,85
motivation
in learning English
7.11 Bullying 56 | 76,8 16,1 5,4 1,8 1,32 0,66

Descriptive statistics

If a pupil’s English grade was falling (statemerit)7the respondents saw home and school
cooperation as quite important. The risk of failthg English coursgstatement 7.2)as seen
as the most necessary situation for cooperatiom tivé majority of the respondents agreeing
that cooperation was then very necessary or qeitessary. Difficulties in English language
learning (statement 7.3) were also an importantcgoaf cooperation. Neglecting homework
in English (statement 7.4) made cooperation vecgs®ary or quite necessary according to
the respondents, as did problems in private ligudbing a pupil’s school work (statement
7.5). Moreover, it was very or quite necessarydoperate if there were behavioural
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problems in the English classes (statement 7.6nddand school cooperation was seen as
predominantly very necessary under the circumstata pupil receiving punishments in the
English classes (statement 7.7). Conflicts betwiermpupil and the English teacher were seen
as for the most part very necessary situationsdoperation by the parents (statement 7.8).
Conflicts between the parent and the English taatatement 7.9) made cooperating very
necessary according to the majority of the respotsd&loreover, increasing a pupil’s
motivation in learning English (statement 7.10) wage a necessary time for cooperation.
Bullying (statement 7.11) was primarily a very nesagy situation for home and school

cooperation in English teaching.

The majority of the respondents found home andaatmoperation very necessary or quite
necessary in all of the eleven situations mentionete list. It appears that the parents
considered the risk of failing the English cours®uallying the two most crucial sources for
the necessity of cooperation in English teachingtifermore, the results indicate that the
parents see cooperation as necessary mostly waguuffil is having difficulties in language
learning, is facing problems in his or her persdif@lor is not behaving properly in English
classes. It appears that the parents thus wishahiddl to pass a course more than they wish
to help him or her to increase motivation in leagnEnglish or to improve the English grade.
These are in contrast with the perceived necestttpyme and school cooperation in English
teaching when there was a risk of failing the Estgltourse, which was very necessary to the

majority of the respondents.

It is of note that not all of the respondents heatted to this item or had left some of the
statements unanswered. On average nearly haleaepondents had left this item
untouched. The number of respondents who reactedg@r more of these statements ranged
from N=53 to N=74. Therefore the results need térbated with great caution as they do not

represent the perceptions of all of the respondsfritse present study.
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Statistically significant correlations

Four background variables which had a statisticsitipificant correlation to item 7 are
summarised in table 5. Quite a number of the baxkgt variables and the statements did not
correlate with each other significantly.

Table 5. Statistical significance of the backgrouadables in relation to statements 7.1-7.11

Necessity of Significance p | Education English Number Upper
cooperation Number n studies of English | secondary
when teachers | study plans
7.8 Conflicts p *,045

between n 58
the pupil and
the English
teacher

7.9 Conflicts
between

the parent and
the English
teacher

7.10 Increasing
pupil’s
motivation in
learning
English

7.11 Bullying p *.048

**,006
53

5 O

**,003
66

5 O

As mentioned, the statistical significance of thiaséings needs to be treated with great
caution. It appears that the number of Englishiteechad a statistically significant relation
to the perceived necessity of cooperation wherethare conflicts between the parent and
the English teacher and that this might be the eatbeall of the parents of®grade pupils.

In a similar manner, plans for upper secondary alihg might have an effect on the fact that
home and school cooperation is seen as necessagreéasing a pupil’s motivation in
learning English and that this might be true ofplopulation as a whole.
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Ideal state of cooperation

The parents were provided with the opportunitye¢eatibe what the ideal situation in home
and school cooperation in English teaching coultikee Almost half of the respondents
(N=71, 47,7 %) took this opportunity to expressrtperceptions by replying to this open-
ended question. Most answers were relatively sramging from a couple of words to a few
lines. Ten of the answers were left out of the pssng since they either indicated that the
respondent did not have an opinion or the commastatherwise insignificant. To illustrate

one of the irrelevant answers, one respondent magkwvin English

(1) Good teacher, gentle, nice, cute.

The remaining 61 answers were then categorizedauntocategories. This was done by using
content analysis by Weber (1990: 12). The aim wdmtl consistent trends among the
answers. The answers which shared a similar meaveng grouped together to form a
category. The categories for the ideal state opecation between home and school
cooperation in English teaching were: 1) writteadieack from the English teacher, 2)
cooperation when problems occur, 3) meetings wi¢hEnglish teacher and 4) reciprocal
communication. In the following, these categoriesexamined and examples of each
category are given. The number, percentage and patcentage of cases are compiled into
table 6 below. Statistical significance could netdmmputed as there were not enough

responses.

Table 6.1deal state of cooperation

Category n % of cases valid % of cases
1 Written feedback from 25 40,9 16,8

English teacher

2 Cooperation when 23 37,7 15,4

problems occur

3 Meetings with English 8 13,1 5,4

teacher

4 Reciprocal communication| 5 8,2 3,4

Missing 88 - 59
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The parents who responded were evidently inter@stegteiving written feedback from the
English teacher. In fact, they welcomed writterdfesck in all its forms, ranging from written
notes to a few lines in the margin of an EnglisarexTo quote one of the respondents,

(2) Periodin jalkeen kirjallinen arvio kotiin oppila@adlistymisesta ja
mihin erityisesti tulisi kiinnittd& huomiosguraavassa periodissa.
(Written evaluation concerning a pupil’®gress to be sent to home
after a teaching period, and to what attention khbe paid in the next
teaching period.)

The importance of cooperation when problems ocdunras emphasized in over a third of the
replies. Quite many of the respondents expresgerkest in a mutual effort when trying to

solve a pupil’s problems in learning English. Aatiog to one respondent,

(3) Kun on ongelmia tarvitaan yhteistyota. Se vois keskustelua
opettajan, oppilaan ja vanhempien kanssaetéén |0ytaa ratkaisua
ongelmaan.

(When there are problems, cooperation is reedtdeould be a
discussion between teacher, pupil and parkats try to find a
solution to the problem.)

