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EESSONA

Kodu ja kooli temaatikat olen pohjalikumalt uurinud viimased kuus aastat. Lapsevanemad ja perekond on aga
olnud minu uurimisobjektiks juba varem, kui bakalaureuse- ja magistritdd raames uurisin pereliikmete — lapse-
vanemate ja laste — vaimse voimekuse eri aspekte. Perekondadega siivitsi tegelemisest jéi piisima huvi perekonna
kui omaette sotsiaalse liksuse vastu.

Oma igapdevatdoga seotult (lildhariduskooli dppe- ja arendusjuht) keskendusin véitekirjas lapsevanemate ja kooli
omavaheliste kokkupuutepunktide, iihise koostdo ja partnerluse uurimisele. Olles ise iiksteist aastat todtanud
(ja ka praegu aktiivselt tegutsev) klassijuhatajana iildhariduskoolis, on minu seos kodu ja kooli koostdo temaati-
kaga viga tihe. Uheks olulisemaks faktoriks antud teema valikul sai tihelepanek sellest, et koostdd lapsevanemate
ja kooli vahel ei toimi tinapdeva muutunud tingimustes efektiivselt. Sellest ajendatuna alustasin teoreetilise
materjali kogumist erinevate kooli ja kodu koost6o praktikate kohta. Kogutud materjalist kujunes kdesoleva véite-
kirja teoreetiline raamistik. Selle pdhjal koostasin Tallinna Ulikooli 1ibi viidud sihtfinantseeritava uurimisprojekti
“Kool kui arengukeskkond ja Opilase toimetulek” raames lapsevanematele moeldud kiisimustiku ldhtekohad, mis
koostdos prof. emer. Viive-Riina Ruusiga vormusid 16plikuks kiisimustikuks, millele rajaneb kdesoleva véitekirja
empiirika.

Viitekiri koosneb viiest kodu ja kooli koostdo erinevaid aspekte késitlevast artiklist ning nende artiklite analiiiitilisest
iilevaatest, mis toob vilja tildised teoreetilised 1dhtekohad, peamised tulemused ning uurimistulemustel pdhineva
diskussiooni.

Viitekirja valmimise eest sooviksin tdnada koiki uurimisprojekti liikmeid, kes aitasid kiisimustikke 1dbi viia,
lisaks Viive-Riina Ruusi, Ene-Silvia Sarve, Monica Sakki ja Loone Otsa ka koostdo eest artiklite kirjutamisel ning
samuti Linda Pallast, kes abistas andmete statistilisel todtlemisel. Eriline tdnu kuulub minu juhendajale, professor
Marika Veissonile, kelle innustav toetus on alati olnud tuntavalt minu korval.



SISSEJUHATUS

Muutused meie tdnapdeva iihiskonnas on mojutanud ka haridust. Erinevad arengud ja iileskerkinud prob-
leemid on ndidanud, et traditsioonilised mudelid koolis ei toimi enam efektiivselt, mistottu tuleb koolidel
leida uus tee ja uued ldhenemised ning seda ka kodu ja kooli koost6ds, mis on iiheks olulisemaks teguriks
soodsa Opikeskkonna kujunemisel, lapse arengu ja tema koolis toimetuleku toetamisel. Kiirete muutuste
ajastul aitaks arengut toetada terviklik ehk holistiline lihenemine. Oppeprotsessis tihendab terviklikkus
eelkdige erinevate iiksikelementide omavaheliste seoste tajumist ja arvestamist ning dppimist ndhakse kui
inimese erinevaid tunnetusvaldkondi hdlmavat transformatsiooni, milles on oluline pidev avatus uuen-
dustele ja muutustele ning kriitiline mdtlemine (Schreiner et al. 2005). Oppeprotsessi juhtimisel lihtutakse
nii kditumuslikust, afektiivsest (tunded) kui ka kognitiivsest (teadmised) aspektist (Cheng 1997; Pilli 2005).

Holistilise hariduse kontseptsiooni elemente on esinenud kdikidel ajastutel ning neid on vélja toonud erine-
vad autorid nagu Comenius, Pestalozzi, Montessori ja Dewey, kuid viimaste aastate jooksul on see tdusnud
eraldiseisvana teiste haridusfilosoofia suundade korvale (Schreiner 2005). Nii voib leida ka Eestis esinenud
hariduskontseptsioonides iihiseid elemente holismiga, néiteks H. Liimetsa siisteemse 1&henemise teoorias,
mis analiilisib nadhtusi terviklikkuses, hdlmates nende laiemaid taustsiisteeme. Samas on holistilises hari-
duses siisteemsust sageli vastandatud holistilisusele, ndhes siisteemset lahenemist kui iihte osa mehaani-
lisest hariduskasitusest (Pilli 2005). Siisteemne ldhenemine Eesti hariduses ning samuti viimastel aastatel
enamkasutatavad siisteemi- ja siisteemse motlemise teooriad on aga kantud kriitilise hariduskasituse pShi-
motetest, mistdttu on need késitletavad holistilise 1dhenemise osana, mis on oma olemuselt kriitilise hari-
duse jargmiseks sammuks.

Strukturaalselt tdhendab holistiline 1dhenemine kdikide osapoolte kaasamist, mis kodu ja kooli koost6o
tasandil holmab Opilasi, dpetajaid, kooli juhtkonda ja lapsevanemaid. Kdikide osapoolte kaasamine loob
dpilastele nii individuaalselt kui ka grupina vdimalikult soodsad vdimalused dppimiseks ja arenguks. Uha
enam on hakatud teadvustama lapsevanemate koolielus osalemise tdhtsust lapse arengus. Suurenenud huvi
kooli ja kodu suhte vastu on viimase aastakiimne iiks olulisemaid muutusi, mis on diskussiooni sellel
teemal laiendanud haridussiisteemi koikidele tasanditele: nii néiteks on koostddsuhte arendamist lastevane-
matega rohutatud Eesti sddstva arengu riiklikus strateegias “Sadstev Eesti 217 (Séastev... 2005), koostdd
téhtsust Eesti arengus iildiselt on rohutatud “Eesti inimarengu aruandes 2007” (Eesti... 2008) ning laiema
teavitustdd tulemusena on lapsevanemad omakorda hakanud enam tdhelepanu pddrama oma digustele
haridusvaldkonnas kaasarddkimiseks ja opivad uut rolli kooli partnerina.

Kéesoleva uuringu probleemiseade aluseks on jirgmine kiisimus: kuidas funktsioneerib kodu ja kooli koos-
t60 ning mida saavad kool ja lapsevanemad teha kooli-kodu koost66 arendamiseks?

Antud viéitekirja eesméargiks on anda hinnanguline {ilevaade kooli ja kodu koostodst Eestis, selle erinevatest
aspektidest (strukturaalsest, funktsionaalsest ja sotsiaalsest) ning tuua vélja koostd6 arendamise voimalusi.

Eesmiérgi saavutamiseks on seatud jargmised iilesanded:
1) Anda iilevaade kooli ja kodu koostodst tervikliku kasvatusprotsessi osana;
2) Anda hinnanguline iilevaade kooli ja kodu koostodst Eesti koolides lapsevanemate hinnangu pohjal
jargmistes aspektides (aluseks kiisimustik):
a. strukturaalne aspekt: kooli-kodu koost66 vormid
b. funktsionaalne aspekt: kooli ja kodu koost6d funktsioneerimine, selle efektiivsus lapsevanemate
hinnangul
c. sotsiaalne aspekt: kooli-kodu koost66 kui sotsiaalne kapital

Kéesoleva viitekirja aluseks olev uuring on osa laiaulatuslikust uuringust, milles kaasati nii dpilased, dpetajad
kui ka lapsevanemad ja koolijuhid. Antud vaitekiri keskendub lapsevanemate osale. Tegemist on kvantita-
tiivseid meetodeid kasutava iilevaateuuringuga, kus lastevanemate arusaamade ja hinnangute analiiiisi-
miseks koolielu erinevate aspektide osas kasutati kirjalikku kiisitlust, mis on esitatud t66 lisana.

Viitekiri koosneb viiest artiklist ja analiiiitilisest {ilevaatest, mis toob vilja artiklites esitatud {ildised teo-

reetilised ldhtekohad, peamised tulemused ning artiklites analiiiisitud uurimistulemustel pdhineva diskus-

siooni. Artiklid késitlevad erinevaid kodu ja kooli koost6d aspekte:

Artikkel L. Sisu: kasvatusprotsessi holistiline iseloom, vanemate ja dpetajate vaheline suhtlemine, lapse-
vanemate hinnang kooli véértustele, keskkonnale ja Opetajate professionaalsusele;

Artikkel 1. Sisu: kasvatuse ja hariduse seos demokraatiaga, demokraatia hindamise mudel hariduses,
erinevate huvigruppide véirtused, kodu-kooli koostodd takistavad tegurid,



Artikkel III. ~ Sisu: erinevad sotsiaalse kapitali teooriad ja vormid, nende seos kooli-kodu koostodga; ope-
tajate tiipoloogia ja koole iseloomustavad faktorid lapsevanemate hinnangu alusel;

Artikkel IV.  Sisu: jatkusuutliku arengu kontseptsioon, haridusmuutuste jatkusuutlikkuse hindamise kuue-
komponendiline mudel;

Artikkel V. Sisu: kodu ja kooli koost66 uue paradigma — partnerluse paradigma — pohipunktid ja uurimis-
tulemused antud punktidest ldhtuvalt.

Teoreetilised l1dhtekohad ja mdisted

Uuring, mille iiheks alaosaks on kdesolev uuring, ldhtub oma metodoloogilistes alustes K. Lewini (1975) 6ko-
loogilisest vaateviisist, mille kohaselt késitatakse indiviidi ja keskkonna suhteid vastastikku iiksteist moju-
tavaina (Bronfenbrenner 1986). Kooli kisitatakse kui dpilase arengukeskkonda, millega tal tuleb kohaneda.
Kooli vaadeldakse kui kogukonda (community), mida iseloomustab liikmete teatav psiihholoogilise heaolu
tase ja sotsiaalne kliima. Taustafaktoritena voetakse arvesse kooli fiiiisilise keskkonna moningaid para-
meetreid kooskdlas arengukeskkonna mitmetasandilise mudeliga (Bronfenbrenner 1986).

Termini “kooli ja kodu koostdd” (home-school cooperation) korval kasutatakse antud suhte kirjeldamisel
moisteid “kodu ja kooli partnerlus” (home-school partnership) ja “lapsevanemate osalemine” (parental
involvement). Kuigi tegemist on erinevate terminitega, on nende sisul iihine alus, mida vdiks sdnastada kui
toimivat suhet, mida iseloomustavad {ihine eesmérgitunnetus, vastastikune austus ja valmisolek labirdéki-
misteks (Godber 2002).

Perekonna all mdistetakse iihiselt koos elavate isikute kogumit. Perekond on esmane sotsiaalne ithendus
meie ithiskonnas. See esindab elutihtsat uue pdlvkonna arengu suunaja rolli ning kannab suurt vastutust
korrapérase lihiskonna funktsioneerimise eest ning samuti moraalsete véértuste loomise eest {ihiskonnas
(Don Edgar 1993). Perekond on esmane iiksus, kus laps omandab oma mdtted ja arusaamad ning seda v3ib
vaadelda kui isiku kompetentsuse ja heaolu arengu votit (Saarni 1999).

Holismi kisitletakse t60s kui ideoloogiat, mille kohaselt siisteemi kdiki koostisosi vaadeldakse iiksteisega
seotuina ning liksteist mdjutavaina. Tervik méératleb, kuidas selle osad toimivad voi kdituvad ning tervik
koosneb enamasti selle osade summast (Schreiner ef al. 2005). Suurem réhuasetus antud t60s on holismi
strukturaalsel aspektil.

Jatkusuutlikkust (sustainability) mdistetakse kui diinaamilist seisundit, milleni viib jatkusuutlik (nimetatud
ka “sddstev”) areng (sustainable development). Jatkusuutlikku arengut ndhakse sihiparaselt suunatud aren-
guna, mis taotleb tasakaalu ja iihise eksisteerimise jatkumist. Jatkusuutliku arengu teostumine eeldab
koikide osalemist tagavat poliitikat, sidusat juhtimiskorraldust, samuti vajalike hoiakute ja {ihiste vairtuste
kujundamist (Sdistev... 2005).



1. TEOREETILINE ULEVAADE KODU JA KOOLI KOOSTOO
ERINEVATEST ASPEKTIDEST

1.1. Kasvatusprotsessi terviklik olemus (Artikkel I)

Ténapideva hariduskeskkond on muutuvam ja ndudlikum vorreldes varasemaga: tehnoloogia, samuti majan-
dusliku ja poliitilise kliima kiire arengu tottu on hariduslikud eesmérgid muutunud keerukamaks, nduded
haridusele on kdrgemad, samas kui avalikkuse ootused haridusele on vasturdikivad. Koolid peavad toime
tulema mitmesuguste erinevate rollide ja funktsioonidega. See aga eeldab, et koolid arendavad end pidevalt
vastavalt uuenduste vajalikkusele muutuvas keskkonnas. Killustunud parandusabindude asemel vajame
kooli reorganiseerimiseks uut printsiipide kogumit — terviklikku ehk holistilist ldhenemist (artikkel I).
Poorates korraga tidhelepanu vaid {ihele uuendusele, jaetakse sageli arvestamata need joud, mis vddramatult
antud nihtusega kaasnevad ning vodivad soovitud tulemust kas vdhendada voi hoopis olematuks muuta
(Poindexter 2003). Seetdttu on arengu planeerimisel oluline arvestada kdikide protsessis osalevate pooltega
ning samuti erinevate liksikosade omavaheliste suhetega. Terviklik 1dhenemine voimaldab vaadelda prob-
leeme erinevatest aspektidest, luues selle kaudu vdimaluse ennetada uusi, tegeldavast kiisimusest vilja
kasvada vodivaid probleeme.

Tervikliku ehk holistilise kasvatusprotsessi kesksed seisukohad hdlmavad kolme pdhipunkti. Esiteks
vaadeldakse inimest ja teda imbritsevat keskkonda tervikuna, mitte osade summana. Sellest tulenevalt
lahtutakse arenguprotsessis nii inimese kaitumuslikust, afektiivsest kui ka kognitiivsest aspektist. Struktu-
raalselt hdlmab holism antud pShipunkti kohaselt kdikide arengu seisukohalt oluliste osapoolte kaasamist.
Teiseks holistlikku ldhenemist iseloomustavaks printsiibiks on, et ei usuta mitte teadmiste iilekandesse, vaid
personaalsesse tdhenduse loomisse, mis on mdjutatud inimese elukontekstist ja suhetest. Kolmandaks olu-
liseks holismi tunnusjooneks on, et teadmist késitletakse mitteldplikuna. Ratsionaalse korval véartustatakse
intuitiivset ja emotsionaalset (Pilli 2005).

Terviklik ehk holistiline 1dhenemisviis on mdtteviis, mis piiiiab hdlmata ja integreerida néhtuse erinevaid
kihte (Miller 2000). Antud mdtte edasikandmisel kooli dppeprotsessi struktuuri kirjeldamisele (Cheng
1997) saab koolis toimuva tegevuse siisteemi jaotada erinevateks osaluskihtideks: kooli juhtkonna-, opetaja-
Jja opilaskiht. Parema tulemuse saavutamiseks tuleks kindlasti kaasata ka neljas osapool, kes lapse arengu
seisukohalt on {iks olulisemaid — lapsevanem (Vincent 1996). Kdigi nelja osapoole omavahelisi suhteid on
kujutatud joonisel 1.
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Joonis 1. Seosed oppe- ja kasvatusprotsessi erinevate osapoolte vahel: kihtide siisteem (kohandatud
Cheng 1997)



Oppeprotsessi kihtide siisteemina (mitte iiksikute elementidena) néigemine aitab paremini tajuda terviklikku
pilti kogu protsessist. Selleks, et saavutada tegevuse maksimaalset efektiivsust, peaks dpetajakiht mdjutama
Opilaskihti tervikuna, mitte liksnes teatud iiksikut elementi kogu komplekssest siisteemist. Ehk teisisonu:
Opetajad peaksid mdjutama Opilasi nii kditumuslikust, afektiivsest ehk tunde- kui ka kognitiivsest aspektist
ja seda nii individuaalsel, grupi kui ka kooli tasandil. Kooli-kodu koostdds tuleb tervikliku 1dhenemise seisu-
kohalt arvestada nii lapsevanema ja lapse omavaheliste mdjutustega (individuaalne tasand) kui ka kindlasti

lapsevanemate osaluse, nende kaasamisega teistel tasanditel (grupp ja kool) (artikkel I).