Meetings with the English teacher representeddbalisituation in home and school
cooperation in 13% of the answers. However, fewevetrongly opposed to meeting the
English teacher in person, in particular, in tlegun home. One of the respondents who was
in favor of meeting with the English teacher puiké this:

(4) Edes kerran vuodessa saisi tavata eng.kielen ggrettaikka
vanhempain illassa, nyt han on “kasvotoneeliedes tunne ulkonaolta.
(Meeting the English teacher at least angear, e.g. in a parent-
teacher-conference, now he or she is ‘utla face” meaning that |
don’t know what he or she even looks like.

A few of the respondents said that the ideal stateld be built upon reciprocal
communication between home and school in Englisbhi®g. Some of these comments

emphasized using e-mail as a means of communication
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(5) Vilkas tietojen vaihto esim. e-mailitse jolloin Kagsa & kotona
tiedettaisiin mita on tehty ja mita tulisi tehda.
(Active exchange of information eg. via e-mail tsat both home and
school would know what has been done and what dimitone.)

When interpreting these findings, it is of notetttheere were 88 parents who did not respond
to this question. Moreover, the categories argerdiectly exclusive and may include similar
elements with each other. However, when using ca@tealysis, the aim is to find categories
which are likely to be used by different peopléheaitthan seeking for exclusive categories
(Weber 1990: 12).

6.2 Parents’ experiences of home and school coopeoa

After examining the perceptions of the parentsy thetual experiences of home and school
cooperation in English teaching were investigatgdding five items. These items are
compiled into figure 1 (see chapter 6). The redoltshese items will be reported next. All
these items were either multiple choice questidesg 3, 5 and 6) or statements that were

answered by using a Likert-scale (items 1 and 4).

Experiences of cooperation

The parents’ experiences of home and school cobpenaere investigated by using twelve
statements that described different ways of cagrgiut cooperation. The respondents could
answer this item by choosing the best alternatioenfa five-point Likert-scale (1

‘constantly’, 2 ‘often’, 3 ‘occasionally’, 4 ‘selao’ and 5 ‘never’). All except one of the
respondents had answered most of the statemetfiis item. These results are compiled into
table 7.



Table 7. Experiences of cooperation
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n

Constan

5 Never

1.1 | have been
contacted by
the English teacher

148

©
o
©

4,91

0,40

1.2 | have contacted
the English teacher

148

93,2

4,92 0,29

1.3 | have observed
my child doing
English homework

148

2,7

12,8

37,2

33,8

13,5

3,42

0,97

1.4 | have leafed
through the
English text book

148

2,7

6,1

47,3

32,4

115

44 0,87

1.5 | have discussed
topics related

to English language
learning with

my child

148

5,4

26,4

44.6

20,9

2,7

2,89

0,89

1.6 | have observed
English lesson
at school

147

100,0

5,00

0,00

1.7 1 have received
positive feedback
about my child’s
English language
learning

148

2,0

54

16,2

19,6

56,8

4,24

1,04

1.8 | have received
information on the
objectives of English
teaching

147

0,7

12,9

23,1

63,3

4,49 0,74

1.9 | have received
information on the
criteria of pupil
evaluation in the
English language

147

0,7

0,7

7,5

23,8

67,3

4,56

0,72

1.10 | have received
information on

my child’s progress in
the English language

146

4.8

9,6

19,9

18,5

47,3

3,9

4 1,22

1.11 | have received
information on

my child’s English
grades

147

38,8

34,0

15,6

4,1

7,5

2,07

1,17

1.12 | have beenin
contact with the
English teacher
outside office hours

148

3,4

96,6

4,9¢

0,18
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Descriptive statistics

The majority of the respondents stated that thelyrtever been contacted by the English
teacher nor had they contacted the English tedhberselves. The respondents observed the
child doing English homework and leafed throughHEnglish study books occasionally or
seldom. Discussing topics related to English lagguaarning with the child had taken place
occasionally or often. None of the respondentséwaal observed an English lesson at school.
What is more, more than half of the parents hagnmceived positive feedback about their
children’s English language learning. Informationtbe objectives of English teaching or on
the criteria of pupil evaluation in the English darage had never reached the majority of the
parents. Almost half of the respondents had neaagived information on the child’s

progress in the English language. The responden&ved information on the child’s English
grades constantly or often. Almost no one had leeontact with the English teacher

outside office hours.

Judging by these results it appears that therdobad no or little actual contact between the
parent and the English teacher. There had not d@anety of information from school to
home, as parents claimed they had never or seldoeived information on the objectives or
criteria of assessment in English teaching. Whatase, they had not received information or
positive feedback concerning their child’s progreskearning English. The parents had
slightly more frequently participated in forms afoperation that were not teacher-initiated,
such as observing the child doing English homeworleafing through English study books.
This is probably due to the fact that both of tblea®ls of the present study send seven report

cards with grades to home a year, one after eachitey period.

Statistically significant correlations
Nine background variables which had a statisticsithyificant correlation to item 1 are
summarised in table 8. Quite a number of the stamescorrelated with the background

variables.
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Table 8. Statistical significance of the backgrouadables in relation to items 1.1-1.12

During my
child’s
secondary
school years

Number of
teachers
secondary

proficienc
plans

Employm
y

cep
Number n
Parent’s
sex

Age

ent
English
English
use

Rank
Grade
Upper

1.2 I've
contacted
the
English
teacher

*,015

= © | Ssignifigan

1.3 I've
observed
my child
doing
English
homework

**.003 ,053
148 148

5 T

1.4 I've
leafed
through
English
study books

* 029 * 006 | *,018
148 148 146

5 O

1.5 I've ** 01 * 013 | ***001
discussed 0 146 146
topics 148
related to
ELL with
my child

>5 T

1.9-
information
on the
criteria of
evaluation

** 000 ,055
147 147

5 O

1.10 -
information
on my
child’s
progress

*,031
146

-5 O

1.11 - *,034 *,039 *»*0 | *,030 *** 00
information 146 147 00 145 1

on my 145 147
child’s
English
grades

> O

1.12 I've
beenin
contact with
the English
teacher
outside
office hours

*,021
148

5 O
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A parent’s employment had a highly significant tiela to information received on the
criteria of pupil evaluation in English languageigfhsuggests that this is true of the whole
population. A pupil’s English grade correlated wiitie information received on a child’'s
English grades, and this can be the case in thelgign. Also a pupil’'s upper secondary
schooling plans might have a highly significanaten to receiving information on English
grades in secondary school. The number of Enghabhers was statistically highly related to
discussing topics related to English teaching, @melcould think this to be true of the

population.

Party taking initiative in cooperation

The party taking initiative in cooperation was altiple choice question and the parents could
choose only one of the alternatives: ‘English teachparent’, ‘pupil’, ‘form teacher’ (Fi.
luokanvalvoja) or ‘no cooperation’. All except twbthe respondents answered this

guestion. The distribution of the answers can loedian table 9.

Table 9. Party taking initiative

f % Valid %
Valid English teacher 8 5,4 5,4
Parent 4 2,7 2,7
Pupil 10 6,7 6.8
Form teacher 10 6,7 6,8
No cooperation 115 77,2 78,2
Total 147 98,7 100,0
Missing 2 1,3
Total 149 100,0

Descriptive statistics
On the one hand, the majority of the respondemg (%) stated that there had been no
cooperation. The respondents who chose this atteenaere then asked to move on to the

next item to answer for which reasons cooperatamhriot taken place. On the other hand, the
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minority of the respondents who claimed that coafen had existed had chosen from the
remaining alternatives quite evenly. Some of thelnthat the form teacher or the pupil had
been responsible for taking initiative to home aodool cooperation. English teacher
initiated cooperation had taken place according $mall minority of the respondents, and

only 2,7 % of the respondents stated that the paerself or herself had taken initiative.

Statistically significant correlations

As the replies were not distributed evenly, the potimg of statistical significance did not
yield many results (see table 10). The only badkgdovariable that had a significant
statistical relation to this item was the extenagfarent’'s English studies, but this
significance was only almost significant. Thus, dasions regarding the correlation between
the party taking initiative and the extent of agudts English studies in the population cannot

be drawn.

Table 10. Statistical significance of the backgiwariables in relation to item 3

Significance p| English studies
Number n

Party taking initiative| p * 025
n 146

Reasons for no-cooperation

The reasons for no-cooperation were investigatél svk statements that were answered on a
Likert-scale with four alternatives (1 ‘very muc'/much’, 3 ‘a little’ and 4 ‘not at all’) to
discover how much each of these reasons contriltatéee fact that there had not been any
cooperation. This question was intended to those iebBponded to the previous question
about the party taking initiative (item 3) with ‘@ooperation’, which was the case in 115 of
the replies. However, not as many had answeredtéms
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Table 11. Reasons for no-cooperation

N = X S

> S = 5
Reasons for 55 S = 5
no-cooperation >5 | =2 < z

— E | ~ ™ <
4.1 Lack of time 108 6,5 9,3 32,4 51,9 3,29 0,88
4.2 The child is 110 3,6 1,8 18,2 76,4 3,67 0,69
against it
4.3 ltis 111 54 10,8 | 30,6 53,2 3,32 0,87
unnecessary
4.4 | have bad 106 3,8 0,9 7,5 87,7 3,79 0,64
experiences of
cooperating with
the English teacher
4.5 | feel | cannot 109 8,3 18,3 | 35,8 37,6 3,02 0,94
influence things at school
4.6 | expect the English 114 23,7 28,1 38,6 9,6 2,34 0,94
teacher to take the initiative

Descriptive statistics

Lack of time or a pupil objecting home and schammeration did not have a great effect on
why there had not been cooperation. On the one, ltani@ a number of the respondents did
not think that home and school cooperation was cessary. On the other hand, a third
considered it to be a little unnecessary. The nitgjof the parents stated that bad experiences
with the English teacher were not at all the reagby there was no cooperation. The parents
were also asked whether they felt that they weteble to influence things at school, but it
did not appear to be a major reason for non-exjstome and school cooperation either.

Most of the respondents evidently expected theiEmgacher to take initiative.

Apparently the respondents did not have negatieewanters with the English teacher, or if
they did, they did not see it as a reason for noperating. Lack of time or the child himself
or herself were not major hindrances either. Juglpythese results, it appears that the
parents expected the English teacher to take ttative in establishing cooperation and thus,

cooperation had not taken place.
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Statistically significant correlations

Computing statistical significance yielded a wealthesults as the majority of the
respondents had answered this item. Table 12 stimnstatistically significant correlations
between item 4 and eight background variables. & hegelations need to be treated with

caution since not everyone out of the 149 parestisrbsponded to this item.

Table 12. Statistical significance of the backgmwariables in relation to items 4.1-4.7

Reasons % E n ' é

for ‘*LE) 8 E 5 = é 5 é g é @ @ ? |2}
no- 52535% |8 g5 2S5 |28 |5 |28 |22s
cooperation NoZ| oo < w e w o w s o Lo | DN
4.1 Lack p * 050 | *,034 *041
of time n 108 107 108

4.2 The child | p *** 000 ** 002 * 013 | **,003
is against it n 110 109 108 110
4.4 | have p *018 ** 005
bad n 106 106
experiences

of

cooperating

with the

English

teacher

4.5 | feel | p * 048 ** 002
cannot n 107 109
influence

things at

school

In the population, a parent’s employment and argar&nglish studies might have an effect
on the statement that a child is against home enodas cooperation. Upper secondary
schooling plans had a statistically significanatien to three statements: 1) | feel | cannot
influence things at school, 2) the child is agaheihe and school cooperation, and 3) have
bad experiences of cooperating with the Englishitea Thus, it is possible that this is true of

the population as well.
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Parents’ main sources of information

In order to investigate what the main sources farmation in home and school cooperation
in English teaching were, the respondents haddct te eight statements which were
answered by using a Likert-scale with four alteirest (1 ‘important’, 2 ‘quite important’, 3
‘only a little important’ and 4 ‘not at all impomé&). Everyone but three of the respondents

had answered at least some of the statementssineim.