1.1.1. Tervikliku lahenemise demokraatlik aspekt (Artikkel IT)

Demokraatiat kisitletakse traditsiooniliselt kui poliitikat, kus otsustamine toimub enamuse otsuse alusel
(Dahl et al. 2003; Lanning 2008; McCallum 2008). Laiemalt vaadatuna aga on demokraatial mitu liiki:
otsene ja kaudne demokraatia (selle tuntumad liigid on esindus- ja delegatiivne demokraatia), lisaks ka
toostus-, leppe-, elitistlik- ja osalusdemokraatia (Dahl et al. 2003). Osalus- ehk partitsipatoorses demok-
raatias voivad koik seotud ja huvitatud osapooled oma arvamust véljendada, mistSttu on see valitsusvorm
koige ldhedasem tervikliku ldhenemise pohimdttele. Antud demokraatiaga piilitakse kdrvaldada nii otsese
kui ka kaudse demokraatia iihte olulisemat puudust — vahemuste diskrimineerimist (Dahl et al. 2003).
Osalusdemokraatia ei taga kdikide osapoolte huvide saavutamist, kiill aga on koigil vdimalus kaasa radkida
olulisemate otsuste tegemisel ning nii omandatakse vOimalus oma seisukohti esitades teisi veenda nende
Oigsuses. Osalusdemokraatia kasutamise positiivne trend on olnud mérgatav alates kahekiimnenda sajandi
keskpaigast (Davis 1999; Leftwich 1996). Osalusdemokraatia on iiheks sobivamaks vormiks Oppivatele
kogukondadele ja organisatsioonidele.

Demokraatiate soltuvust haridusest rohutas Dewey juba 1916. aastal, viites, et ainult see haridus, mis ise
kannab endas demokraatlikke protsesse, saab tdeliselt teenida demokraatia edendamise eesmérki (Dewey
1966). Samas on erinevate maade hariduses, eriti otseses koolielus, tuntavalt valitsev autoritaarne/autorita-
tiivne dhkkond (Pshunder 2005), mida erinevate reformide kaudu suunatakse demokraatlikult Sppiva ja otsu-
seid vastuvdtva kogukonna moodustumise poole (Howard-Hamilton 1995). Demokraatlikule 1&henemisele
hariduses on primaarselt omane: usaldus, hoolivus, moraalsed otsustused ja tegevused, austus, osalus ja {ihine
vastutus (Landau, Gathercoal 2000; Beane 2002; Power, Power 1992). Antud omadusi peavad tunnustama ja
jargima koik seotud osapooled ehk huvigrupid. Oluline on antud protsessis see, et muutused ei tohi jadda iiks-
nes vilisteks — ministeeriumi voi teadlaste tasandile, vaid peavad tulenema kooli tasandilt (Darling-Hammond
et al. 1994).

1.2. Lapsevanemate osalus koolielus (Artikkel I)

Lapsevanemate osalemist on mitu uurijat nimetanud peamiseks jouks uues haridusstrateegias (Cassel
2003; Fantuzzo 1999; McNeal 1999). Samas aga tunnevad vanemad, kes seisavad silmitsi muutuva haridus-
ja opikeskkonna probleemidega, end ebakindlalt, mistdttu ei saa nad ka oma lapsi raskustes aidata. See seab
aga koolide ette lisaks laste harimisele ka lastevanemate koolituse iilesanded.

Lapsevanemate osalemine on mitmedimensiooniline mdiste, millest neli peamist on jargmised (Eddy
2004; Shepard, Carlson 2003):
= vanema-lapse dimensioon: lapsevanema ja lapse omavahelised vestlused koolist, koos dppimine;
= lapsevanema-Opetaja dimensioon: kooli igapdevastes tegevustes osalemine (koosolekute ja tundide
kiilastamine, vestlused Opetajatega);
= Japsevanema-kooli dimensioon: kooliarenduses osalemine;
= Jastevanemate organisatsiooni dimensioon: erinevates lastevanemate organisatsioonides osalemine.

Tugev koostoovorgustik kooli ja kodu vahel toetab soodsa Opikeskkonna kujunemist ning lapse iseloomu
arenemist. Mitu uuringut (Cordy, Wilson 2004; Hill, Craft 2003; McNeal 1999, Peraita, Pastor 2000) on
vaadelnud lapsevanemate osaluse médra suhet laste koolis toimetulekuga ning tulemused néitavad selget posi-
tiivset seost lapsevanemate osaluse suurenemise ja laste moraali, hoiakute ning Opitulemuste paranemise
vahel. Lapsevanema aktiivsuse tdus kooli-kodu partnerluses vihendab tunduvalt lapse koolist véljalangevuse
riski. Markimisvédrselt tugev on lastevanemate osaluse seos laste kditumuslike véljunditega (Sppeedukusega
on seos ndrgem) ehk mida aktiivsemad on lapsevanema suhted kooliga, seda viiksem on lapse destruktiivse
kéitumise tdendosus (Cordy, Wilson 2004).
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Samuti on leitud, et vanemate osaluse mdju laste akadeemilisele edukusele erineb lapse sotsiaalsest grupist
(nditeks perekonna struktuur) vdi sotsiaalsest staatusest sdltuvalt. Nii nditeks on tdheldatud vanemate
kaasamise ja laste akadeemilise edukuse vahelist negatiivset seost kdrge sotsiaal-majandusliku staatusega
laste puhul (Peraita, Pastor 2000) ja on ka uuringuid, kus lastevanemate osaluse ja lapse dppeedukuse vahel
ei ole markimisvaarset seost tiheldatud (McNeal 1999). Erinevused uurimistulemustes viitavad vajadusele
uurida lapsevanemate osaluse kvalitatiivset iseloomu ning ldheneda lapsevanemate osalemisele koolielus
kui sotsiaalsele kapitalile (McNeal 1999).

1.2.1. Lapsevanemate osalus kui sotsiaalne kapital (Artikkel III)

Sotsiaalne kapital on pShimdistena kasutusel mitmes eluvaldkonnas (organisatsioonikditumine, sotsioloogia,
majandus jm). Erinevate definitsioonide (Bourdieu 1986; Coleman 1994; Lin 2001; Perna, Titus 2005)
iildistusena késitletakse sotsiaalset kapitali kui eelist, mille inimene saab tdnu oma asukohale teatud suhete
vorgustikus.

Sotsiaalse kapitali mdiste algust seostatakse nii John Dewey nimega, kes viitas sellele oma teoses “School
and Society” 1900. aastal (Portes 1998) (kuigi otsest definitsiooni ei esitanud), aga samuti ka Jane Jacobsi
(Portes 1998) nimega 1960ndatel, kelle t66d juhtisid uurijate tdhelepanu inimest timbritseva suhtevorgus-
tiku olulisusele. Termini sotsiaalne kapital vottis esmakordselt kasutusele Pierre Bourdieu 1972. aastal
(Bourdieu 1986). James Coleman (1994), kes oma definitsiooni adapteeris Glenn Loury (1977) toddest,
omab kindlasti méarkimisvairset tdhtsust antud mdiste populariseerijana. Coleman néeb sotsiaalset kapitali
kui iihte kapitali vormi majandusliku ja inimkapitali korval. Majandusliku kapitali all mdistab ta perekonna
sissetulekut ning inimkapitali all vanemate haridust. Seega defineerib Coleman sotsiaalset kapitali selle funkt-
siooni kaudu ehk nédeb seda védirtuse allikana. Colemani teooria puhul on aga otseselt raske eristada sisu ja
funktsiooni ehk seda, mis sotsiaalne kapital on voi mida ta teeb (Portes 1998). Colemani jérgi on sotsiaalset
kapitali loovateks mehhanismideks suhete vorgustik, vastastikuse kasulikkuse kohustus, usaldus ja sotsiaalne
norm. Sotsiaalne kapital on neutraalne allikas, mis loob voimalused erinevateks tegevusmustriteks, kuid kasu
tihiskonnale/kogukonnale soltub siiski selle individuaalsest kasutamisest (Edwards, Foley 1998).

Bourdieu eristab oma teoses “The Forms of Capital” (1986) kolme erinevat kapitali vormi: majanduslik,
kultuuriline ja sotsiaalne kapital. Bourdieu definitsiooni kohaselt on sotsiaalne kapital vahendiks kas aktiiv-
sete vOi potentsiaalsete allikate juurde, mis on seotud vastastikusel tutvusel ja tunnustamisel pdhineva vorgus-
tikuga.

Robert Putnami (2004) definitsiooni aluseks on arusaam sotsiaalsest kapitalist kui kdikidest sotsiaalsetest
vorgustikest saadavast iihisvdértusest. Putnami kohaselt on sotsiaalne kapital votmeteguriks demokraatliku
stisteemi loomisel ja sdilitamisel. Ta nédeb sotsiaalset kapitali kui {liksikindiviidi ithiskonnaga siduvat elementi
ning seega tihtlasi ka {ihiskonna elujdulisuse ihe mdddikuna. Putnam viib sotsiaalse kapitali mdiste individu-
aalselt tasandilt laiemale — kollektiivi tasandile, tuues pShipunktidena vélja normid ja usalduse kui sotsiaalse
kapitali algallikad ning seades seega suhted koige aluseks.

Nan Lini (2001) sotsiaalse kapitali kontseptsioon ldhtub individualistlikumast vaatenurgast, nimetades seda
investeeringuks sotsiaalsetesse suhetesse Oigustatud vastutasu ootusega. Nan Lini ldhenemine moodustab
teatud mééral teiste mdistete aluse (Bourdieu, Coleman, Putnam, Eriksson).

Francis Fukuyama (1995, 2000) kirjeldab sotsiaalset kapitali kui teatud kindlate (ehk eriliste) mitteametlike
védrtuste ja normide kogumit, mida {ihe grupi litkmed jagavad ning mis vdimaldab neil edukalt koos eksis-
teerida ja tegutseda.

Vorreldes erinevaid ldhenemisviise kooli ja kodu koostdo aspektist, voib méarkimisvédrsetena vilja tuua
kolme uurija t66d: Coleman, Bourdieu ja Lin. Kuigi Colemani ja Bourdieu ldhenemised tunduvad sarnased,
on need oma aluselt teatud mééral siiski erinevad. Coleman réhutab sotsiaalse kapitali rolli normide, usalduse,
autoriteedi ja sotsiaalse kontrolli edastajana, mida inimene peab mdistma ning omaks v3tma, et olla {ihiskonnas
edukas. Haridusuuringutes on enam kasutusel Colemani ldhenemine, mis on laiem (vorreldes Bourdieuga) ning
loob seega uuringutele paremini opereeritava raamistiku. Coleman (1988) toob ka vilja viisid, kuidas lapse-
vanemate kaasamine kooliellu aitab luua sotsiaalset kapitali: selle aluseks on kahte tiiilipi suhteid — suhted vane-
mate ja lapse vahel ning lapse enda vanemate suhted teiste kooliga seotud vanematega.

Bourdieu (1986), kes uuris grupi liikkmete edukuse erinevusi, leidis, et sotsiaalse kapitali hulk, millest saab
laps kasu erinevate sotsiaalsete vorgustike ja suhete abil, soltub nii nende vorgustike suurusest kui ka
sellest hulgast majanduslikust, kultuurilisest ja sotsiaalsest kapitalist, mis on lapsel juba olemas. Bourdieu
néeb sotsiaalset kapitali kui mehhanismi, mida domineeriv klass kasutab oma positsiooni hoidmiseks (Lin
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2001). Bourdieu mdiste on seega kitsam kui Colemanil, sest haarab ainult individuaalse tasandi sotsiaalset
kapitali ning seetdttu ei saa seda késitleda kui universaalset ldhenemisviisi lapse arengut toetavate kooli ja
kodu suhete kirjeldamiseks.

Vottes aluseks Colemani ja Bourdieu t66d, arendas Lin (2001) sotsiaalse kapitali teooria, mis keskendub
nendele mehhanismidele ja protsessidele, mille kaudu omandab indiviid sotsiaalsetes vorgustikes asuvad
vahendid ja allikad. Lin oletab, et viikesed ja suletud vorgustikud ehk siis tugevad sidemed véivad neid
vahendeid tugevalt endas hoida, samas kui ndrgalt seotud vOrgustikus voib indiviid saavutada juurdepéésu
vahenditele, mida tugevate seostega vorgustik ei vdimaldaks. Ehk ndrgad seosed vorgustikus vdivad
moodustada “silla” teiste vorgustike juurde, milles sisalduv info ja vahendid vdivad indiviidi arengut enam
soodustada, kui tugevate seostega vorgustik (nditeks perekond voi ldhedaste soprade ring) (Lin 2001). Lin
viidab, et kuigi indiviidid loovad iildjuhul suhteid nendega, kellel on sarnased hoiakud, vaated ja sotsiaal-
majanduslik taust, siis ometi otsivad moned indiviidid suhteid ka nendega, kellel on teatud mééral “parem”
sotsiaalne staatus, selleks et saada lisaressursse ja kasu (Lin 2001; Perna, Titus 2005). Seega tuleks lapse
arengut toetava sotsiaalse kapitali puhul pidada silmas nii tugevate seostega vorgustikke — perekond, sdbrad
— kui ka norgemaid — lastevanemate iihendused ning lastevanemate suhted dpetajate ja juhtkonnaga.

1.2.1.1. Sotsiaalse kapitali vormid (Artikkel III)

Sotsiaalne kapital on multidimensionaalne nihtus. Putnam (2004) t6i oma téddes vilja kaks vormi: siduv sot-
siaalne kapital (bonding social capital) ja iihendav sotsiaalne kapital (bridging social capital). Woolcock
(2001), kes iihendas Colemani, Bourdieu, Putnami ja Lini 1dhtekohad, lisas neile kahele veel kolmanda sotsi-
aalse kapitali vormi: liilitav sotsiaalne kapital (linking social capital).

Esimene vorm — siduv sotsiaalne kapital — viitab homogeensetele suhetele 1dhedaste grupis: néiteks pere-
konnas lapsevanema, lapse ja tema ldhisugulaste suhted. Siduv sotsiaalne kapital pakub kuuluvustunnet,
rahuldades inimese olulised vajadused: kuuluvus- ja armastusvajaduse, emotsionaalse toetuse ning tunnus-
tuse vajaduse. Seega on see iihest kiiljest aluseks, kuid samas ka sdltuv perekonna vaimsest heaolust.
Terrion (2006) on oma uuringutest lahtuvalt vditnud, et kuuluvustunne on grupi moodustumise ja selle iiht-
suse arenemise seisukohalt médaravaima tahtsusega. Kuuluvustunne tekib aga omavaheliste suhete kaudu.

Uhendav sotsiaalne kapital hdlmab seoseid erinevate gruppide vahel: heterogeensed suhted kaugemate sdpra-
dega, suhted naabritega ja suhted teiste lapsevanematega. Woolcock (2001) rohutab iihendava sotsiaalse
kapitali horisontaalset iseloomu. Sellel tasandil loodud suhted jadvad viljapoole otsest suhtlusringi, kuid pShi-
nevad eelkdige mitmesugustel sarnasustel: demograafilised karakteristikud, sotsiaalmajanduslik staatus, usku-
mused ja vadrtused, elukogemus vai ka olemasolev sotsiaalne kapital.

Liilitav sotsiaalne kapital kujutab endast vertikaalset dimensiooni. Liilitav vorm on oluliseks lisavéartuseks
siduvale ja iihendavale sotsiaalsele kapitalile, voimaldades saada lisaressursse “sarnastest” vorgustikest
véljastpoolt (Terrion 2006). Siduv ja iihendav vorm pakuvad vdimalusi lastevanematel suhelda ja luua side-
meid teiste vanematega, saada uusi kontakte, kuid Zilitav sotsiaalne kapital vdimaldab perekondadel
juurdepdisu infole, nGuannetele ja vahenditele, mida eelnevad vormid ei taga — see aitab arendada seoseid
voimupositsioonil olevate vorgustikega.

Analiilisides antud vorme lahtuvalt kolmest eelvaadeldud pdhilisest sotsiaalsest teooriast — Colemanti,
Bourdieu ja Lini teooriast — voib tuua vélja jairgmised seosed: Colemani lihenemine tegeleb enam siduva
vormiga, sest pShineb tugevatel sidemetel. Lin rohutab mdlemat tiilipi suhete — nii tugevate kui ka norkade
— olulisust sotsiaalse kapitali kujunemises, mis on iihendava vormi pohisisuks. Bourdieu tegeleb vdimu ja
domineerimise kiisimustega, keskendudes vertikaalsetele suhetele ehk siis kirjeldab kolmanda vormi, /ilitava
sotsiaalse kapitali probleeme.

Coleman ja ta kolleegid on votnud kokku eri uuringud ning teinud jérelduse, et sotsiaalne kapital on lapse
akadeemilises edukuses otsustavaks determinandiks (McNeal 1999). Coleman viidab, et vanemate osalus
koolielus loob lapse koolituseks lisaressursi, mis mojutab eelkdige lapse kditumuslikku véljundit. Naiteks
lapsevanemad, kes vestlevad oma lapsega koolist ning osalevad tihedalt koolielus, edastavad alateadlikult
lapsele sonumi kooli ja hariduse tdhtsusest.
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1.3. Kodu ja kooli koostoo paradigma pohipunktid (Artikkel V)

Eesti piires on lapsevanema korge osaluse médraga koolide positiivseid nditeid suhteliselt vdhe. Erinevate
uuringute (Poliitikauuringute... 2005; Pohikoolist... 2003) tulemustes on kooli-kodu koostodd Eesti tasandil
hinnatud puudulikuks voi norgaks. Enamasti piirduvad suhted petajate ja lapsevanemate vahel probleemide
aruteluga. Lastevanemate viike kaasatus aga loob olukorra, kus arengut suunab vaid iiks pool, mistottu ei
saavutata terviklikkust — Oppet66 korralduse ja kvaliteedi kohta kéivad otsustused jéddvad vaid kooli hooleks
ning tulemuseks on ebaiihtlane edasijdudmine dpingutes, mille {iheks tdenduseks on viga suur klassikordajate
ja pdhikoolist véljalangenute arv (Poliitikauuringute... 2005).