Table 13. Sources of information

N - - | B o X S

S| leos|S S|®S
_Sources_of g g g g o g g g
information LE|QE|SEE| ZE
5.1The English 146 71,2 | 24,0 |34 1,4 1,35 | 0,62
teacher
5.2 The child 143 76,2 21,0 2,1 0,7 1,27 0,53
5.3 The form 142 23,2 |338 | 338 9,2 2,29 | 0,97
teacher
5.4 The school's | 142 7,7 19,0 44,4 28,9 2,94 0,89
home page
5.5 Classmates’ | 143 0,7 9,8 37,8 51,7 3,41 | 0,69
parents
5.6 Other 141 1.4 10,6 34,8 53,2 3,39 0,74
parents
5.7 Exam 146 65,1 (322 |21 0,7 1,38 | 0,57
grades
5.8 English 139 59,0 28,8 10,1 2,2 1,55 0,76
study books

Descriptive statistics

Clearly the most important source of informatiorswiae child. The English teacher was the
second most important source of information conogringlish teaching Exam grades were
important or quite important sources of informatamwere English study books. The form
teacher was quite important or only a little impoitt Only a little important were the school’s

home page, classmates’ parents and other parents.

It appears that parents received information camiogrEnglish teaching mainly from the

child or from the English teacher. Exam grades vad¢se an important source of information.
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It was of note that the school’'s home page was ohligtle importance tool for exchanging

information, and so were other parents as well.
Statistically significant correlations
Five background variables which had a statisticsiliyificant correlation to item 5 are

summarised in table 14.

Table 14. Statistical significance of the backgmwariables in relation to items 5.1-5.8

S 3 - 5 S 2 S n

_ ources_of S & 2 = < c & o c S

information = . E S = %% %_g 2 %5
2 q S S EE c 3 c o S c®
n oz | W o W o W a > Zwg

5.1 The English p *** 001

teacher n 146

5.4 The school’s p *037

home page n 140

5.5 Classmates’ p ,053 *,013

parents n 143 142

5.7 Exam p *** 000

grades n 144

5.8 English study p *** 000 * 011

books n 139 139

The parent’s education was highly significant te gerceived importance of the English

teacher as a source of information and the paredtisation had a high statistical relation to
using English study books as an informant. It isgilde that these relations are found in the
whole population. The number of English teacheetdgd a statistically significant relation to

exam grades as a source of information, and thasintie true of the population as well.

Means of cooperation

The means of cooperation were studied by usingtatements on a four-point Likert scale (1
‘constantly’, 2 ‘often’, 3 ‘occasionally’ and 4 ‘EBm’) to examine which communication
channels had been used and how often. On average sespondents had left this item

unanswered. The results are compiled into table 15.
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Table 15. Means of cooperation

Means of N 2 Tg X s
cooperation S| c © g b}

% |2 8 |2 %

c | B O Q @

[e) o 8] (99} =z

0O | m O > « Te}

6.1 Telephone 142 - 0,7 2,1 2,8 94,4 | 4,90| 0,41
6.2 SMS 142 - - -- 2,1 97,9 4,97 0,14
6.3 Written 144 - 2,8 3,5 13,9 | 79,9 | 4,70| 0,67
messages
6.4 E-malil 142 - 0,7 - 1,4 97,91 4,96 0,28
6.5 Message 142 -- -- 0,7 4,2 95,1 | 4,94| 0,26
notebook
6.6 Meeting 141 - - 2,8 4,3 92,9| 490 0,38
in person

Descriptive statistics
Written messages were used seldom in cooperatmordiog to the parents. Telephone

contacts were rather rare. Meeting in person hat@en commonplace: 92,9% of the
respondents had never met the English teacher. 8bESages, e-mails or message notebook

had not been used according to the vast majoritige@fespondents.

Judging by these results, it appears that homesemabl cooperation had not taken place
through any of the most commonly used communicati@nnels. None of the means of
cooperation had been in use constantly or evem afteonly one or two respondents stated
that they used written messages, e-mails and tetepbontacts with the English teacher

often. To sum up, means of cooperation had not bheed much in home and school

cooperation in English teaching.

Statistically significant correlations
Only one statistically significant correlation wiasind between item 6 and the background

variables (see table 16).

Table 16. Statistical significance of the backgmwariables in relation to items 6.1-6.6

Means of Significance p Employment
cooperation Number n
6.1 Telephone | n *,049

p 142




The parent’'s employment was only almost signifigarrelation to the frequency of

telephone contacts, so it is slightly possible thest would be true of the population.

67
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7 DISCUSSION

The purpose of the present study was to examirenigiperceptions and experiences of
home and school cooperation in English teachings $tudy was inspired by the claim that
cooperating with parents is part of every teachebs and can be used as a means to support

a child’s English language learning.

Moreover, the Finnish law and the NCC require fwdtools work with homes. However,
many teachers find it difficult to carry out homedaschool cooperation, which can be partly
due to the lack of existing guidelines in the looadricula. Furthermore, teacher education
has not recognized the need for training futurehees to cooperate with parents. Home and
school cooperation has been widely investigatezlementary school, but has been left
almost untouched by research in secondary schblaése has not been any research on this
field in specific school subjects, such as in Estgtieaching in this case. In this chapter, there
will be a summary of the findings (7.1). The mamdings will also be compared with
comparable previous studies. In addition, the vglignd reliability of the present study will
be discussed (7.2). There will also be a discussiosome of the implications of the present
study (7.3).

7.1 Summary of the findings

The parents studied seemed to have a positivadatioward home and school cooperation in
English teaching. To begin with, they agreed thabuld improve a pupil’s academic
achievement in the English language. Furthermamnenand school cooperation could
support a pupil’s growth and development and hisesrlanguage skills in the English
language. These perceptions of the benefits of@adipn held by the parents are supported
by the findings of Eloranta (2000) and StevensahBaker (1987) who discovered that
parental involvement in schooling had a relatioa fmupils’ school performance. Desland and
Bertrand (2005) pointed out that the benefits ohb@nd school cooperation to a pupil’s
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school performance were higher grades and highbitiams. Home and school cooperation
was seen as important by the parents in the presahy. However, it was not necessarily

easy or uncomplicated.