Kodu ja kooli koostdo ei ole protsess, kus saab kindlate reeglite alusel tipselt miératleda, mis on edu tagavad
strateegiad ja meetodid. Iga laps on individuaalne ja nagu eelnevalt mainitud méngib iga lapse arengu juures
rolli teda Gimbritsev vorgustik oma erinevate mojuteguritega. Kodu ja kooli efektiivse koostdo aluseks on
partnerlussuhe. Partnerlus on mdiste, mida on réhutatud ka Eesti hariduse jatkusuutlikkuse tagamisel (Séds-
tev... 2005). Kodu ja kooli kui vdrdsete partnerite omavahelise t60 organiseerimisel saame rédkida pdhi-
punktidest, millest ldhtudes protsessi kulgu tihiselt juhitakse.

Peamised punktid kodu-kooli partnerluses (Carlisle et al. 2005; Driessen et al. 2005; Evertson, Weinstein
2006; Hutchinson 2007; Walker et al. 2005) (pikemalt on antud punktid lahti kirjutatud artiklis V):

1. Lapse ja perekonna tundmine: lapse arengu toetamiseks on Opetaja jaoks oluline tunda iga last ning
tema perekonda, et selgitada vélja nii lapse kui ka pere tugevad kiiljed ja nendest ldhtuvalt seada pShi-
lised fookused, mille alusel organiseerida koost6dd vanematega. Antud punkt on oluline tagamaks holist-
likku ldhenemist, mille kohaselt tuleb Opilase arengu toetamisel arvestada tema elukonteksti ja suhteid
(Pilli 2005).

2. Lapsevanemate ja Opetajate koostdd: selle pShipunkti aluseks on keskkonna loomine, kus koik pere-
konnad tunnetaksid oma vajalikkust — seda, et neid hinnatakse. Vanemate ja Opetaja suhted vdivad
muutuda voistlevaks ning vastanduvaks (Driessen et al. 2005), kui neid ei suunata otseselt partnerluse
ja empaatia eesmérgist kantuna.

3. Kooli-kodu koostodvormide varieerimine: Eesti koolides on mitu traditsioonilist koostoovormi (laste-
vanemate koosolekud ja lahtiste uste pdevad). Lapsekesksest ldhenemisest tulenevalt on sisse viidud
kohustuslikud arenguvestlused lapse ja tema vanema(te)ga, e-kooli rakendamine, samuti korraldatakse
koolides iihiseid iiritusi lapsevanematega ja tegutsevad lastevanemate organisatsioonid (millest peamiseks
on hoolekogu). Kooli-kodu koostéovormide puhul peab arvestama, et konkreetse perekonnaga toota-
miseks ei ole vdimalik ideaalselt sobivat mudelit ette anda, kiill aga voimaldab koostéévormide vari-
eerimine leida erinevatele peredele sobiv variant (Driessen et al. 2005; Evertson, Weinstein 2006).

4. Lapsevanemate ja kooli koostdd: siia alla kuulub lapsevanemate kaasamine kooli arendustodsse, mille
itheks eelduseks on vajalike eelteadmiste andmine ehk siis lapsevanemate koolitamine (Fager, Brewster
1999; Hutchinson 2007). Uha enam vanemaid on ténapdeval mdistnud oma osatihtsust nii lapse kui ka
kooli arengu seisukohalt ning soovivad aktiivselt osaleda olulisemate kooli arengut puudutavate kiisimuste
aruteludes, kuid mitte koik koolid ei ole selleks veel valmis (Lukk 2005). Uus sisechindamise siisteem on
siinkohal koolidele toeks, kuid kasu, mis koolid lapsevanematega koostdost saavad, sdltub suuresti koolist.

5. Usalduse loomine: héstitoimiva koostdd aluseks on iga partneri vajaduste ja védrtuste tunnistamine
(Eesti... 2008). Viirtustest 1dhtuva koost6o neli peamist elementi on jargmised (Carlisle et al. 2005):
vaadrtuste médratlemine, tihiste vadrtuste loomine, véartuste tasakaalustamine ja véirtuste uuendamine.
Uhendades need tuntud arengutsiiklit kirjeldava Demingi-ratta mudeliga, vdib usaldusel pdhineva koos-
t00 arengumudeli tuua vélja jargmiste pohipunktidena: méératlemine, siinergia, tasakaal ja uuendamine.

Kui vanemad mdistavad oma vdimalusi ja rolli, siis saavad nad ka efektiivselt aidata oma lastel Sppida.
Vajaliku muutuse sisu seisneb eelkdige selles, et vanemad ja dpetajad ei todtaks enam eraldi, vaid iihiselt
lapse arengu toetamiseks (Musti-Rao, Cartledge 2004). T66 lapsevanematega on iiheks olulisemaks tegu-
riks, mistottu tuleb sellele koostodvaldkonnale eraldi tahelepanu poorata.
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1.4. Muutuste jatkusuutlikkus koolis (Artikkel IV)

1.4.1. Jitkusuutliku arengu kontseptsioon hariduses

Jatkusuutliku arengu kontseptsioon pohineb suures osas elukestva dppe kontseptsioonil, mille iiheks karakte-
ristikuks on terviklik ehk holistiline 1dhenemine. Holistiline 1dhenemine on jitkusuutlikkuse oluliseks eeldu-
seks, kuna késitleb elukeskkonna erinevaid probleeme — nii majanduslikke, sotsiaalseid kui ka keskkonnakiisi-
musi — vastastikku sdltuvatena (ARIC 2000; Mandolini 2007).

Hariduse kvaliteet tdnapdeva maailmas on teatud miéral vastuoluline. Kui globaalselt rohutatakse iiha
enam jétkusuutlikku haridust, siis lokaalsel tasandil on rohuasetus peamiselt erinevate testide ja eksamite
libimisel ning viirtustatakse teadmisi, mis on olulised niiiidisaegse majanduse kontekstis. Uheks pdhjuseks
selles on ajafaktor ehk {iilepaisutatud programmid ei vdimalda tegeleda vdirtuskasvatusega, mis nduab
suhteliselt suurt ajalist ressurssi. Teisest kiiljest peavad Opetajad informatsiooni ja konkreetsete teadmiste-
oskuste omandamist peamiseks v3i domineerivaks eesmérgiks formaalhariduses (Quince 2006), samas kui
holism rohutab Sppimises pigem tdhenduse loomist, milles on oluline osa ka tunnetel ja ndeb haridust kui
toimetuleku ning edu vahendit (Pilli 2005). Kindlasti on teadmistel oma vajalik roll, kuid ainult teadmistele
keskendumine ei taga jatkusuutlikku arengut. Teadmiste korval on oluline koostdo, mille vajalikkust Eesti
arengu seisukohalt on rShutanud “Eesti inimarengu aruande 2007” peatoimetaja M. Heidmets (2008).

Kuigi haridussfadr on suhteliselt konservatiivne ala iihiskonnas, siis ometi allub ka haridus (kuigi vdib-olla
moningase viivitusega) laiematele paradigmaatilistele muutustele (Shallcross et al. 2006). Samas aga ei tuleks
muuta haridust, selleks et sobitada seda niilidisaegsesse maailma, vaid pigem muuta maailma véirtuste kaudu,
mis peituvad jétkusuutlikus hariduses (Quince 2006). Selliste muutuste ldbiviimine nduab aga laia vorgus-
tikku, kus to6tavad koos nii tihiskonna kolm sektorit — avaliku, &ri- ja kolmanda sektori esindajad — kui ka
formaalne, mitteformaalne ja vabaharidus (Sédstev... 2005). Jatkusuutlikus hariduses ndhaksegi dppimist
laiemalt kui formaalharidussiisteemis toimuva dpetamise tulemust — dppija vGtab vastutuse dppimaks oma
elukonteksti erinevatest kogemustest. Oppimine on kdikide inimeste vdimalus kohaneda kiiresti muutuva
maailmaga (Mandolini 2007; Pilli 2005).

Jatkusuutliku arengu kontseptsioon hdlmab endas nii eetilisi, moraalseid kui ka vaimseid tdhendusi, mis ndua-
vad muutusi nii hoiakutes, véartustes kui ka kéitumises, sest jatkusuutliku arengu edukus soltub individuaalsel
ja grupi tasandil tehtud otsustest oma kditumise kohta, mille aluseks on omakorda vairtuste siisteem (ARIC
2000; Mang 2005). Védrtuste muutumine on aga pikaajaline protsess, mis teostub nii formaal- kui ka mitte-
formaal- ning vabahariduse koostoimel.

1.4.2. Jitkusuutlike muutuste karakteristikud

Uuringud, milles on vaadeldud erinevate muutuste elluviimist hariduses, on keskendunud antud muutuste
rakendamise edukusele, kuid vihem on tdhelepanu pooratud nende muutuste jatkusuutlikkusele: karakteristi-
kutele ja faktoritele, mis toetavad muutuste piisimajaamist, nende jétkusuutlikkust (Sindelar ez al. 2006).

Uhendades haridusmuutuste piisivuse karakteristikud (Scherer 2006) ja jitkusuutliku arengu pdhimdtted
(ARIC 2000; McKeown 2002; UNESCO Education sector 2005) moodustub kuuest karakteristikust koosnev
mudel koolisiisteemis labiviidavate muutuste jatkusuutlikkuse hindamiseks (artikkel IV):

e Siigavus: vOtmesOna — vddrtused,

e Kestvus: votmesona — tasakaal;

e Oiglus: votmesdna — vastastikune soltuvus;

e  Mitmekesisus: votmesdna — vordoiguslikkus;,

e Jddvus: vOotmesOna — polvkondadevaheline side;

e Kapital: votmesdna — siinergia.

Siigavus. Opiprotsesside siigavus koolis. See hdlmab nii sisulist kui ka organisatsioonilist kiilge. Haridus-
reformi jitkusuutlikkuse tagamiseks peab keskenduma nii teadmiste omandamisele kui ka igapédevaelus
vajalike véairtuste kasvatamisele. Oluline on seejuures asjaolu, et vaid {ihest suurest kampaaniast antud
muutuste sisseviimisel ei piisa — pigem tuleb arvestada pikaajalise protsessiga, kus vdértused on pdimitud
igasse Opitavasse programmi, tegevusse ja kooli poliitikasse tervikuna (Mang 2005).
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Kestvus. Tasakaal on tiheks jatkusuutliku arengu votmesonaks. Jatkusuutlik areng on demokratiseeritud, det-
sentraliseeritud ja pluralistlik protsess, kus ressursside moodustumine peab olema tasakaalus nende jaotu-
misega / kasutamisega (Selby 2006). Peab olema saavutatud sobiv tasakaal soovitavate eesmérkide ja kasu-
tatavate vahendite ning ressursside vahel — ainult nii on vdimalik saavutada protsessi pikaajaline kestvus
(Wagner et al. 2006). Koikide huvigruppide koosto aitab saavutada tasakaalu eesmérkide saavutamisel ning
suurendab iihist arusaamist, mis omakorda toetab muutuse kestvust (Szilagyi, Szesci 2005; Smith 2006).

Oiglus. Vastastikune soltuvus. Iga tiksikindiviid on osa suurest siisteemist. Sarnaselt on ka iga kool haridus-
siisteemis seotud teiste koolidega, mistdttu peab arvestama, et {ihes koolis toimuvatel muutustel on parata-
matult moju teistele temaga seotud koolidele ning seepérast peab muudatusi tehes jdlgima, et uuendused siis-
teemi iihes osas ei kahjustaks teisi osi (jalgitaks digluse printsiipi).

Mitmekesisus. Muutuste jatkusuutlikkust toetab mitmesuguste erinevuste iihendamisest maksimaalse posi-
tiivse moju véljatoomine, mis aga eeldab kdikide protsessis osalevate huvigruppide vordsete diguste ning
samuti vordsete voimaluste tunnustamist (Hudson 2005).

Jadvus. Pdlvkondadevahelised seosed on olulised jatkusuutlike muutuste tagamisel. Need seosed kannavad
endas mentorluse rolli (Shallcross et al. 2006). Meie tegevused tdna moodustavad aluse homsetele muutustele.
Ulalpool kirjeldatud vastastikune sdltuvus omab nii horisontaalset dimensiooni — koolidevahelise sdltuvuse
karakteristikut — kui ka vertikaalset ehk see eksisteerib nii ajas kui ka ruumis (ARIC 2000).

Kapital. Kapital kui kooli jatkusuutlike muutuste karakteristik holmab endas kdikide huvigruppide koostdost
tulenevat siinergiat (Hudson 2005) ehk kui kdik osapooled ithendavad oma ressursid ehk kapitali, siis on tule-
museks midagi enamat kui sisestatud kapitalide summa (Juniper, Moore 2002; Shallcross et al. 2006).

Kodu ja kooli koostdd efektiivsemaks muutmine on protsess, mille juhtimisel tuleb ldhtuda jatkusuutlikkuse
pohimottest. Muudatused hariduse valdkonnas ei toimu (ega ka pea toimuma) kiiresti: hariduse konserva-
tiivsus tagab iihtlasi ka selle stabiilsuse, mistdttu tuleb kavandatavad sammud hoolikalt planeerida ning viia
ellu eesmérgiga luua elujduline ja jitkusuutlik siisteem. Iga koolikogukond on omanéoline, samuti selle
Opilased ja nende vanemad, ning seetdttu ei saa esitada konkreetset, kdikidele sobivat kooli ja kodu koost6o
mudelit, mis toimiks efektiivselt iga kooli puhul. Pigem on vajalik tutvustada eri mudeleid ja pohipunkte,
mis juhatavad kitte suuna vajalike muudatuste elluviimiseks.
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2. EMPIIRILINE UURIMUS KODU JA KOOLI KOOSTOOST

2.1. Uurimuse metoodika kirjeldus

Uuringus kasutatud andmed on kogutud TLU kasvatusteaduskonna sihtfinantseeritava teadusteema “Kool
kui arengukeskkond ja Opilase toimetulek™ (registreerimise kood 0132495s03) osana. Projekti {ildeesmérgiks
oli vilja selgitada, kuidas tunnevad Opilased end koolis, millised asjaolud mojutavad Opilaste toimetulekut ja
viljalangevust koolis.

Uurimus viidi 1dbi 2004.—2007. aastal. Uurimuse puhul oli tegemist iilevaateuuringuga, meetodiks kiisitlus.
Uuringusse kaasati koik huvigrupid: opilased, opetajad, koolijuhid ja lapsevanemad. Uurimisproblemaatika
seisukohalt moodustas keskse osa kiisimustik Opilastele — uuriti 7., 9., ja 11.—12. klassi Opilasi, seejirel
nende vanemaid ning nende koolide dpetajaid ja koolijuhte, kus uuritavad lapsed dppisid. Huvigruppidele
suunatud kiisimustike sisuline koostamine toimus individuaalselt erinevate uurijate poolt (kdesoleva t66
autor vastutas lapsevanemate kiisimustiku koostamise eest), millele jargnes kiisimuste vormiline iihtlusta-
mine projektimeeskonna poolt. Erinevatele huvigruppidele suunatud kiisimustikud sisaldasid nii iihtseid
temaatilisi plokke (hinnang koolile kui organisatsioonile ja Opetajate tegevusele; suhted erinevatel tasan-
ditel) kui ka spetsiifilisi, ainult antud huvigrupile suunatud kiisimuste gruppe.

Kéesolevas to0s analiilisitakse lapsevanemate kiisimustiku abil saadud tulemusi. Kiisimustik lapsevanemale
koosnes 49 kiisimusest (lisa 1), mis hdlmasid jargmisi teemaplokke (aluseks nende uurijate t66d: Cassel
2003; Gullatt, Lemoine 1997; Hill, Craft 2003; McNeal 1999; Peraita, Pastor 2000): 1) lastevanemate
iildine hinnang koolile: usaldus, kodu-kooli suhe, hinnang otsustusdigusele koolis; 2) kooli-kodu koost66-
vormid; 3) raskused ja takistused kooliga suhtlemisel; 4) kooli vaimsus; 5) kooli iseloomustavad karakte-
ristikud; 6) lastevanemate hinnang Spetajatele; 7) lapsevanema ja lapse suhted; 8) lapse turvalisus; 9) pere-
konna karakteristikud; 10) vastaja tildandmed.