The necessity of cooperation in English teaching gr@at when there was a risk that a pupil
would fail the English course or when there wasying. According to Salmivalli (2003),
bullying can be reduced by home and school cooperahlso behavioural problems, such as
neglects of English homework, conflicts betweenpilpand the English teacher and
punishments received in English classes were sesituations were home and school
cooperation was perceived necessary. Beveridge&{260nd that pupils did better
personally and socially when parents and teacloapearated. The present study also
discovered that problems in a pupil’s private tifeturbing a his or her school work and
difficulties in English language learning would eesitate home and school cooperation
according to the parents of the present study. Mewe&ooperation was not seen as necessary
when the pupil's English grade was falling or whetreasing a pupil’s motivation in

learning English.

The respondents described the ideal state of howheahool cooperation in English teaching
to be mostly in written form. They also emphasittezineed of cooperation when problems
occur. Also meetings with the English teacher dedrteed for reciprocal communication
were mentioned. Judging by these findings, it appteat the parents were not demanding a
great deal of time or effort from the teacher talrected to home and school cooperation.
According to a study by Deci and Ryan (1985), tesslmave been found to consider home
and school cooperation a negative trend that bigngstraints and pressure to their work.
However, the present study did not find evidenes Would support the claim that parents

would have high expectations of home and schogberadion in English teaching.

The results concerning the actual experiences wiehand school cooperation in English
teaching were modest. None of the respondents lbeehwed an English lesson at school. The
parents had not been in contact with the Engliabher nor had the English teacher contacted

them to any great extent. The reasons for thidbbeamultifaceted. On the one hand, the
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parents may not be motivated to cooperate or t@miaicontacts with the English teacher in
secondary school. Korpinen, Korpinen and Husso@a®&und that parents appreciated
home and school cooperation more in elementaryac¢han in secondary school. On the
other hand, the parents may feel that as the sacpsdhool is based on the subject-teacher
system, home and school cooperation would provetan overwhelming task if one aimed
at cooperating with all of the child’s teacherse®@mount of information received from the
English teacher was also low: information concegrilre criteria of pupil evaluation and the
objectives of English teaching were not familiathe parents. They had not received
information on their child’s progress in the Enblianguage, or any positive feedback about
his or her English language learning. Insufficiefdrmation flow was a common source for
criticism in a study by Korpinen, Korpinen and Hau$3$980a). Investigating whether parents
were satisfied or not with the amount of informattbey received was not one of the research
guestions of the present study. However, answetsetquestion regarding the ideal state of
cooperation indicated that the parents welcomiaths of information and are curious to

know more than they did then.

The parents had been slightly more active in tinengoof cooperation that take place in the
home surroundings, such as observing the childgdmglish homework, discussing topics
related to English language learning or leafingtigh the English study books. The findings
of the present study appear to be in accordandethaise of Hudley and Barnes (1993) who
found that parents felt positive about providingrimwlum enrichment activities at home,

such as discussions and monitoring home work.

When investigating reasons for no-cooperationge#rty stands out that negative encounters
with the English teacher did not have a significahe in hindering cooperation. Negative
experiences tended to be a typical source for giggy thus hindering home and school
cooperation, as a study by Soininen (1986) andalatar(2000) yielded. In the present study,
the parents did not state that the lack of tim#herchild’s resistance had inhibited
cooperation in English teaching. According to algthy Soininen (1986) and Korpinen,
Korpinen and Husso (1980b), the lack of time wasramon reason for parents not to engage

in home and school cooperation. Most of the parehtise present study stated that they were
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expected the English teacher to take the initiativestablishing home and school

cooperation.

The parents’ main sources of information were tm&cEnglish exam grades and English
study books. Raty et al. (2000) discovered that ®#e parents found it important to
receive information of the progress of their chBgaring that in mind it is understandable
that the parents considered English exam grades &m important source of information.
However, one could argue that the numeric evalnahay not convey a great deal of
information and thus more information on the pregreould be provided in the form of

written evaluation or a pupil’s self-evaluation.

7.2 Validity and reliability

Most of the concerns of the present study relatatstreliability are caused by the use of the
guestionnaire. Despite its benefits, using a goestire includes certain problems and
limitations and these have to be kept in mind wéiealyzing the data. According to Dornyei
(2003: 10-14), there are several disadvantagetedeta using a questionnaire as a method of
data collecting. Firstly, the simplicity and supe#lity of answers has to be acknowledged.
Respondents may be unreliable and/or unmotivatddreay show a tendency to answering
what they consider to be socially desirable. Soespandents may agree with statements
when they, in fact, are ambivalent or unsure. Farrttore, the possibility of fatigue has to be
taken into consideration when constructing the gomsaire. This can be done by limiting the
length of the questionnaire to a maximum of fouygsand it should not take more than 30
minutes to complete (Dornyei 2003: 18).

In order to increase the validity of the presentlgt there was an attempt to construct the
guestions so that they would be as unambiguousssslye in order to avoid
misinterpretations. To prevent the possible fatiglie questionnaire was only four pages
long. However, the problems concerning the honektige respondents were impossible to

avoid and this needs to be kept in mind when iméipg the results and making conclusions.
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Some limitations of the data collecting proceduréhie present study need to be
acknowledged when interpreting the results. Hontesamool cooperation was investigated
only in two schools and they both were in the t@iKotka. Furthermore, there were only
149 returned questionnaires. In other words, onst im&l cautious when generalising these
findings to be true of all parents in Finland. Wisainore, the number of English teachers in
the schools of the present study was less tharrtenher words, it is possible that other
teachers in other schools may engage in diffe@mmg of cooperation than the ones

examined in the present study.

Analysing the open-ended question can also beizetl. When coding the written answers
by using content analysis by Weber (1990: 12) agiheis to discover consistent thematic
trends which different people analysing the sama dauld also consider important and
consistent. In the present study, the answers#open-ended questions were analyzed by
one person only. Thus, the results for the itenteamng the ideal state of home and school

cooperation are exposed to criticism.

The reliability of the present study was examingad@mputing Cronbach’s alphas. These
were used to investigate the internal consistemtyeoquestionnaire. In other words, they
were used to determine whether the statement®iditferent items actually measured the
same underlying factor. The Cronbach’s alphas edfolnd in detail in appendix 3. These
scale reliability coefficients yielded that in faonly two of the six items suitable for this test
measure were acceptable, namely, parents’ opimbhseme and school cooperation (item 2)
and the necessity of home and school cooperatioartain cituations (item 7). The reliability

of the results for the remaining items in the gwestaire is therefore questionable.

7.3 Implications

The information gathered with the present studylmaimplemented in practice when

bridging the gap between home and school in Enggigabhing. Parents’ positive stance
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toward the outcomes of cooperation could servesdarting point for creating partnerships
between home and school. Knowing that they perddigne and school cooperation as a
means to improve a pupil’'s academic achievementargliage skills could help in

motivating collaboration. As the cooperation waseesy or uncomplicated to them, some
groundwork should be done to overcome the percaiiféidulties to make cooperating with

the English teacher as effortless as possibledoenis.

English teachers should not hesitate to contagbéinents when a pupil is facing the threat of
failing the English course or is being bullied, givthat those were the situations where
parents perceived cooperation very necessary. RBaralued cooperation when problems
occur, and they hoped that the English teacherdvool hesitate to contact them then. Also
when a pupil demonstrated behavioural problemseglatted English home work parents felt
that cooperation was necessary. Thus, English ¢éeaciould solve problems that occur in the

classroom with the assistance of the parents.

The parents welcome all information and in differemms. Most of all, they wish to receive
written information. This means that the idealesiatcooperation would not be time-
consuming or laborious, but could be done withtkeleffort e.g. when correcting English
exams or essays which pupils in secondary schealeguired to take home for the parents to
sign. Simultaneously, parents could receive alsitipe feedback concerning their child’s
progress in the English language. The most popotars of cooperation were the ones that
can be done at home with the pupil, such as disay$spics related to English language
learning and observing the child doing English hamoek. Parents could be encouraged to do
so more. For instance, providing parents with alfees of written evaluation alongside the
English exam could serve as a starting point foprastructive discussion at home between

the parent and the pupil.

The party taking initiative in home and school cex@tion had been in many cases the child
or the form teacher (Fi. luokanvalvoja). To avosing third parties in cooperation, also the
English teacher could initiate contacts. The lackitiative from the English teacher’s side

was seen as the main reason for no-cooperationpdieats wished the English teacher to
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invite them to cooperate. This is encouraging imste who have been hesitant to involve the

parents in English teaching.

The parents’ main sources of information were thilcEnglish grades and English study
books. These three sources could be utilized mbenwieveloping home and school
cooperation to a more informative direction. Thegpés could be encouraged to talk with
their children more and to leaf through the studgks more often. More information could

be carried on the English exams the pupils takeehdtar instance, the exams could include a
written evaluation from the teacher and a pup#l-assessment so the parents could form an
overall impression of the pupil’s progress in thegkish language. The school’'s home page
was not among the main sources of information. Hanehe use of the Internet could be
increased to share information between home amb&dFor instance, there could be an on-

line notice board informing the parents of upcomexgms or essay dead-lines.
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8 CONCLUSION

Parents of secondary school pupils had a posititdeak on home and school cooperation in
English teaching. They agreed that it can imprdnepupil’s academic achievement and
English language learning, and that it could supbpisror her healthy growth and
development. However, they did not perceive codpegavith the English teacher as easy or
uncomplicated. There were not many contacts betwee&nglish teacher and parents in the
form of personal meetings, phone calls or e-maitgs can be due to the fact that the English
teacher had not initiated contacts with parentschvfor the most parents was the reason why
there had not been cooperation. A conclusion cbaldrawn that parents would be willing to
cooperate in English teaching if only the Englisacher expressed the interest to involve

parents of secondary school pupils.

There were many circumstances where parents pectbiyme and school cooperation. In
particular these were times when the pupil wasfathe threat of failing an English course
or was bullied. It was partly surprising that ireseng a child’s motivation or supporting him
or her when English grade was falling were not seenecessary situations for home and
school cooperation. Then again, problems relatetisipline in the English classes were of
parents’ interest, and they wished to know aboertnthThey emphasized the need for
cooperation when there were problems and diffiealtirhis could indicate that the teachers
do not need to operate on their own to solve allgtoblems in the classroom, but could gain

from the help of parents in helping the child temome these difficulties.

The most important sources of information were Ehgyjrades and the child. One could
think that this kind of information is not adequétegive parents multifaceted information on
the progress and development of a child’s Enghsigliage. Parents wished to receive more
information, mainly in the form of written messagk$ecame evident that parents were
mostly interested in the forms of cooperation ttatld be carried out at home, such as
observing the child doing English home work, legfthrough English study books or

discussing topics related to English language legrriCreating more opportunities and tasks
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that could enrich the English curriculum in coop@rawith homes could be a starting point

for future research.

The present study arouse some suggestions foefurgksearch. The topic of home and school
cooperation could be studied by approaching it feomore practical point of view, for
instance, by investigating what the parent ancchilel could do at home to

improve his or her motivation in English languagarhing. The role of parents in motivating
their child has been studied, and it appears b®at attitudes are reflected in the child. Thus,
it could be a source for improved academic achie@rdgrnm the English language. Moreover, a
study could be carried out to find out how the Estgturriculum could be designed in

cooperation with parents.
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APPENDIX 1 QUESTIONNAIRE

Arvoisa 9.-luokkalaisen huoltaja

Olen englanninopettajaopiskelija Jyvaskylan yliopistosta ja teen tutkielmaa englannin kielen
oppiaineeseen. Tutkielmani aihe on kodin ja koulun yhteisty6 ylakoulun englanninopetuk sessa.
Talla kyselylla kerdan tietoa siita, millaisia kokemuksia ja mielipiteita 9.-luokkalaisten huoltajilla on

tasta aiheesta.

Pian peruskoulunsa paattavan oppilaan huoltajana Sinulla on lahes kolmen vuoden kokemus
tutkimukseni aiheesta.

Toivon siis Sinun vastaavan mahdollisimman totuudenmukaisesti alla oleviin kysymyksiin ja laittavan

vastaukset takaisin koululle oheiseen kirjekuoreen suljettuna.