Lapsevanemate kiisimustiku teemaplokke on analiilisinud erinevad projektiga seotud uurijad. Kdesolevas
viitekirjas keskendutakse kodu-kooli aspektidele jargmiste kiisimuste alusel (lisa 1):

= Strukturaalne aspekt: kiisimused 7, 8;

= Funktsionaalne aspekt: kiisimused 1-6, 9-12, 14, 16-19, 23;

= Sotsiaalne aspekt: kiisimused 1-4, 6, 1011, 14-16, 18-19, 24, 33, 35-36.

Uuringu valim koostati pohimdttel, et selles oleks proportsionaalselt esindatud 1) erineva dppeedukusega
koolid viimase viie aasta riigieksamite tulemuste alusel; 2) maa- ja linnakoolid, 3) eesti ja vene Oppe-
keelega koolid. Kokku osales lébiviidud uuringus 65 kooli, mis moodustab 10% Eesti koolidest. Erinevate
huvigruppide 16ikes oli osalejate arv jargmine: 3838 Opilast, kelle vanematele jagatud kiisimustikest tagas-
tati tdidetult 2048 (mis on aluseks antud t60s esitatud uurimistulemustele), lisaks osales uuringus 120 kooli-
juhtkonna esindajat (direktor, dppealajuhataja) ja 624 dpetajat. Kiisitluste ldbiviimisel osalesid kdik uurimis-
grupi litkkmed.

Andmete analiiiisil moodustasid uuritud grupid eraldi tervikud, ei kasutatud {iks iihele vastavusse viimist.
Uuringu tulemustes on teatud teemade puhul vordlevalt voi paralleelselt analiiiisitud erinevatele huvi-
gruppidele suunatud kiisitluste tulemusi, mille on vilja toonud uurimisgruppi kuulunud teised uurijad
(nditeks kdikide uuritud gruppide — Opilased, lapsevanemad, Opetajad ja koolijuhid — vordlus artiklis II,
vanemate ja laste kiisitluste tulemuste analiiiis ning vordlus artiklites III ja IV).

Andmete statistilisel tootlusel koostati enamasti koondtunnused, mille aluseks oli faktoranaliiiis. Koond-
tunnuste puhul ldhtuti ndudest, et Cronbachi alpha viartus oleks vihemalt 0,60. Lisaks kasutati klaster-
analiilisi grupeerimisel, samuti ANOVA-t (one-way) gruppidevaheliste erinevuste véljaselgitamisel ning
f- ja t-testi keskmiste ja dispersiooni vordlustel. Erinevate tunnuste vaheliste seoste mudeli véljatoota-
miseks kasutati regressioonanaliiiisi.

Andmete to6tluseks kasutati programme SPSS for Windows Version 10.0 (andmete sisestusvormid ja ana-
litlis) ning Microsoft Excel 2000 (analiiiisi tulemuste graafiline esitamine).
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2.1.1. Valimi iseloomustus

Uuringus osalenud 2048 lapsevanemast moodustasid 88% naised ja 12% mehed. Vastajate keskmiseks
vanuseks oli 42 aastat (min 19 aastat, max 82 aastat). Kiisimustikule ei vastanud ainult emad-isad, vastajate
hulgas oli ka vanavanemaid, kasuvanemaid jt lapse hooldajana mééaratletud isikuid, mis selgitab ka vanuse
minimaal- ja maksimaalvéartusi.

Perekonnaseisu alusel moodustasid suurema grupi abielus olevad vastajad (65%), neile jargnesid lahutatud
(13,9%) ja vabaabielus elavad lapsevanemad (11,5%) ning viimased kaks gruppi olid vallalised, 4,9% ja
lesed, 4,7%.

Haridustaseme osas eristusid tugevamalt kaks gruppi: keskeri ja korgharidusega vastajate grupid (joonis 2),
protsendid vastavalt 33,7% ja 31,3%. Jargmise suurema grupi moodustasid keskharidusega vastajad: 17,0%
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Joonis 2. Valimi jaotuvus haridustaseme alusel

Jargnevalt on esitatud uuringu tulemused kodu-kooli koostd6 paradigma pShipunktidest ldhtuvalt (vt punkt
1.3): lapse ja perekonna tundmine, lapsevanemate ja dOpetajate koostdo, kodu ja kooli koostédvormid, lapse-
vanemad ja kool partneritena. Viiendat — usalduse pohipunkti — kisitletakse eraldi vastavates alapunktides,
millega nad on seotud ning pikemalt diskussiooni osas. Eraldi punktina on esitatud kodu ja kooli koost66d
takistavad tegurid. Teatud alapunktides on toodud vordlusi antud uurimisteema raames teistele huvigrup-
pidele suunatud kiisimustikest saadud tulemustega.

2.2. Uuringu tulemused kodu ja kooli koosto6 pohipunktidest Lihtuvalt

2.2.1. Lapse ja perekonna tundmine

Lapse arengut toetavate Opetajate jaoks on oluline tunda iga last ning tema perekonda, et selgitada nii lapse
kui ka pere tugevad kiiljed. Nendest ldhtuvalt saab seada pohilised fookused, mille alusel organiseerida

vanemate kaasamist kooliellu.

Vanemate hinnang hoolivuse tasemele perekonnas (artikkel III ja vdide “Meie peres hoolitakse tiksteisest’)
néitas, et pisut enam kui pooled (59,9%) olid antud viitega téiesti ndus, 33,4% pigem ndus, 6,7% ei olnud
voi pigem ei olnud ndus. Vorreldes vanemate ja laste arvamust hoolivuse tasemest perekonnas (joonis 3),
ilmnes statistiliselt oluline erinevus (p=0.000). Lapsed hindasid hoolivuse taset vorreldes vanematega mada-
lamaks. Enam kui 20% lastest véitsid, et “ei ndustu”/*pigem ei ndustu” véitega, et perekonnas hoolitakse iiks-
teisest. Uheks pdhjuseks antud asjaolule vdivad olla ka probleemsed suhted teismeeas ddede-vendade vahel
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(kuna wuuriti 7., 9. ja 11. klasside Opilasi, siis moodustasid enamuse teismelised), kuid 16plikke pShjusi
antud uuringu metoodika pohjal vilja tuua ei saa (vaja oleks tidiendavaid kvalitatiivseid uuringuid). Samas
aga tuleks antud probleemile siiski tdhelepanu podrata, kui vihem kui pooled lastest saavad sellele vastata
tdieliku ndustumisega.

%

m lapsevanem

MW laps

eiole Uldse pigem ei pigem  taiesti ndus
nous ole ndus néus

Joonis 3. Vanemate ja laste hinnangu vordlus hoolivusele perekonnas

Lastest viitsid 9,5%, et nad on hiljuti kogenud kodus végivalda, samas kui 5,1% vanematest arvas, et nende
laps vois seda olla kogenud (statistiline erinevus p=0.008).

Uuringus analiiiisiti erinevaid laste eluga seotud aspekte, mille pérast vanemad muret tunnevad. Tulemused
(artikkel V) nditasid, et 18,6% vanematest muretsevad suhete parast perekonnas. Vene dppekeelega koolide
vanemate ja pealinna vanemate puhul oli see néitaja veelgi kdrgem (vastavalt 36% ja 23,5%), vorreldes
maapiirkondades elavate peredega (13%).

Kommunikatsioonil ehk suhtlemisel on mééarav roll sotsiaalse kapitali tootmisel (Terrion 2006). Lapsevane-
mate ja laste arvamused mitmes kooliga seotud kiisimuses (artikkel III) (uute meetodite ja tehnikate kasuta-
mine koolis; auvdirsete traditsioonide olemasolu koolis; koolil on aegunud vaated; koolil on kindlad ees-
margid ja strateegia, kuidas neid saavutada) erinesid statistiliselt olulisel mdiral (p<0.01). Markimisvaarsed
erinevused olid kooli eesmérkide ja uute dppemeetodite ja -tehnikate kasutamises. Enamik vanematest
(82,6%) arvavad, et koolil, kus nende laps dpib, on selged sihid ja kindel eesmirk, mille poole suundutakse
ning samuti strateegia eesmargi saavutamiseks. Laste puhul oli see nditaja 71,7%. Sama suund esines ka
uute dppemeetodite ja -tehnikate kasutamise puhul koolis (selle viitega ndustus 67,2% vanematest ja ainult
42,6%). Sellised erinevused on iitheks mirgiks asjaolust, et kooli ja hariduse kiisimustes iildisemalt on
kommunikatsioon vanemate ja laste vahel vdhene.

2.2.2. Lapsevanemate ja opetajate koostoo

Opetajate ja lapsevanemate koostoo iiheks olulisemaks karakteristikuks on aeg, mida koostdd jaoks on voima-
lik kasutada. Uuringus kiisiti vanematelt, kas nende hinnangu kohaselt on Opetajatel nende jaoks aega.
Suurem osa vastanutest (62%) maérkis, et Opetajad leiavad aega ka lapsevanemaga tegelemiseks, kuigi ainult
8% viitis, et Opetajatel on vanema jaoks piisavalt acga. Samas aga oli 38% neid, kelle arvamuse kohaselt ei
j44 Opetajatel lapsevanemate jaoks aega.

Opetajate ja lastevanemate vaheline kommunikatsioon on kodu-kooli koostod votme-elemendiks. Samas
aga ei vasta Opetajate pakutu alati lastevanemate ootustele. Vorreldes teemade pingeridu, millest lapsevane-
mad tahaksid dpetajatega vestelda ning millest dpetajad tegelikult rddgivad, siis on mérgata selget erinevust
(tabel 1).
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Tabel 1. Vestlusteemad lapsevanema ja dpetaja/klassijuhataja vahel

Lapsevanemate soov Tegelik olukord
1. Laste turvalisus 1. Laste hinded
2. Laste areng ja tulevik 2. Laste kditumine ja moraal
3. Laste hinded 3. Konkreetsed pahandused
4. Laste tervis ja toit 4. Laste turvalisus
5. Laste kditumine ja moraal 5. Laste tervis ja toit
6. Koolikiusamine 6. Laste areng ja tulevik
7. Lastevaheline soprus 7. Koolikiusamine
8. Konkreetsed pahandused 8. Lastevaheline soprus
9. Oppevahendid 9. Klassi- ja kooliviline tegevus
10. Klassi- ja kooliviline tegevus 10. Oppevahendid
11. Kooli arengukava 11. Kooli arengukava
12. Muutused koolikorralduses 12. Muutused koolikorralduses
13. Kooli remont 13. Kooli remont
14. Transport 14. Transport

Lapsevanemad ootavad enam vestlusi dpilase arengu, tuleviku ja turvalisuse teemal, samas kui dpetajad
keskenduvad eelkdige hinnetele ja Opilase kditumuslikele vdljunditele. Kooli arengukavaga seotud vestlusi,
milles arutletaks ka kooli eesmérkide ja iildiste sihtide iile, ei peeta eriti sageli — statistilist erinevust erinevate
piirkondade koolide hulgas ei esinenud. Statistiliselt oluline erinevus (p<.001) esines antud teema olulisuse
osas, kus Tallinna koolide lapsevanemad pidasid seda teemat tunduvalt olulisemaks: 31,1% arvas, et see on
véga oluline, samas kui linna- ja maakoolide lapsevanemate néitajad olid jargmised: 18,8% ja 17,5%.

Vorreldes kdrgema ja madalama dppeedukusega koolide erinevusi, ilmnes statistiliselt oluline erinevus
vestlusteemade sageduse niitajates: korgema Sppeedukusega koolides vesteldakse sagedamini Spilase aren-
gut ja tulevikku puudutavatel ning samuti kooli arengukava teemadel. Madalama Sppeedukusega koolides
vesteldi enam Opilase hinnetest ja kditumisest ning konkreetsetest pahandustest (artikkel I).

Lastevanemate hinnangud Opetajate kohta grupeeriti klasteranaliiiisi abil. Moodustus neli klastrit (artikkel IIT):

1) Lapse arengu toetaja (42,6%): selle grupi moodustavad dpetajad, kes tunnevad huvi lapse kdekéigu vastu,
jélgivad Opilast siistemaatiliselt ning nad kasutavad hindamist eeskitt lapse Oppimise ja arengu toeta-
miseks. Need dpetajad suudavad luua tunnis positiivse kliima.

2) Positiivselt range dpetaja (32.5%): need on dpetajad, kes suudavad tunnis korda hoida, hindavad digla-
selt ning on piisavalt ndudlikud.

3) Ainele orienteeritud dpetaja (10,5%): need on dpetajad, kes valdavad hidsti oma ainet ning suudavad
Opilasi histi eksamiteks ja tasemetdddeks ette valmistada.

4) Karm voistleja (14.4%): selline dpetaja ndeb peamise Oppe- ja kasvatusprotsessi mojutajana karistust; ta
ei aktsepteeri keskmisest erinevat dpilast ning arengu aluseks peab ta eelkdige voistlust ja konkurentsi.

Kahte esimest vilja toodud Opetajatiiiipi voib nimetada dpilasele orienteeritud 6petajateks: need on peda-
googid, kes loovad sellise kliima, kus lastel on voimalik ja nad ka soovivad dppida; nende Opetajate jaoks on
oluline laste targemaks saamine, nende arenemine; nad oskavad mérgata laste probleeme ning neile adekvaat-
selt reageerida. Viimased kaks Opetajatiilipi on enam ainekeskse lihenemisviisiga dpetajad, s.o dpetajad,
kes keskenduvad enam ainele ja teadmistele kui Gpilasele ja tema arengule.

2.2.3. Kodu ja kooli koostodovormid

Antud uuringus vaadeldi jargmiseid koost6o vorme: lastevanemate koosolekud (eraldi ja koos lastega),
arenguvestlused Opetajaga vanema ja lapse osavdtul, avatud uste pdevad, Opilaste, Opetajate ja lastevane-
mate Tihised véljasdidud ning lastevanemate tihenduses osalemine (artikkel I ja V). Kdiki neid vorme uuriti
kahest aspektist: sagedus ja sobivus vanemate hinnangu kohaselt. Sageduses oli ette antud skaala: mitte
kunagi, kord aastas, moni kord aastas, vihemalt kord veerandis.

Kodige enam levinud koostoovormiks on lastevanemate koosolekud (lisa 2), mida korraldatakse tildjuhul moni
kord aastas. Teistest vormidest on koolides kasutusel arenguvestlused kas ainult koos vanemaga voi koos
vanema ja lapsega ning avatud uste pdevad, kuigi viimaseid korraldatakse siiski viga véhestes koolides.
Vorreldes koostodvormide esinemissagedust vanemate hinnangul nende vajalikkuse ja sobivusega (lisa 2),
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selgus, et lapsevanemad oleks huvitatud kdikide nende vormide kasutamisest vihemalt kord aastas. Kdige
enam sooviti ikkagi lastevanemate koosolekuid, sellele jérgnesid arenguvestlused koos lastega ja avatud
uste pdevad ning viimastena mirgiti lastevanemate ithenduses osalemist ning iihiseid véljasdite. Seega on
Eesti hariduses iildlevinud ainult iiks kodu ja kooli koostodvorm — lastevanemate koosolekud, samas aga on
lastevanemate osaluse mair korgem koolides, kus kooli ja kodu koostoovormide variatiivsus on suurem
(artikkel I). Traditsioonilised vormid (lastevanemate koosolekud; lahtiste uste pdevad) nduavad edasiaren-
damist (voimalusel tuleks kaasata Opilasi tihistesse aruteludesse) ning lisama peaks kindlasti uusi.

2.2.4. Lapsevanemate hinnang koolile ja koostoole

Kooli ja kodu koostdo iiheks aluseks on vanemate positiivne suhtumine kooli, usaldus ning rahulolu kooli
sammudega lapsevanemate kaasamisel tdhtsamate otsuste tegemisse.

Lastevanemate hinnangute koondtulemustest arvutati keskmised, mille tulemused olid jargmised (keskmised
hinnangud skaalal 1-6):

e Rahulolu kooli-kodu suhtega: 3,81

e Usaldus: 4,35

e Rahulolu otsustusdigusega: 3,1

e Rahulolu koost66 sagedusega: 3,71

e Uldhinnang: 4,15

Antud uuringus selgus, et lapsevanemad on rahul kooli-kodu suhtega (artikkel I1): keskmine hinnang 3,81
(skaalal 1-6) ning nad usaldavad Opetajaid: keskmine hinnang 4,35 (skaalal 1-6). Dispersiooni niitajate
(vastavalt 1,25 ja 1,39) ning skaala miinimum- ja maksimumvéaértuste olemasolu (ehk mdlemal juhul esines
hinnangutes nii 1 kui ka 6) alusel voib tdheldada siiski teatud arvamuste kdikumist antud kiisimuses.

Kodige madalamalt hinnati lastevanemate otsustusdigust: keskmine hinnang 3,1 (skaalal 1-6) ning selles
kiisimuses varieerusid lapsevanemate arvamused ka kdige enam (dispersioon 2,39) (artikkel I ja II). Samas
aga leidsid vastanud, et lapsevanematel peaks siiski olema vdimalus kooli arengu seisukohalt oluliste kiisi-
muste otsustamisel kaasa radkida ja seda nii kooli, omavalitsuse kui ka riigi tasandil (joonis 4).

1%

B «itohiks kooliasjades
Uldse kaasa raakida

[ | peaks minema kooli, kui
kutsutakse, ja tegema,
mida palutakse

4l peaks oluliste otsuste
langetamisel koolis
kaasa raakima

[ | peaks hariduskus.
kaasa raakima nii
koolis, omav.kui
ka riigis

Joonis 4. Vastanute hinnang lastevanemate otsustusdigusele

Kooli ja kodu koostdd sagedus on samuti {iks néditajatest, mis oli lastevanemate hinnangul keskmine: 3,71
(skaalal 1-6).

Ankeedis kiisiti ka lastevanemate iildist hinnangut koolile, kus tuli kdiki tahke silmas pidades anda hinnang
6 palli siisteemis “vdga kehvast” kuni “suurepéraseni”. Lastevanemate iildine hinnang oli viga korge:
75% vastanutest hindas kooli 4-st kuni 6-ni, keskmine oli 4,15.

Missugused aga on need olulisemad hinnanguindeksid, mis méiédravad dra lastevanemate iildise hinnangu
koolile? Selleks viidi 14bi regressioonanaliiiis (lisa 3), kuhu valiti lisaks eespool késitletud tunnustele ka
lapse suhet kooliga véljendavad tunnused, millel oli statistiliselt oluline seos lastevanemate koolile antava

20



iildhinnanguga (lapse soov kooli minna; lapse hinnang koolile: kas see on koht, kus tal on igav voi mitte?).
Analiiiisi tulemusena valmis jargmine regressioonimudel:
y=2487+ 0,274x, + 0,146x,— 0,145x3 + 0,063x4— 0,109x5 + 0,05101x,

ehk lahti kirjutatuna:

vanemate iildine hinnang koolile = 2,487 + 0,274*usaldus opetajate suhtes + 0,146*hinnang kooli-kodu
suhtele — 0,145 *lapse soov kooli minna + 0,063 *rahulolu koostéo sagedusega — 0,1099*hinnang kooli iga-
vusele lapse arvamuse jérgi + 0,05101 *hinnang lapsevanema otsustuséigusele koolis

Regressioonimudelist ndhtub, et kdige enam midrab vanemate hinnangu koolile nende usaldus dpetajate
vastu, millele jargneb hinnang kodu-kooli suhtele ja kolmandal kohal on lapse soov kooli minna.

Kooli hinnati uurimuses mitme valdkonna alusel: dppe- ja Opimeetodid, juhtkond, kooliruumide kasutus,
lastevanemate majandusliku olukorra arvestamine, koolikultuur, kooli maine, kooli traditsioonid ja meie-
tunnetus, kindlad eesmérgid, demokraatia olemasolu, fiilisilise keskkonna vastavus niiiidisaja nduetele ning
ka tugistruktuuride — hoolekogu, dpilasomavalitsuse — t66 osakaal koolis (artikkel V).

Antud tunnustest ldhtuvalt koostati faktoranaliiiisiga erinevate koolide keskkonda kirjeldavad faktorid. Valides

kriitiliseks omavéartuseks (eigenvalue) 1, eraldus kolm faktorit. Suuremate faktorkaalude jérgi ehk siis tuge-

vama seose alusel voib neid koolitiiiipe, mida antud faktorid kirjeldavad, nimetada jargmiselt (artikkel V):

1. Elujouline (kirjeldusvdime 34%): koolis on tugev meie-vaim ja demokraatlik juhtimisstiil; koolil on
kindlad eesmirgid ning tugevad traditsioonid ja aastatega saavutatud hea maine; samas ollakse avatud
uutele ideedele.

2. Progressiivne (kirjeldusvéime 24%): avatud ja edasipiirgiv, tdnapdeva kiire arenguga sammu pidada
piitidev kool; juhtimisstiilis on eesmérgiks selgus ja ldbindhtavus, mistSttu kaasatakse otsustamisprot-
sessi nii hoolekogu kui ka dpilasomavalitsus.

3. Pidurdunud (kirjeldusvdime 13%): kool on kinni vanas mdttemallis ja harjumustes; koolielu {iheks
olulisemaks tunnuseks on majanduslikust ebavordsusest tingitud kihistumine.

Antud kolme faktori abil saab kirjeldatud kokku 71% algtunnuste koguvariatiivsusest, mis on piisav selleks, et

antud mudelit heaks pidada.

2.2.5. Kodu ja kooli koostdod takistavad tegurid

Uurimuse iihe teemaploki moodustasid ka kooli ja kodu koostdod takistavad tegurid. Analiiiisil klasterdati
pOhjuste loetelu, et tuua vilja iildised grupid, mis takistavad kooli ja kodu efektiivset koostodd. Takistavate
tegurite gruppe eristus klasteranaliiiisil neli ning neid iseloomustaksid jargmised méarksonad (artikkel II):

1. Isiklik torge (17%): siia gruppi kuuluvad pdhjused, mis on seotud lapsevanema otsese negatiivse
kogemusega koostoost kooliga.

2. Argielu probleemid (22%): selle grupi moodustavad pohjused, mis tulevad viljastpoolt kooli — prob-
leemid t661 ja kodus, ajapuudus.

3. Mottetuse tunnetamine (35%): seda gruppi iseloomustavad pdhjused, mis tulenevad lapsevanema
kogemusest, et tema senisest tegevusest ei ole midagi kasu olnud, siisteem ei toimi nii nagu vaja ning
koostdo kooliga voib lapsele isegi negatiivselt mdjuda.

4. Distantseerumine (25%): see grupp hdlmab pdhjuseid, mis niitavad lapsevanema huvi puudumist koolis
toimuva vastu ning piiiidu end lapse kooliprobleemidest eemal hoida.

Loetelust selgub, et vanemate suurimaks kartuseks on see, et nende liiga aktiivne sekkumine v6ib pohjus-
tada kaaslaste ja/vdi Opetajate halvakspanu ning nii vdivad nende head kavatsused kasu asemel hoopis
kahju tuua. Mitu vanemat mérkis, et nende lapsed ei vaja enam nende abi, nad saavad ise hakkama. Uhest
kiiljest voib see nii ka olla, kui aga kdrvutada seda pingereas kohe jargnevate pohjendustega, siis voib seegi
olla vaid vanemate piiiid digustada endale (ja ka teistele) vihese tidhelepanu podramist oma lapsele. Meie
elustiil on muutunud véga pingeliseks ning vanematel tdepoolest napib acga millekski muuks peale elatise
teenimise. Kool taandub sageli véirtuste pingereas tahapoole.
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3. DISKUSSIOON JA KOKKUVOTE

3.1. Holistiline lihenemine kui haridusreformi pohiprintsiip

Ténapéeva lihiskond liigub elustiili suunas, mis seab uued nduded haridusele ning ainult need koolid, mis
kiivad kaasas pidevate muutustega, suudavad pakkuda lastele haridust, mis tagaks neile edu hilisemas elus
(McKeown 2002; Selby 2006; United... 1996). Haridusreformide votmesonaks on terviklik ehk holistiline
lahenemine, mis hdlmab koiki siisteemi valdkondi ja selles valitsevaid suhteid ning seoseid. Kooli &ppe-
keskkonna reorganiseerimisel tuleb ldhtuda kd&igi osapoolte — juhtkonna, Opetajate, Opilaste ja lapsevane-
mate — koosto printsiibist, sest mida ithtsem on lapse kasvatusega tegelev vorgustik, seda tugevam on selle
mdju lapse arengule (artikkel I).

Erinevates maades korraldatavad haridusreformid néitavad suurt edasiminekut kasvatusteadusliku métte, uuri-
muse ja praktika valdkonnas, eriti selles osas, mis puudutab efektiivsusele suundumist ning koolipohist juhti-
mist (Cheng 1997). Samas aga on need suunad siiski tugevalt kammitsetud traditsioonilistest ideedest ja tdeks-
pidamistest, mille tiheks pdhjuseks on asjaolu, et reforme piiiitakse ellu viia vaid iihes valdkonnas korraga.
Uuringud on ndidanud, et dppimise ja dpetamise terviklik kisitlemine on efektiivsem kui teised 1ahenemis-
viisid, mis on suunatud korraga vaid ithe uuenduse elluviimisele — sellised nagu aktiivope, koostddl pShinev
Ope voi tehnoloogia arendamist toetav (Poindexter 2003).

3.2. Demokraatlike pohimdtete rakendumisest koolis

Eri osapoolte kaasamise positiivne efekt avaldub {iksnes siis, kui seda rakendatakse iildise pShimdttena
kooli kui tervikliku organisatsiooni korralduses ehk kui kooli juhtimises rakendatakse osalusdemokraatia
printsiipe koigil tasanditel (artikkel IT). Osalusdemokraatia on iiheks sobivamaks vormiks dppivatele kogu-
kondadele ja organisatsioonidele. Hariduse demokratiseerimist on réhutanud ka Majanduse ja Koostdo
Arengu Organisatsiooni (Organisation for Economic Co-operation and Development ehk OECD) raport
erinevate maade haridussiisteemide kohta (nditeks — OECD report on Estonia 2001). Demokratiseerumine
kooli tasandil sdltub suurel mééral demokraatlikest protsessidest riigi tasandil, kuigi teatud mééral on selles
tegemist ka kooli sisekultuurilise kiisimusega (Ruus, Sarv 2000).

Eesti haridussiisteemis on viimased aastad toonud mitu positiivset muutust demokraatia pdhimdtete raken-
duses: Opetajate kaasamine iihistesse probleemianaliilisidesse ja otsustusprotsessi, kooli ja lapsevanemate
koostdo osatihtsuse tous, lithised eesmérgipiistitused, mis kdik on muutunud kooli arengu protsessi olulisteks
osadeks. 2006. aastast kehtima hakanud kohustuslik koolide sisehindamine kujutab endast iihte kdige suuremat
etappi koolide reformimisel niilidisaja nduetele vastavateks haridusasutusteks. Sisehindamise protsess koondab
endasse eduka haridusreformi tagamise peamised pohimotted (lisa 4), loob iihtse siisteemi, hdlmates nii
horisontaalseid (t66 huvigruppide voi erinevate osapooltega, terviklik 1dhenemine kasvatusprotsessile, enese-
hindamine) kui ka vertikaalseid (strateegiline juhtimine) aspekte.

Kiesoleva uuringu kohaselt on demokraatlike printsiipide rakendamisel Eesti koolides mérgatav 16he teooria
ja praktika vahel. Koolijuhid ja Opetajad tdstavad oluliste vairtustena koolis esile eelkdige demokraatlikud
vaartused — aususe, sallivuse, head suhted ning samuti rohutatakse koikide huvigruppide kaasamise osatéht-
sust kooli arengu kavandamisel ja otsustusprotsessis (artikkel IT). Samas aga ei tunneta lapsevanemad ega Opi-
lased nende véirtuste praktilist ellurakendatust koolis ning toovad vilja peamiste vairtustena, mida koolis
hinnatakse, hoopis utilitaarsed vaidrtused — akadeemilise edukuse, hinded ja distsipliini. Antud 18het vdib
teatud méiral vaadata kui kommunikatsioonildhet kooli ja kodu vahel, sest kool ei ole suutnud edastada oma
demokraatlikke vaateid ja pohimotteid lapsevanematele. Lapsevanem, kelle pohit66 ei ole enamasti seotud
hariduse ja kasvatuse kiisimustega, vajab kindlasti juhendamist antud valdkonna professionaalide — haridus-
tootajate — poolt. Teisest kiiljest vdib pohjuseks olla ka asjaolu, et kooli juhtkonna ja dpetajate esile toodud
demokraatlikud véértused ei peegeldu reaalses koolielus ehk teoreetiline teadmine ei ole tegelikkuses ellu-
rakendatud.
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3.3. Kooli-kodu koostoo strukturaalsest ja funktsionaalsest aspektist

Kooli ja kodu koost66 on iiks valdkondi, mis koolide tdnapdevastamise protsessis vajab suhteliselt suurt
tdhelepanu ning juhendamist. Kdige raskem on viia sisse muutusi nendes valdkondades, mis on alati eksis-
teerinud, kuid mille réhuasetused, sisu ja struktuur on olnud {iles ehitatud teistsugustele printsiipidele.
Varem oli kodu-kooli koostdd votmeks Opetaja, kelle arvamus ja juhtndorid olid autoriteediks lapsevanema
jaoks. Niiiidisaegne kodu-kooli koostdd keskendub protsessile — iihisele tegevusele, mille aluseks on
partnerlussuhted. Lopptulemini joutakse tihistoona, kus kdikidel osapooltel on digus ja voimalus oma arva-
muste-ettepanekute esitamiseks. Valmis mudeleid ette ei anta — iga laps on unikaalne ning tema arengut
toetavad kooli-kodu koost66 vorgustiku eesmaérgid ja iilesanded viiakse ellu konkreetsest lapsest ja konk-
reetsest situatsioonist ldhtuvalt.

Lapsevanemate osalus koolielus on Eesti koolides hetkel suhteliselt erinev, kuigi uue sisechindamise siis-
teemi kdivitumisega on méargata positiivset muutust kodu ja kooli partnerluse suurenemise suunas (Lukk
2005; Nassar, Rebane 2002). Enamik vanematest on huvitatud koostddst kooliga, et tagada oma lapse
maksimaalne areng ning tema edaspidine toimetulek.

Kooli ja kodu koostddd aitab kindlasti suurendada erinevate koostddvormide varieerimine ja koolide tead-
lik t66 selles valdkonnas (artikkel V). Kui lapsevanem on kooliga rohkem seotud, tunneb ta end ka vastu-
tavana oma lapse haridusliku kéekdigu eest ning suhtub kooli positiivsemalt. Traditsioonilised vormid
(lastevanemate koosolekud ja lahtiste uste pdevad) nduavad edasiarendamist (vdimalusel tuleks kaasata
Opilasi iihistesse aruteludesse) ning lisada tuleks kindlasti uusi. Lastevanemate osaluse médr on kdrgem
koolides, kus kooli ja kodu koostoovormide variatiivsus on suurem (artikkel I), sest vanemal on vdimalus
leida oma sotsiaalkultuurilisest taustast ning teistest teguritest lahtuvalt sobiv vorm.

Kooli ja kodu efektiivse koostod aluseks on lastevanemate positiivne suhtumine kooli ja Opetajatesse ning
usaldus, millel oli kdesoleva uuringu kohaselt iildise hinnangu kujunemisel kdige suurem osakaal. Praegu
on koostdo rajamiseks sobiv alus olemas, sest lapsevanemate iildine hinnang koolile on hea ning samuti
usaldab suurem osa lapsevanemaist kooli, kus nende laps Spib. See niitabki selgelt, et jirgmine samm
tuleks teha koolil — ehk koolid peaksid hakkama samuti lapsevanemaid rohkem usaldama. Hetkel ei tunne
suur osa lapsevanemaid, et neil oleks kooli arengu seisukohalt oluliste kiisimuste otsustamisel suurt sdna-
digust, kuigi nad peaksid seda oluliseks.

Uheks miiravamaks teguriks koostdo iseloomu kujunemisel on see, millisena nievad lapsevanemad kooli
ja Opetajaid. Antud uuringu tulemusena eristus kolm koolitiilipi, mida vdib nimetada elujouliseks, progres-
siivseks ja pidurdunuks (artikkel III). Esimeses kahes koolitiilibis on soodne pinnas heaks kooli-kodu koos-
tooks olemas, sest koolid on avatud muutustele ning suunduvad oma eesmérkides demokraatliku ja kdiki
huvigruppe haarava juhtimisstiili suunas. Kolmas aga on meie haridussiisteemis veel esinev, kuid samas
arengut pidurdav koolitiiiip, kus koostdd lapsevanemaga piirdub vaid probleemide aruteluga. Opetajate
kirjeldamisel toid lapsevanemad vélja neli gruppi, mida laiemalt vaadatuna saab jaotada kaheks: iihele
poole jadvad opilase arengut oluliseks pidavad opetajad, kelle hulka kuuluvad Opetajatiilipidena lapse
arengu toetajad ja positiivselt ranged opetajad. Teise poole moodustavad dpetajad, kes on pigem aine- kui
Opilaskesksed: nendeks on head ainetundjad ja karmid voistlejad, kes dpetuse-kasvatuse iihe arengumeeto-
dina nédevad konkurentsi ja vdistlust ning parandusmeetodina karistust.