Jokainen palautettu vastaus on tutkimukselleni tarked!

Voit vastata nimettdmana. Vastaukset kasitellaan luottamuksellisesti.

Kerdan taytetyt kyselykaavakkeet takaisin oppilailta henkilékohtaisesti, joten koulun henkilékunnalla ei

ole mahdollisuutta tutustua niihin.

Kyselylomakkeet havitetaan tydn valmistuttua, eikd valmiissa tydssa mainita koulun nimea.

Vastaan mielellani lisékysymyksiin joko puhelimitse tai sdhkdpostilla.

Kiitos avustasi!

Ystavallisin terveisin Heidi Wass

p. 050-XXX XXXX healwass@cc.jyu.fi



Esitiedot 1
Vastaajaa koskevat tiedot

Ympyrdi sopivin vaihtoehto.

1. Olen 1 isa 2 aiti

2.Olenialtani 1 30-40v. 2 41-50
V.
3 51-60v. 4 61+ v.

3. Miké seuraavista vaihtoehdoista
vastaa parhaiten koulutustaustaasi?

1 peruskoulu/kansakoulu

2 lukio/oppikoulu

3 ammattikoulutus/opistoaste
4 ammattikorkea

5 yliopisto

4. Taméanhetkinen tyollisyystilanteesi

1 ansioty0ssa tai itsendinen
ammatinharjoittaja

2 ty6ton tai lomautettu

3 opiskelija

4 elékkeelld tai pitkaaikaisesti sairas
5 aitiys-/isyys-/ vanhempainlomalla
tyosta

6 hoitaa omaa kotitaloutta

7 muu, mika?

Esitiedot 2
Oppilasta koskevat tiedot

Ympyroi sopivin vaihtoehto. Kohdissa 3

ja 4 kirjoita vastauksesi viivalle.

1. Lapseni on 1 poika 2 tytto

2. Lapseni on 1 esikoinen 2
sisarussarjan keskella oleva lapsi 3
kuopus

3. Lapseni englannin arvosana
edellisessa jaksoarvostelussa

4. Lapseni englanninopettajien
lukumaara vuosiluokilla7-9
5. Lapseni jatko-opintosuunnitelma
ammattikoulu 2 lukio 3 muu

1

5. Kauanko olet opiskellut englantia
koulussa?

1 yli 10 vuotta

2 7-10 vuotta

3 3-7 vuotta

4 1-3 vuotta

5 alle vuoden

6 en ole opiskellut englantia

6. Millaiseksi arvioisit oman
englannintaitosi?

1 erinomainen
2 hyva

3 kohtuullinen
4 heikko

5 en osaa

7. Kuinka usein kaytat englantia?
(esim. puhut englantia tai kirjoitat
englanniksi)

1 péaivittain

2 viikoittain

3 kuukausittain

4 1-2 kertaa vuodessa

5 harvemmin kuin kerran vuodessa
6 en kayta englantia
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Teemakysymykset

Ympyroi sopivin vaihtoehto alla oleviin vaittdmiin. Vastatessasi pohdi kokemuksiasi koko lapsesi
ylaasteajalta, mutta vain englannin opetuksen kannalta.

1. Ylaasteen aikana

Jatkuvasti Usein Toisinaan Harvoin Ei koskaan

1. englanninopettaja on
ottanut minuun yhteytta 1 2 3 4 5
2. olen ottanut itse yhteytta
englanninopettajaan 1 2 3 4 5
3. olen seurannut
englanninléksyjen tekemista 1 2 3 4 5
4. olen selaillut englannin

oppikirjoja 1 2 3 4 5
5. olen keskustellut lapseni
kanssa englanninopiskelua
koskevista asioista 1 2 3 4 5
6. olen kéynyt seuraamassa
englannintuntia koululla 1 2 3 4 5
7. olen saanut positiivista
oppilaan englanninopiskelua
koskevaa palautetta 1 2 3 4 5

8. olen saanut tietoa englannin
opetuksen tavoitteista 1 2 3 4 5

9. olen saanut tietoa englannin
arviointiperusteista 1 2 3 4 5

10. olen saanut tietoa lapseni
edistymisesta englannissa 1 2 3 4 5

11. olen saanut tietoa lapseni
englannin arvosanoista 1 2 3 4 5

12. olen ollut yhteydessa

englanninopettajaan virka-ajan

ulkopuolella 1 2 3 4 5
(muulloin kuin arkisin 8-16)

2. Mielestani kodin ja koulun yhteistydé englanninop etuksessa..

Taysin samaa Samaa mieltd Eri mielté Taysin eri
mielta mielta

1. parantaa oppilaan

koulumenestysta

englannissa 1 2 3 4
2. tukee oppilaan

kasvua ja kehitysta 1 2 3 4
3. tukee oppilaan kielitaidon

kehittymista 1 2 3 4
4. tukee minua

kasvattajana 1 2 3 4
5. ontarkeda 1 2 3 4
6. on helppoa ja vaivatonta 1 2 3 4



3. Keneltd koet aloitteen kodin ja koulun yhteisty6 hon tulleen?

1 Englanninopettajalta 2 Itseltdni 3 Oppilaalta 4 Luokanvalvojalta 5 Yhteistyota ei ole ollut

4. Jos valitsit edellisen kysymyksen vaihtoehdon 5 eli yhteisty6ta ei ole ollut, kuinka paljon
seuraavat asiat ovat vaikuttaneet?
(ympyroi jokaisesta kohdasta 1-6 yksi numero.)

Erittéin paljon Paljon  Jonkin verran Ei lainkaan

1. ajanpuute 1 2 3 4
2. lapseni on sita vastaan 1 2 3 4
3. en néde yhteistytta

tarpeelliseksi 1 2 3 4

4. huonot kokemukset
englanninopettajan

kanssa toimimisesta 1 2 3 4
5. koen, etten voi

vaikuttaa asioihin 1 2 3 4
6. odotan aloitteen
tulevan opettajalta 1 2 3 4

7. muu, mika?

5. Kuinka tarkeina pidéat seuraavia tiedonléhteitd e _nglanninopetusta _koskevan tiedon
saamisessa? (ympyroi jokaisesta kohdasta 1-8 yksi numero)

Tarkea Melko tarkea Vain vahan tarkea Ei lainkaan tarkea

. Opettaja
. Lapseni
. Luokanvalvoja

. Koulun kotisivut

. Luokkatovereiden vanhemmat
Muut vanhemmat
Koenumerot

. Oppikirjat

. muu, mika?
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6. Mitd seuraavista yhteydenpitotavoista on kaytett  y lapsesi yldasteaikana englanninopetuksessa?
Ympyroi sopivin vaihtoehto 1-6.

sein toisinaan harvoin ei koskaan
5

jatkuvasti

c

. puhelinkeskustelu

. tekstiviesti

. kasinkirjoitettu viesti

. sahkoposti

. reissuvihko

. henkilékohtainen
tapaaminen

muu, mika?
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7. Kuinka tarpeelliseksi arvioit yhteistyon englann
tilanteissa?
Vastaa vain niihin kohtiin, jotka koskevat lapsesi yldasteaikana koettuja tilanteita. Voit jattdéa vastaamatta

Tarpeellista  Melko

1. arvosanassa on laskua

2. englanninkurssia
uhkaa hylkdaminen

3. opiskeluvaikeudet
englannin kielesséa

4. englanninlaksyjen
jatkuva laiminlyonti

5. koulunkayntia vaikeuttavat
yksityiselaman
ongelmat tai vastoinkaymiset

6. kayttaytymisvaikeudet
englannintunneilla

7. englannintunneilla saadut
rangaistukset

8. ristiriidat opettajan ja
oppilaan valilla

9. ristiriidat vanhemman ja
opettajan valilla

10.englannin opiskelumotivaation
parantaminen

11. koulukiusaamiseen puuttuminen

1

1

1

tarpeellista tarpeellista

2

tdhan kysymykseen, jos mitaan alla kuvatuista tilanteista ei ole ollut kohdallasi.

Vain vahan

3

inopettajan kanssa seuraavissa

Ei lainkaan
tarpeellista
4

89

8. Voisitko kuvailla lyhyesti, millainen olisi ihan netilanne kodin ja koulun yhteistyéssa
englanninopetuksen osalta?
9. Onko sinulla kommentteja, palautetta tai muuta |l  isattavaa?

Kiitos ajastasi! ©



APPENDIX 2 RESPONDENT DEMOGRAPHICS

Table 2 Respondents’ sex — number and percentage of cases

f %
Male 29 19,5
Female 120 80,5
Total 149 100,0

Table 3Respondents’ age — number, percentage and vatdmage of cases

f % Valid %
Valid 30-40 33 22,1 22,3
41-50 93 62,4 62,8
51-60 22 14,8 14,9
Total 148 99,3 100,0
Missing 1 0,7
Total 149 100,0

Table 4 Respondents’ educational background — number arakptage of cases

f %
Basic education 19 12,8
Upper secondary
school 16 10,7
Vocational school 82 55,0
Polytechnic 16 10,7
University 16 10,7

Total 149 100,0
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Table 5Respondents’ employment

f %
Employed or
self- 126 84,6
employed
Unemployed 12 8,1
Student 1 0,7
Retired or
on sick 4 2,7
leave
Stay-at-
home 4 2,7
Other 2 1,3
Total 149  100,0

Table 6 The extent of respondents’ English studies andigingroficiency

English skills
Excellent Good Fair Poor None Total
Years of >10 3 11 20 4 0 38
Eﬁ‘gﬁ;ﬂg 7-10 1 9 28 0 46
3-7 0 4 25 16 0 45
1-3 0 0 3 0 10
<1 0 0 0 1
0 0 0 0 4 4 8
Total 4 24 77 39 4 148

Correlation between the extent of parents’ Engdistilies and their English skills,
x2=106,244, p=0,000, df=20
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Table 7 Respondents’ use of English — number, percentaggsalid percentages of

cases
f % Valid %
Daily 7 4,7 4.8
Weekly 26 17,4 17,7
Monthly 36 24,2 24,5
1-2 times a year 42 28,2 28,6
Less than once a year 22 14,8 15,0
Never 14 9,4 9,5
Total 147 98,7 100,0
Missing 2 1.3
Total 149 100,0

Table 8 Pupils’ sex and rank among siblings - percentdgases

Sex, %
Boy Girl Total
Rank, First-born 20,1 28.2 48,3
%
Middle 4.7 10,1 14,8
Last-born 16,1 20,8 36,9
Total 40,9 59,1 100,0

! Correlation between pupil’s sex and rank amontirsjb, x2=938, p=0,626, df=2

Table 9 Number of English teachers — number, percentadevalid percentage of cases

f % __ Valid %

1,00 122 81,9 83,0
2,00 17 11,4 11,6
3,00 6 4,0 4,1
6,00 1 0,7 0,7
8,00 1 0,7 0,7
Total 147 98,7 100,0
Missing 2 13

Total 149 100,0




Table 10Pupils’ upper secondary schooling plans — numbdrercentage of cases

%

Valid

Vocational
General
Other
Total

40
87
22
149

26,8
58,4
14,8
100,0
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APPENDIX 3 CRONBACH’S ALPHAS

Note that a reliability coefficient oa70or higher is considered "acceptable” in most Social
Science research situations

Item Cronbach’s alpha

Parents’ opinions of home and school

cooperation in English teaching .810*
2.1,2.2,2.3,2.4,25and 2.6

The necessity of home and school

cooperation in English teaching .949*
71,72,73,74,75,76,7.7,7.8,
7.9,7.10and 7.11

Parents’ experiences of home and school

cooperation in English teaching .667
1.1,1.2,1.3,1.4,15,1.6,1.7,
1.8,1.9,1.10,1.11 and 1.12

Reasons for no cooperation 528
4.1,4.2,4.3,4.4,45and 4.6

Sources of information in English teaching .653
5.1,5.2,5.3,54,55,5.6,5.7and 5.8

Means of cooperation .697

6.1,6.2,6.3,6.4,6.5and 6.6

Excluded items: 3 (Party taking initiative) andi@e@al state of cooperation)