Viimase tiilibi dpetajatega on raske leida iihist keelt lapsevanematel, kes ldhtuvad oma kasvatuses teistest
lahtealustest. Seda, et selliseid dpetajaid meie koolis siiski veel esineb, on niha ka sellest, et mitmel juhul ei
taha lapsevanemad kooliga koostodd teha ning peamised pdhjustegrupid niitavad, et sageli on lapsevane-
mad kogenud koolis negatiivset vastuvottu, mis on viinud konfliktideni isiklikul tasandil, vdi on nad tunne-
tanud, et nende pingutusi ei hinnata ja nende arvamust ei viértustata. Samas aga on ka lapsevanemaid, kes
ei saa kooliga koostddd teha vilistest teguritest tingituna (liigne td6koormus ja muud probleemid) voi ei
tunne nad selleks vajadust ning ei tdhtsusta koosto6 olulisust enda ja oma lapse jaoks. Samas aga suureneb
lapsevanemate osaluse mééra suurenemisega koolielus ka nende vastutus- ja iithtekuuluvustunne. Vanemad
hakkavad poorama enam tdhelepanu haridusalastele vestlustele lastega, uueneb nende teadlikkus haridus-
probleemidest, vanemad on valmis vestlema Opetajaga ka oma lapse kognitiivsest arengust iildisemalt,
mitte rddkima ainult hinnetest ja lapse véirkditumisest, nagu see praegu enamasti on, mis aga omakorda
viib meid olukorrani, kus suur osa potentsiaalsest sotsiaalsest kapitalist, mida hea kooli-kodu suhe vdib
pakkuda, jadb kasutamata.

23



Opetajate roll on kasvava mitmekesisuse raamistikus mirgatavalt muutunud (eriti linnakoolides). Opetajad
on pideva surve all: iihest kiiljest koolidele seatud kdrgete standardite (riigicksamid, tihe Oppekava) ndud-
miste tottu, teisest kiiljest aga elus toimetuleva dppida oskava inimese kasvamiseks vajaliku keskkonna
loomise pérast (artikkel IV). Sellises vastuolulises dhkkonnas tootamine vajab igakiilgset tuge, mis oma-
korda rohutab lastevanematega koostoo olulisust. Suurte muutuste aluseks saab olla ainult muutus mdtte-
viisis — Opetajad peavad dppima négema lapsevanemas partnerit (mitte vaenlast, ohtu voi tiititust). Koolist
saadav informatsioon aitab lapsevanematel mdista ja aidata oma last. Mida rohkem &petajad teavad lapse
kodusest kasvukeskkonnast, seda suuremad on nende kdsutuses olevad ressursid, mis voimaldavad neil
rahuldada nii lapse kui ka vanemate vajadused (artikkel V).

3.4. Kooli-kodu koostoo sotsiaalsest aspektist

Vanemate kaasamine on iiks osa komplekssest nihtusest — sotsiaalsest kapitalist. Sotsiaalsel kapitalil on mitu
definitsiooni, mis iildises plaanis nimetavad seda eeliseks, mille inimene saab oma suhetest teatud sotsiaalse-
tes vorgustikes. Suhete iseloomust, tugevusest ja suunast sltuvalt eristatakse kolme erinevat sotsiaalse kapi-
tali vormi: siduv, iihendav ja liilitav sotsiaalne kapital (bonding, bridging, linking social capital) (artikkel III).

Lapse arengukeskkond koosneb erinevatest sotsiaalsetest vorgustikest, mis kokku moodustavad vorgustike
stisteemi. Kohandades sotsiaalse kapitali teooriat lapse arengukeskkonna uurimisel ihe tuntuma, Bronfen-
brenneri (1986) 6koloogilise teooria neljale hierarhiliselt organiseeritud interaktsionaalse siisteemi tasan-
ditele (mikro-, meso- ehk kahe mikrokeskkonna interaktsiooni-, ekso- ja makrotasand), omandab last
imbritsev vorgustike siisteem kuju, mille alusel jaotub see kahte suuremasse gruppi: erinevad vorgustike
tasandid ehk keskkonnad ja suhted — nii eri tasandite vorgustike sees kui ka nende vahel (joonis 5).

MAKROKESKKOND:
kooli juhtkond / iihiskond

EKSOKESKKOND:
Opetajad /
teised lapsevanemad

MIKROKESKKOND:
perekond / sdbrad / klass

siduv sots. kap.

1

ithendav
sots. kapital

ithendav
sots. kapital

A

v
lilitav sots. kap.

Joonis 5. Bronfenbrenneri keskkondade teooria seostatuna sotsiaalse kapitali vormidega kooli-kodu koostdo
raamistikus

Siduv sotsiaalne kapital holmab antud uuringus suhteid perekonnas kui lapsele kdige 1dhemalolevas v3rgus-
tikus. Vastavalt Colemanile (1988) on vanematel primaarne roll lapse akadeemilise edukuse toetamises.
Tugevad sidemed ja suhted ldhigrupis pdhinevad hoolivusel, efektiivsel suhtlemisel, jagatud eesmérkidel,
viirtustel ja ootustel.
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Vorreldes vanemate ja laste arvamust hoolivuse tasemest perekonnas (artikkel IIT), ilmnes, et lapsed hindasid
hoolivuse taset vorreldes vanematega madalamaks. Viiendik lastest ei tundnud, et pereliikmed hooliksid iiks-
teisest. Uheks pdhjuseks antud asjaolule vdivad olla ka probleemsed suhted teismeeas ddede-vendade vahel
(uuritavate vanusest tulenevalt oli enamik teismelisi), mis aga kindlasti ei selgita tdielikult saadud tulemust.
Seega tuleks antud kiisimusele eraldi tdhelepanu podrata (kvalitatiivse ldhenemise kaudu). Uuringust selgus
ka koduvégivalda kogenud laste hulk, mis ulatus ligi kiimnendikuni. Samas aga erines laste arvamus selles
kiisimuses vanemate omast statistiliselt olulisel mééral.

Peresuhted on lapse turvalisuse esmased tagajad. Tulemused (artikkel V) néitasid aga, et suur osa vane-
matest muretseb suhete parast perekonnas. Piirkonniti ja koolitiiiibiti oli selles osas markimisvéérseid erine-
vusi: vene koolide laste vanemad ja pealinnas elavate laste vanemad on enam mures peresuhete pérast, kui
seda on eesti koolide ja maapiirkondades elavate laste vanemad. Selliste nditajate pShjus voib asuda elu-
stiilide erinevustes. Pealinnas elavad pered peavad tulema toime mérgatavalt stressirohkema keskkonna,
kiirema elustiiliga ja iga péev tuleb lahendada rohkem probleeme. Vene dppekeelega koolide vanemad aga
tunnevad end ebakindlalt meie pidevalt muutuvas iithiskonnas (Lukk et al. 2006), muretsedes enam t60-
koha, enda ja ka laste tuleviku pérast. Sellised alateadvuses pidevalt toimivad stressifaktorid voivadki teki-
tada pingeid ka pereelus.

Kommunikatsioonil on méérav roll sotsiaalse kapitali tootmisel (Terrion 2006). Lapsevanemate ja laste
arvamused mitmes kooliga seotud kiisimuses erinesid statistiliselt olulisel méaral. Markimisvaarsed lahkne-
vused laste ja vanemate arvamuses olid kooli eesmirkide ja uute dppemeetodite ja -tehnikate kasutamise
osas. Sellised erinevused on itheks mérgiks asjaolust, et koolist ja haridusest {ildisemas tdhenduses kodus ei
radgita. Keskendutakse pigem konkreetsetele hinnetele ja probleemidele. See aga ei toeta sotsiaalse kapitali
kasvamist perekonnas, sest pigem rohutatakse vaid numbrilist tulemust, mitte sisu. Lastele ei edastata motet
haridusest kui iihest tihtsamast vdirtusest elus. Siigavasisulised vestlused ja koolielu analiiiis aitaksid
noorel inimesel niha tulemuse taga pigem olulisemana protsessi, Opetaksid ennast hindama, endale ise ees-
mirke pilistitama, neid ellu viima ja jéreldusi tegema — dpetaksid dppima.

Sotsiaalse kapitali esmaseks funktsiooniks on vdimaldada juurdepédésu inim- ja kultuurilisele ning teistele
kapitali vormidele, institutsionaalsetele ressurssidele ja vilisele abile-toetusele (Perna, Titus 2005). Kuigi
perekonnal on tdhtis osa sotsiaalse kapitali ressursina, on osa uurijaid (Lin 2001) ndidanud ka véljaspool
lahikondlaste gruppi jadvate vorgustike olulisust, millega perekond — lapsed ja vanemad — on seotud éihen-
davate suhete kaudu.

Kool on institutsioon, kus lapsed veedavad suhteliselt suure osa oma ajast. Coleman (1994) rShutab lapse ja
tema vanemate suhteid, kuid toob olulisena korvale ka vanemate suhted teiste tdiskasvanutega, eriti teiste
vanematega, kes on seotud sama kooliga, kus nendegi lapsed kdivad; samuti ka 1ahemad suhted Spetaja/klassi-
juhataja ja lapsevanema vahel. Kuigi kooli kogukonna seosed on margatavalt ndrgemad perekonna voi ldhe-
daste sOpraderingi omadest, ei vihenda see nende olulisust. Norgad seosed vdivad toimida “ihendussillana”
erinevate vorgustike vahel, voimaldades ligipddsu informatsioonile, mis on erinev, kuid samas vajalik, vorrel-
des tugevate seostega grupis saadavale (Terrion 2006).

Sotsiaalse kapitali rajamine pohineb usaldusel (Jack, Jordan 1999), millel on uuringu kéigus lébiviidud
regressioonanaliiiisi kohaselt kdige suurem ennustav joud vanemate iildise hinnangu kujunemisele kooli
suhtes (artikkel IIT). Kdesolev uuring niitas, et enamik vanematest usaldab kooli. Vanemate ootused dpe-
tajatega suhtlemisel néitavad vajadust saada informatsiooni lapse arengu ja tulevikuperspektiivide kohta
ning eeldatavalt ka suuniseid, kuidas arengut toetada. Koolil ja kodul on erinevad rollid, mis aga pigem
rikastab kui takistab koostodd. Lastevanemate peamiseks sooviks on saada objektiivset infot, samuti
eeldavad nad koolilt lastele hea hariduse andmise korval ka efektiivset koost66 korraldamist, mille aluseks
on héstitoimiv suhe dpetajaga.

Sotsiaalne kapital keskendub sotsiaalsetele vorgustikele ja nende toimimise mehhanismidele (Perna, Titus
2005), millest peamiseks on suhted erinevatest sotsiaalsetest vorgustikest ja struktuuridest indiviidide vahel.
Liilitav sotsiaalne kapital hdlmab indiviidi suhteid sotsiaalsete struktuuridega vertikaalliinil, mis kooli seisu-
kohalt tdhendab vanemate kaasamist kooli {ritustesse, samuti arendustegevusse, koosolekutel osalemist,
hoolekogu t66d, lastevanemate suhtlemist kooli juhtkonnaga ning lastevanemate koolitusi. Héstitoimiva verti-
kaalse vorgustiku eelduseks on erinevate oluliste karakteristikute olemasolu koolis: hea lastevanemate kaasa-
mise siisteem, vajalike ressursside olemasolu ja kittesaadavus lastevanematele, kooli sotsiaalse vorgustiku
homogeensus (iihtsed sihid ja iihtne strateegia) ning kooli iildine kliima (Perna, Titus 2005).
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Kui lapsevanemad, Opetajad ja kooli juhtkond mdistavad oma vdimalusi ning rolle, siis suudetakse koos-
t60s luua uus viirtus — sotsiaalne kapital, mis toetab laste toimetulekut ja edukust. Uhiskond vajab para-
digmamuutust Opetajate ja vanemate omaette to0tamisest partnerlusele lapse iihise tuleviku nimel. Suhe
Opetajate ja vanemate vahel peaks sisaldama vastastikust mojusust ja joudu, mis hoiaks suhted tasakaalus.
Uldine suund peaks olema vanematele ettekirjutuste tegemise asemel dpetada neid nigema ja omandama
uut rolli kooli partnerina (Musti-Rao, Cartledge 2004).

Kooli ja kodu efektiivse partnerlussuhte aluseks on lastevanemate positiivne suhtumine kooli ja dpetaja-
tesse ning usaldus. Praegu on koostd0 rajamiseks sobiv alus olemas, sest lapsevanemate {ildine hinnang
koolile on hea ning samuti usaldab suurem osa lapsevanemaist kooli, kus nende laps kdib. See nditabki
selgelt, et jirgmine samm tuleks teha koolil (Deven, Moss 2002) — ehk koolid peaksid organiseerima oma
koostodd viisil, mis motiveeriks vanemaid osalema ning pakuks neile vajalikku informatsiooni lapse arengu
toetamiseks. Hetkel ei tunne lapsevanemad, et neil oleks kooli arengu seisukohalt tihtsamate kiisimuste
otsustamisel suur osakaal, kuigi nad peaksid seda oluliseks. Lapsevanemad ootavad koolidelt enam valmis-
olekut nende kaasamiseks kooli arengusse, mis omakorda toetaks ka laste arengut, sest lapsevanemate osa-
luse méiira suurenemisega kasvab ka nende vastutus- ja iihtekuuluvustunne.

Kéesoleva uuringu kohaselt (artikkel V) on lapsevanemate itheks suuremaks mureks suhted: suhted dpe-
tajate ja klassikaaslastega, samuti peresuhted. Teise suurema probleemide plokina tdi uuring vélja vane-
mate mure koolitoidu ja laste tervise pérast. Koolide toitlustussiisteem on viimase dekaadi jooksul mérga-
tavalt muutunud, liikkudes suures osas erafirmade kétte, mis aga on pdhjustanud hindade tdusu ning toidu
kvaliteediga seotud probleemide suurenemise.

Kuigi uvuringu kohaselt ndivad vene koolide lapsevanemad oma laste tuleviku pérast enam muret tundvat
kui eesti koolide laste vanemad (artikkel V), siis ei pruugi see otseselt tdhendada seda, nagu oleks vene
koolides probleeme rohkem. Eesti vanematel on suures osas kujunenud arusaam sellest, et kasvatuskiisi-
mustega tegeleb enamasti kool ning seetdttu ei tunne nad nii palju muret oma laste arengu parast, mis aga
tdhendab ka seda, et nad ei tunne nii suurt vajadust kooliga aktiivselt koostodd teha (Veisson et al. 2006).
Vanemate aktiivne osalemine koolielus pakub lapsele turva- ja kindlustunnet tuleviku suhtes (sest tal on
probleemide tekkimise korral toetus olemas; laiema tugivorgustiku korral on lapsel kindlasti keegi, kelle
poole podrduda). Vanemate tunnustamine kooli partneritena aitab oluliselt parandada lapse kasvukesk-
konda (Stern 2003).

Eesti hariduse ja kooli probleemid on eelkdige seotud viirtuste siisteemiga (Tulva, Véljataga 1999). Vane-
mate ootuste ja tegeliku olukorra vahel koolis on mérgatav erinevus. Ainult iiks kolmandik vanematest
poorab pohitidhelepanu lapse arengule ja mitte niivord hinnetele. Kuigi enamik vanemaid tunnistab, et
vairtustab arengut enam kui hindeid, siis reaalselt see nii ei ole. Teatud mééral on see tingitud ka Opetajate
tegevusest, kes vanemate hinnangu kohaselt hindavad koolis dppeedukust enam kui iihtegi teist lapse aren-
guga seotud aspekti. Vihe (kui iildse) podratakse tihelepanu sotsiaalsele arengule, toimetuleku- voi opi-
oskuste kujundamisele. Peamiselt keskenduvad Opetajad Opilaste ettevalmistusele eksamiteks ja taseme-
toodeks, nad hindavad hdid dppetulemusi ning keskenduvad akadeemilise edukuse indikaatoritele — nende
peamiseks mureks ei ole laps kui indiviid, kes vajab toetust ja juhatust oma arengus (Ruus, Ots 2005).
Uuring t6i vélja murettekitava fakti sellest, et mida vanem on laps, seda vihem individuaalset tihelepanu ja
hoolitsust ta vanemate arvates saab (artikkel V), kuigi just teismelise-aastad on need, kus Opilane vajaks
enam juhatust ja tuge. Uksijietuna tunneb laps end ebakindlalt, mis omakorda on iiheks riskifaktoriks
toimetulematusele ja koolist viljalangevusele (Koolikohustuse... 2002; Pdhikoolist... 2003).

Samas ei saa selles protsessis ndha siiiidlastena ainult lapsevanemate ja Opetajate t66 puudujddke. Eesti
haridussiisteemis peitub konflikt: iga lapse arengut véartustav riiklik dppekava tihelt poolt, mis oma dppe-
ja kasvatuseesmérkidena sétestab kooli korgeimaks sihiks ja viértuseks inimese arengu selle terviklikkuses
(Pohikooli... 2002) ning riigieksamid, riiklikud tasemet6dd ja koolide pingeritta seadmine nende alusel
teiselt poolt, mis selgelt viljendavad turumajandusliku tihiskonna vaértusi. Kuigi turumajanduse pohi-
motete rakendamise kahjulikkuse iile koolide arengus on palju arutletud, on see siiski Eestis iildlevinud
ndhtuseks (Ball 2006). Niikaua kui koolide vordlemise ainsaks aluseks on riigieksamite tulemused, on véga
raske rakendada iga lapse individuaalset arengut vaértustavaid humanistlikke ideid (Ruus, Ots 2005).
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3.5. Kooli ja kodu jitkusuutliku koostoo mudel

Kasvav teadlikkus uuest paradigmast — jétkusuutlikust arengust — on toonud mitu muudatust meie {ihis-
konna erinevatesse sektoritesse. Hariduse ette on jatkusuutlik areng tdstatanud suure iilesande — rakendada
jatkusuutliku ja sddstva arengu pohimdtted praktilisse ellu (artikkel IV). See aga eeldab, et haridussiisteem
ja -asutused on ise suutelised oma igapdevases korralduses tagama jatkusuutlikkuse.

Jatkusuutliku tsiikli aluseks on teatud kindlad eeltingimused ning iga tsiikliline protsess ldbib erinevad
arenguastmed. Kodu ja kooli efektiivse partnerluse peamiseks eelduseks on head suhted (Sutton 2006;
Vincent 1996). Heade suhete aluseks on aga usaldus. Usalduse loomine ei ole lihtne ega lithikese ajaga
saavutatav. Usalduse loomine on kompleksne protsess, mis hdlmab endas kahte peamist aspekti: jagatud
viirtused, mis moodustavad protsessi tuuma, ning kommunikatsioon kui vahend selleni joudmiseks. Antud
uuringu kohaselt ei ole lapsevanemate ja Opetajate vadrtused sarnased. Lapsevanemate hinnangu kohaselt ei
toeta dpetajad nende laste toimetulekut koolis, nad arvavad, et dpetajad ei jalgi pidevalt nende lapse arengut
ning ei tunne muret lapse tulevikus toimetuleku pérast.

Usalduse loomiseks ei ole vOimalik anda ette kindlat universaalset reeglit, sest protsessi osapooled — dpe-
tajad ja vanemad — on koik omaette indiviidid ja erinevad igal konkreetsel juhtumil (Carlisle et al. 2005).
Kindlasti aga tuleks tdsta suhtlemise taset, et saavutada suhe, mida iseloomustaksid jagatud viirtused ja
iihtsed eesmirgid. Uhendades neli viirtustega seotud dimensiooni (artikkel V) (viirtuste méiratlemine,
vaartuste loomine, vaértuste tasakaalustamine ja véartuste uuendamine), antud uuringu tulemused (artikkel V)
ning Eesti haridussiisteemis jatkusuutliku arenguprotsessi kirjeldamisel enamkasutatava kvaliteeditsiikli —
Demingi ratta — peamised astmed (planeeri—tee—kontrolli-tegutse uuesti) (Greenwood, Gaunt 1995; Johnson
1993), moodustub kooli-kodu efektiivse koost6o arengumudel, mis tagaks hea suhte kvaliteedi ja jatkusuutlik-
kuse (joonis 6).

Maiiratlemine

Uuendamine Siinergia

Tasakaal

Joonis 6. Kodu ja kooli efektiivse koostdoprotsessi arengumudel

Mairatlemise aste hdlmab partnerite tundmadppimise protsesse, tugevuste ning eesmérkide ja murevald-
kondade viljaselgitamist; samuti kooli ja hariduse véirtuste ning muu olulise informatsiooni tutvustamist
lapsevanematele. Sellel astme iiheks olulisemaks aluseks on vastastikune austus ja erinevate vaatenurkade
arvestamine, valmidus dialoogiks ning probleemidele lahenduste leidmiseks ehk demokraatliku protsessi
pShimdtete jargimine. Siinergia astmel toimub aktiivne koostddprotsess. Siinergia on iiks termineid, mis
kannab endas holismi pdhimdtet, mille kohaselt tervik on midagi enamat kui selle iiksikute osade summa
(Schreiner 2006). Tasakaaluperioodi marksdnaks on iihtsus (eesmérkides, tegevuste sisus), erimeelsused on
lahendatud, konsensus saavutatud ning see on ka astutud sammudele hinnangu andmise periood. Uuenduse
astmel seatakse uued eesmairgid, uued sihid lapse arengu toetamiseks ja sellega algab uus koostootsiikkel
(artikkel V).
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Kokkuvdte

Kéesoleva viitekirja kokkuvdttena on édra toodud uuringus esilekerkinud kiisimused ja vastuolud, samuti
kasutatud uurimis- ja analiiiisimeetoditest tingitud piirangud.

Kaesolev viitekiri kirjeldas kodu ja kooli koost6od Eestis erinevatest aspektidest ldhtuvalt. Viitekirjas toodi
vélja olulisemad punktid lapsevanemate ja kooli koost66 arendamiseks. Kdige olulisem on kaasata lapse hari-
duse arenguprotsessi kodik osapooled ning saavutada koostdd, mida iseloomustaksid jagatud véértused ja iiht-
sed eesmargid. Protsessi efektiivsuse aluseks on usaldusel pdhinev suhe. Kuigi lapsevanemad mairkisid uurin-
gus, et usaldavad kooli ja Opetajaid, siis mitme teise kiisimusega seotud tunnuste tulemuste analiiiisimisel
selgus nende rahulolematus Opetajate ja kooliga mitmes usalduse loomisel olulistes punktides: vanemate
arvates ei toeta Opetajad laste toimetulekut koolis, ei jélgi pidevalt nende arengut ning seetdttu tunnevad
vanemad ebakindlust oma laste tuleviku suhtes (vt punkt 3.5). Selline vastuolu tdstatab kiisimuse usalduse
mdiste sisust lapsevanemate arvamustes. Antud vastuolu pohjusi aitaks enam avada edasised kvalitatiivset
iseloomu kandvad uuringud.

Holistiline 1&henemine on antud viitekirja iiks kesksemaid termineid, samas aga keskendutakse véitekirja
temaatikast tulenevalt enam holismi iihele pohipunktile — inimese ja teda iimbritseva keskkonna tervikliku
késitlemise strukturaalsele aspektile ning vihem on analiiiisitud teisi, nagu nditeks teadmiste iilekanne
versus personaalse tdhenduse loomine (vt punkt 1.1). Holism rShutab inimese elukonteksti ja suhete mdju
Opiprotsessile. Kdesolev uuring t3i vélja mitu erinevust eesti ja vene koolikogukonna vahel, mille {iheks
pohjuseks on kindlasti erinev kultuuriline taust, aga samas kerkib siinkohal esile ka kiisimus: mil mééral on
need erinevused mdjutatud kultuurilisest taustast ja mil madral méngivad siin rolli vene kogukonna n-6
elukontekstilised erinevused tdnapdeva Eesti iihiskonnas? Kéesoleva uuringu temaatilisest fookusest ja
metoodikast tulenevalt antud probleemile vastust anda ei saa.

Holismi iiheks oluliseks tunnusjooneks on, et teadmist késitletakse mitteloplikuna — siit edasi kerkib {iles
rida kiisimusi: mil mddral on meie koolikultuuris jaetud ruumi kriitilisele motlemisele, intuitiivsusele ja
emotsionaalsusele, mis kdik holistilise hariduskontseptsiooni seisukohalt omavad ratsionaalsuse kdrval dpi-
protsessis olulist rolli (punkt 1.1)?

Kasutatud uurimis- ja analiilisimeetoditest tulenevalt vdivad tulemused olla mojutatud asjaolust, et andmete
analiiiisil ei seostatud konkreetset Opilast konkreetse vanemaga. Lisaks sellele eristus liks kiisimus mérga-
tavalt suure puuduvate véértuste arvu poolest (jietud vastamata), milleks oli Opetajaid kirjeldav kiisimus
(kiisimus nr 19, lisa 1), kus 21% vanematest jittis osa voi kdik lahtrid tditmata. Pohjusi vdib olla erinevaid:
kiisimuse mittemdistmine, dpetajate mittetundmine, iildistusraskused, soovimatus anda hinnangut. Antud
probleem ja samuti iilalnimetatud kiisimused vajavad edaspidiseid siivitsi minevaid uuringuid.

Kéesoleva viitekirja tulemused on rakendatavad kooli lastevanematega t66 reorganiseerimise ning 0petaja-
koolituse dppekavade tdiendamise alustena. Samuti on viitekirjas vélja toodud mudelid demokraatia ja
muutuste jatkusuutlikkuse hindamiseks hariduses, mida saab rakendada edasistes uuringutes.

Kokkuvdtteks vaib delda, et hariduse ees seisvad véljakutsed on keerulised ja seetdttu ei saa ei koolid ega
lapsevanemad nendele {iksi vastu seista; nad vajavad iiksteise tuge. Kui perekond ja kool té6tavad partne-
ritena koos, siis Opivad lapsed efektiivsemalt, naudivad kooliskédimist ning Sppimist, samuti pakub see roh-
kem vdimalusi tunda toetust ja tdhelepanu lapse elus oluliste tdiskasvanute poolt (Epstein 1996).
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STRUCTURAL, FUNCTIONAL AND SOCIAL ASPECTS
OF HOME-SCHOOL COOPERATION

Summary

Our society today is moving on a new way of life that requires new meaning of education and only the
schools that have successfully put necessary changes into practice can provide students with the level of
education that would guarantee them success in their later life. According to the concept of holistic edu-
cation the broader is the network the child is living in, the stronger is its influence on child’s development
and therefore it is important to involve all stakeholders in child’s developmental process. Cooperation bet-
ween school and family creates more effective learning environment for a child.

Introducing holistic approach in school-development embraces implementing the ideas of democracy. The
process of building a democratic school is a complex one and requires an effort to maintain a delicate
balance between the needs of individuals and the interests of the group, trying to reflect the differing
perspectives of people from different backgrounds and experiences. All the tensions cannot be solved with
a certain formula or prescription, but according to the principle of democratic community, the internal
problems have to respond in their own way based on individual and collective experiences which would
lead to the forming of a democratically educated learner.

Parent involvement has been identified as a primary component of school climate, and is also linked with
key educational and social-emotional outcomes for students and also their school performance. Many
researches have proven its positive impact on child’s academic improvement (Cassel 2003; Cordy, Wilson
2004; Eddy 2004; Fantuzzo 1999; Hill, Craft 2003; McNeal 1999; Peraita, Pastor 2000; Shepard, Carlson
2003). But at the same time it is not simply parental involvement in children’s education that matters for
the improved academic achievement, rather it is the production of social capital through specific human
interactions in the school. Social capital or social connectedness has been defined as the cultural resources
and interpersonal bonds shared by community members (Jack, Jordan 1999). Parental involvement can be
conceptualized as a form of social capital that provides individuals with access to resources that improve
their academic achievement.

The thesis is composed of five articles and an analytical summary of these articles. The theoretical part
provides an overview of a holistic approach in education, its democratic aspects, discusses parental involve-
ment in the framework of a social capital and introduces models for assessing democracy and sustainability of
changes in education.

The empirical study is based on the research carried out in 2004—-2007 in 65 Estonian schools. The research
was called “School as a developmental environment and students’ coping” (supported by Tallinn University,
grant no. 0132495s03). The research followed the holistic paradigm studying both students, teachers, school
administration and parents. The current thesis is based on the study of parents.

The main results of the study were as follows.

On school-level in general Estonian schools share democratic values but there is a gap between theory and
practice (teachers and school administration stress democratic values, but parents and students do not), which
may also be called a communication gap as teachers have not succeeded to pass their democratic view to the
children and their parents.

With the growing diversity in schools, the role of teachers, especially in urban schools, has changed dramati-
cally, becoming decidedly more challenging. Teachers are under constant pressure from the school district to
achieve established standards of excellence, making it essential to work collaboratively with parents toward a
common goal of children’s success in school. Instead of considering parents as a threat or nuisance, teachers
have the opportunity to elicit help from parents.

The current situation in Estonian schools show parents’ high interest towards participating in school and their
child’s development but not all schools eagerly accept it. The school need to reorganize their structure of
home-school cooperation in order to support the relationship based on partnership. The focus of efforts for
both parents and teachers needs to be the academic achievement of the child. The relationship between
parents and teachers should be one in which both have mutual power and influence regarding the child’s edu-
cation. It is essential that schools and particularly teachers recognize parents as assets. Only then we can
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speak about building social capital that enables parents to better support their children. There are two tasks
schools face in this process — one of them is increasing parent involvement through varying the forms of
cooperation and the other is the schooling of parents.

The educational situation in Estonian schools does not support the improvement of home-school coope-
ration process. The forms of parental involvement that schools generally practice are not suitable for all
parents. Therefore it is extremely important to implement the new way of thinking — rather than being
bound to concrete forms of home-school cooperation, teachers should be creative, open to new ideas, and,
based on the knowledge obtained from conversations with parents, find the forms of involvement suitable
for every family.

An effective home-school partnership is based on good relationships (Sutton 2006; Vincent 1996). Good
relationships are built on trust. Trust-building is a complex process that embraces two main aspects: shared
values that may be seen as a heart of the process and communication as the means to get there. According
to the results of the current research, parents do not share the same values as teachers. They think teachers
do not support their child’s coping; they believe that teachers do not monitor the child’s development syste-
matically, and they are concerned about their child’s future. Russian parents tend to be more concerned
about their child’s future, probably because they are a minority group and the language barrier may become
an obstacle in their further studies. Trust cannot be built on that basis. There is no way to prescribe or
standardize a single way of going about building trust, as teachers and families differ. But there is a need
for improving communication in order to achieve the desired aim of shared values.

The current thesis described the main apsects of home-school cooperation in Estonian schools. The results
of the research can be used as the bases for reorganization of home-school cooperation system in schools
and also as a resource of suggestions to improve the curricula of teacher-education courses. Two models for
assessing democracy and the sustainability of changes in education that were introduced in the thesis can be
used as a starting point for further studies.
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ARTIKKEL I: Parental involvement in the framework
of holistic education

Karin Lukk
PhD Student
Tallinn University

Abstract

Holistic education aims to bring forth love for learning, a goal that is not easily achieved by academic
“curriculum”. Great changes taken place in nowadays world have drastically changed the meaning of edu-
cation and the art of teaching thus requiring changes in ‘traditional’ curriculum. The aim of the research
was to find out the parents’ opinion on an effective school that would provide their children with the
competence needed for a successful life and to assess it from the holistic point of view. The results revealed
that effective schools in nowadays world are the ones having altered their curriculum (according to) to be
consistent with the demands of society where success can be achieved only through understanding the
world as a whole. The study is based on parents’ evaluation of schools bringing out the values of school,
the aspects of quality of learning environment and teachers’ proficiency. As fostering collaboration is one
of the principles of holistic education the collaboration, communication and relationships between school
and parents are also discussed. In conclusion it may be said that parents value the schools where the
‘traditional’ curriculum is interweaved with the ideas of holistic education.

Keywords: parental involvement, holistic education, effective schools, ineffective schools

The continuing crisis in public education — high rates of grade failure and low educational achievement — ref-
lect high levels of student and parent disengagement in education and the urgent need for change (Fantuzzo
1999). The great changes taken place in the world today have changed the meaning of education and the art of
teaching. Our economy is leading us towards high-tec society and schools have to prepare students for the
“world of tomorrow” (Cassel 2003). The critical point for change is that “knowledge” is becoming our true
capital base and premier wealth producing resource. Education is everything in preparing for this post-busi-
ness society. But the old ‘traditional’ educational model that condenses the world into instructional packages
(Miller 2000) is not efficient any more to a great extent. The education of young human beings used to be like
moulding them into future workers or citizens (Miller 2000), but nowadays schools have to seek alternative
ways for survival.

That in turn sets new standards for teacher training as well as teachers are having a key-role in building a new
learning society. The role of teacher training has been preparing individuals to stand in front of children in the
classroom and impart acceptable knowledge. In recent years the limitations of this approach have led to the
development of new kinds of teacher education which significantly change the role of a teacher from the
mechanics confined to the classroom walls to people having a holistic view of the learning process (Miller,
Ramos 1999). A holistic approach that looks at teaching and learning from an integrated perspective has been
proved to be more efficient than any other approaches adopting only one innovation at a time (for example
active, collaborative, technology-enhanced or student-centred approaches) as adopting one innovation, with-
out accounting for the forces that work against it, can neutralize or negate desired outcomes (Poindexter
2003). The reason of that trend lies in capture the bigger picture instead of narrow purposes.

The holistic nature of education process

The principles of holistic education provide that refreshing shift our educational reform urgently needs.
School education has to be a holistic process, in which students both individuals and groups can receive
maximum opportunity to learn and develop themselves to be versatile persons. But, unfortunately, the
concept of holistic approach and how it can maximize learning opportunities often remains unclear.

A holistic way of thinking seeks to encompass and integrate multiple layers of meaning. (Miller 2000) The
concept of layers’ system could be used to understand the holistic nature of education process in school as
well (Cheng 1997) and provide a more comprehensive unit for managing school activities in a holistic way.
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The school process can be separated into actor layers such as the administrator and teacher layer and the
student layer (Cheng 1997). Thinking in terms of layers (rather than cells) provides a more comprehensive
unit to think about the holistic nature of the school process. In order to maximize the effectiveness of
teaching process, the teacher layer should influence the student layer as a whole. In other words, teachers at
different levels should influence their students through all their behavioural, affective and cognitive perfor-
mance. And they influence not only individual students but also students in groups and students as a group
in a school-level (Cheng 1997). This is a holistic teaching.

In order to facilitate school education and maximize its effectiveness, parents should be encouraged to in-
volve in this holistic process as well. Parental involvement has been identified as one of the major forces of
new educational strategies by many researchers (Fantuzzo 1999). When all these parties are put together
the layer system takes the form as shown on Figure 1.

School Education Family Education
teacher/
administrator students parents
behavioural behavioural behavioural
affective > affective ¢ affective
cognitive cognitive ' cognitive
_> 4—
individual individual individual
—>
4—
group group group
—
4_
school school school
Parent Home-School School
involvement cooperation assists
Supportive bodies

Figure 1. The home-school cooperation — the layers’ system (adapted from Cheng 1997)

Parental involvement in school education has multiple dimensions which often have different impacts on

school performance (Eddy 2004; Shepard, Carlson 2003):

1) overt parental involvement: which involves visiting meetings and classes and talking to teachers;

2) participation in parents organization;

3) parent-school cooperation: participation in the daily operations of the school and participation in school
decision-making;

4) parent-child dimension: conversations about school, education and/or studying etc.

Total home-school collaboration should be one of major tendencies in educational reforms. The layer concept
can be used as the building block for reengineering schools to provide holistic education and maximize oppor-
tunity for effective teaching and learning. (Cheng 1997)
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Effective and ineffective schools and the problems of students’ educational attainment

Effective schools have been identified in terms of characteristics associated with high student achievement
and conversely, schools lacking these characteristics are conceived as ineffective schools (Griffith 2004).
The major indicators the schools in Estonia are assessed by are the results of State Exams that allow
comparison of average achievement of students in all basic subjects. The other important characteristics are
also enrolment and drop-out rates which are both strongly related to achievement indices: the higher is the
students’ attainment the lower is the drop-out rate in that school (Griffith 2004; Smith et al. 2004).

Dropping out of basic school has become one of the major problems in Estonian educational development.
These students leave schools before they have obtained the required educational attainment — basic edu-
cation. The national statistics of Estonia reveal that the number of people without basic education has inc-
reased since 1990 and especially during the last few years (Haridus... 2001; Koolikohustuse... 2002; Pohi-
koolist... 2003).

Holistic education aims to call forth from young people a passionate love of learning that is not directly mea-
sured by the points of national exams. In holistic education every child is more than a future employee; every
person’s intelligence and abilities are far more complex than his or her scores on standardized tests (Miller
2000). So it may seem that statistics of school effectiveness and holistic education are the terms that cannot be
used together. But in reality the students who have been educated in holistic environment are more likely to be
successful in their academic life as their ‘natural’ love of learning helps them to obtain more in comparison
with the students who have learned by passive memorization of plain “facts” (Miller 2000).

Although the number of public schools that are entirely committed to holistic principles is not very high in
Estonia, there are still some schools who try to put the ideas of holistic education into practice. The edu-
cation process of the schools who have succeeded to do it considers all the parties related to child’s deve-
lopment: school, teachers, parents and students. One of the major fields other schools have not paid their
attention to is a home-school collaboration. It is an unused social resource and when being left aside it
leaves a significant hole in the holistic approach of a child’s education.

Majority of parents want their children to be successful at school, but many parents do not know how to
assist their children in ways that improve school performance (Eddy 2004; Hill, Craft 2003). Parental
involvement in education is associated with improvements in school behaviour, social competency, and
school performance. There are many researches supporting the claim that parent involvement leads to imp-
roved educational attainment (Garcia-Bacete 2003; Hill, Craft 2003; McNeal 1999; Peraita, Pastor 2000).
These findings have formed the basis for different educational reforms where parental involvement is one
of the key elements of the programs (Cassel 2003; McNeal 1999).

Research methods

The main stress of the research was on the differences of parental involvement in effective and ineffective
schools to bring out the parent-related aspects in well-organized environments. School climate is a complex
phenomenon, which is influenced by different factors formed in the frame of the tight network. All of the
components of that network affect each other thus thoroughly complicating extracting any of them as a
clean factor. But some comparisons still can be pointed out to paint a picture of parental involvement in
schools that provide the best possible learning environment, the environment that has been improved to be
a successful one through many years.

The aim of the research was to compare parental involvement in effective and ineffective schools and there-
fore sampling was conducted to obtain statistically comparable samples of the effective schools (having the
highest indices of students’ achievement according to the results of annual state exams) and the ineffective
schools (showing the lowest indices of achievement). The sample was composed of 40 schools (20 the most
effective and 20 the most ineffective). The questionnaires were sent to parents whose children studied at these
schools and the final sample for examining parent involvement was composed of 1,554 cases.

The questionnaire consisted of 50 different items and it assessed different aspects of the relationships, coope-
ration and communication between school and parents; the parents’ evaluation of teachers and social climate
at school. Parents responded to the questions using number scales ranging from 1 (never/not at all/very bad
etc) to 6 (always/very much/very good etc). Average scores were used in calculations. The analysis was based
on the quantitative research methods (f- and t-tests were used to compare means and dispersion).
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Results

Relationships between parents and school

The main aspects of parent-school relationships studied in the research were trust, parents’ opinion about
the parent-school relationships, satisfaction with the amount of time and attention teachers/school provides
for communication with parents. Most of the parents can trust their child’s school but comparison of the
means and variations of two groups: effective and ineffective schools, revealed a statistically significant diffe-
rence (p[1.001): the parents of effective schools think higher of their child’s school but at the same time their
opinions vary more than of the ineffective schools’ parents. Parents’ opinion about the nature of the relation-
ships was quite similar in both schools although 30% of parents of ineffective schools (comparing to 15% of
effective schools’ parents) said they would change the school if they had a chance.

Cooperation between parents and school

Most of the parents (51%) were satisfied with the frequency of cooperation. Different forms of cooperation
were studied in the research and some differences were observed between effective and ineffective schools.
The results showed that in effective schools more parents’ meetings and discussions about child’s improve-
ment were held together with the child. And the parents of effective schools were more willing to participate
in the meetings were the child could attend the discussion about his/her achievement. The parents of ineffec-
tive schools preferred traditional forms of parental involvement: like traditional parents’ meetings (with
parents and class teacher only) and the open-door days (the days when parents can visit classes).

Nowadays more and more parents have started to understand the importance of parental involvement in
school and they have become very active in reforming the school system: 80% of parents would like to parti-
cipate in discussions about school development. But not all schools eagerly accept it. More than a half of
parents (Chart 1) were not satisfied with the school’s policy on involving parents in school-reforming process.
In effective schools parents are given chances to express their opinion about different plans of the school and
therefore these parents found the policy of school satisfying.

%

absolutely satisfying average satisfying absolutely
unsatisfying satisfying

Chart 1. Parents’ opinion of the school’s policy on involving parents in school-reforming process
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Communication between school and parents

Communication between teachers and parents is one of the key-elements of parental involvement associating
in itself all three aspects of the concept of social capital. The main topics teachers discuss with parents are
(ranked in the order of significance according to parents’ opinion):

1. Child’s grades

2. The curriculum of school

3. The out-of-classroom activities

4. Friendship

5. Bullying

6. School catering and health problems

7. Security of children

8. Morality and behaviour of children

9. Transport

10. Child’s academic achievement and future prospects

The most remarkable difference between effective and ineffective schools was in mean and dispersion of
conversations about the curriculum. Parents of effective schools had discussions about school curriculum and
the educational purposes of school more often. In ineffective schools teachers talk to parents mostly about
child’s grades and behaviour. In most cases parents do not like to come to school and so they try to do it very
rarely and only in cases of some kinds of problems. If (it is) possible they try not to involve in their child’s life
at school.

There are a several reasons why parents do not want to involve in school. The following rank shows the
first five reasons that had the highest indices of incidence:

1. That may cause more trouble to their child

2. Their child does not need any help — he/she is independent enough

3. Parents do not have strength — too many problems at work and at home

4. Parents do not have time for that

5. The cooperation with parents is very badly organized

The results reveal that parents’ biggest fear is the threat that other students or even teachers would change
their opinion and behaviour about the child, and eventually their good intentions may cause damage instead of
being beneficial. A lot of parents also thought that their children did not need their help any more; that they
could manage on their own. But it may also be parents’ excuse for not paying enough attention to their child.
That this may be the truth can be concluded especially from reasons following on. Our life-style has become
very stressful and it is more and more difficult to find time for anything else than just earning a living. Very
few parents (and most of them from ineffective schools) mentioned also bad personal relationships with
teacher(s) and teachers’ use of a scientific and very complex language as hinders of communication.

The parents’ evaluation of school

Three aspects were studied:

Parents’ evaluation of values of school

Parents’ evaluation of quality of learning environment
Parents’ evaluation of teachers’ proficiency

There were a lot of characteristics that differed greatly between effective and ineffective schools. Tabel 1
shows the differences that were statistically significant (p<.001 in all cases).

The parents of effective schools brought out many aspects: the children in effective schools feel that they
do belong there, they can feel secure and their natural curious mind is not crushed down. Effective schools
pay much attention to the improvement of learning conditions: making repairs and supplying the class-
rooms and teachers with the necessary equipment and materials. These schools value children’s achieve-
ment and support their endeavours to self-improvement. Ineffective schools in general do not pay so much
attention to a child. They have not also formulated their goals clearly and therefore their work is chaotic.
And these shortcomings manifest in the general climate of the school influencing negatively children’s atti-
tude and motivation.
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Tabel 1. The significant differences in parents’ evaluation of school

Effective Schools Ineffective Schools
Values Security of children is highly valued Not much attention is paid to security of children
Striving for better achievement but the More just plain facts than understanding is taught and
main stress is not solely on knowledge schools cannot lead children to better academic
but on wider understanding of the world | achievement
Children’s endeavours to self-improve- Not much attention is paid to child’s own endeavours
ment are supported
Curious mind is valued and supported Curious children are considered to be a burden
Strong traditions Not any certain traditions
School culture is directed at the School does not set higher goals
development of a dignified citizen
Learning Classroom discipline is maintained Classroom discipline is not maintained
environment
School has clear aims and directions The courses of action of school are chaotic
School has a good reputation School does not have a significantly good reputation
The ‘our-feeling’ or belonging is very The belonging is weak or lacking at all
strong
The rooms in school are mostly used in The rooms are not used in the consideration of
students’ interest students’ needs
The learning conditions meet the needs The learning conditions are not satisfying
of modern society
Teachers’ Teachers have high competence in their All teachers are not competent in their subject
proficiency subject
Teachers’ can maintain classroom Classroom discipline is not always maintained
discipline
Teachers can excite students’ interest in Teachers does not excite students’ interest in their
their subject subject
Teachers prepare the students for exams | Teachers cannot prepare the students for exams and
and level tests level test so well
Discussion

Our society today is moving on a new way of life that requires new meaning of education and only the
schools that have successfully put necessary changes into practice can provide students with the level of
education that would guarantee them success in their later life. According to the concept of holistic edu-
cation the broader is the network the child is living in, the stronger is its influence on child’s development.
Therefore cooperation between school and family creates more effective learning environment for a child.
Parental involvement is closely related to the parents’ opinion about the school. In effective schools where
the child can attend parents’ meetings and parent-teacher discussions the parents are more interested in
involving the school-life. Varying the forms of parental involvement helps to excite parents’ interest in
cooperation with school. And parents also expect schools to let them join in discussions of aims and plans
of the school. When the parental involvement increases, parents’ sense of responsibility grows and it helps
to increase the belonging. And when parents become a part of school society they may freely discuss
deeper problems with teachers. Currently most of parent-teacher conversations are about child’s academic
achievement, about grades and misbehaviours. Parents avoid deeper conversations which unfortunately
leads to the situation where much of a potential social capital a good parent-teacher relationship could
provide is left unused.

Living in conditions of market economy forces schools to fight for their survival and therefore it is very
important to know the aspects of school environment, which characterize effective schools. The key-words
of effective schools according to the parents’ opinion are child-centeredness, discipline and striving for
higher goals through clearly formulated aims and directions of development. They have a strong belonging
and the learning environment meets the needs of a modern society.

Conclusively it may be said that effective schools in nowadays’ world are the ones having changed their
curriculum according to the demands of society where success can be achieved only through understanding
the world as a whole. While few public schools are entirely committed to holistic principles, many teachers
try to put these ideas into practice. And the schools that have succeeded in this field are mostly considered
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as effective. Collaboration is one of the principles of holistic education and the schools that have built up
a strong home-school collaboration system have found a strong groundsel for their educational process.
There are some other aspects of holistic education and of an effective school that are coincident: child-
centeredness, striving for better achievement but the main stress is not solely on knowledge but on wider
understanding of the world, supporting the curious mind etc. So it may be said that parents value the
schools where the ‘traditional’ curriculum is interweaved with the ideas of holistic education.

What helps to build the schools following the paths of holistic education? One of the most important bases
here is a teacher training. It has always been difficult to introduce the changes when the workers are cleaved
to the old system. Therefore it is essential to start from preparing the teachers who value home-school coope-
ration and have necessary skills for working with parents. Our life-style has become very stressful and for
parents it is increasingly difficult to find the time for activities other than just earning a living which means
that it is schools’ (teachers”) responsibility to organize the work of parental involvement in the most effective
way. That is why in teacher training programs more attention should be paid to introducing the principles of
effective parental involvement.
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ARTIKKEL IT: DEMOCRATIC APPROACH TO SCHOOL
DEVELOPMENT: INVOLVING ALL INTEREST GROUPS
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Viive-Riina Ruus, Ene-Silvia Sarv
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Democracy aims to achieve a shared understanding by involving all interest groups. In the process of
school development democratic approaches embrace school administrations, teachers, students and parents
as participants in vision building and decision-making. This article provides a survey of some of the main
building blocks of democracy in schools. Different aspects have been analyzed: values, rights, school
climate, students’ relationships, their certainty about the future, the role of teachers and also parental
involvement which is considered to be one of the key elements of school development but has still been
overlooked in many schools. The article is based on an extensive study carried out in Estonia. The results
revealed several differences in values, in perception of school climate and certainty about the future bet-
ween different parties at school: teachers, students and parents; differences between Estonian and Russian
students were also studied.

Keywords: democracy, school development, parental involvement, school climate, coping

The importance of democracy in education

Democracy is traditionally viewed as a system in which policy is decided by the preference of the majority
in a decision-making process. This simple concept has been interpreted and applied in various ways
throughout history. Various mechanisms have been developed through which the people control (or are
supposed to control) the government. There are several kinds of democracy: direct and indirect democracy
(the most well-known kinds are representative and delegative democracy), plus alternative kinds of democ-
racy such as bioregional, anticipatory, grassroots and participatory democracy (Wikimedia 2006).
Participatory democracy involves consensus decision making and offers greater representation. In current
times the focus has turned towards wide participation of all interest-groups and stakeholders in negotiation
and decision-making. The growing positive attitude towards and use of participatory democracy has been
the mainstream trend since the middle of twentieth century (Davis 1999; Leftwich 1996). Participatory
democracy can play an important role in learning communities and learning organizations.

As Dewey (1966) already pointed out democracies depend on education — but only an education that itself
incorporates democratic processes can truly serve a democracy. The growth of democratization reveals
tensions associated with the concept and practice of democracy, particularly as applied to education
(Haynes 2000; Schou 2001). On governmental level the democratization of education has been underlined
by the Organisation for Economic Co-operation and Development (OECD) reports on education in diffe-
rent countries (for example — OECD report on Estonia, 2001). Here democracy means the wide partici-
pation in educational decision-making, including curriculum development, stakeholders and especially —
non-governmental organisations (NGOs). The democratization on school-level depends on the democratic
processes on state level but in some degree there is also the subject of inter-school culture of participation,
empowerment and cooperation. In resent post-soviet democracies that process has usually been pointed as
“democratization, humanization, participation” (Ruus, Sarv 2000).

Many theorists and philosophers in the field of education (Darling-Hammond et al. 1994; Dewey 1966) have
stated, that the democratization of education on school and classroom level depends on school culture and
especially — on teacher. In his books on society and education Giroux (1989) underlines, that teacher as
introducer of democracy in classroom needs to obtain the experience and attitude at least from her/his
initial teacher training. Democratic changes in higher school, especially in teacher training are mostly con-
nected (especially since middle of nineties) with ideas of learning organization and knowledge manage-
ment. As Fullan and Hargreaves (1999!) have pointed out — the school (including university) and learning
process (including teachers initial and in-service training) have to change towards system approach, know-
ledge creation and team-work/cooperation (Fullan 1995; Hargreaves 1999).
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It is important to stress, that school-culture, especially classroom culture and educational environment in
higher schools during the Soviet system has always been autocratic and if ever there was some kind of democ-
racy — it was mainly a strict “democratic centralism” — the power of majority over minority and expectation of
obedience by minority without negotiations (Sarv 1999). Educational renewal in Estonia began in 1987,
during the “rush-time” of Perestroika in the Soviet Union. In education there was a “breaking of hierarchies”
and a widely synergetic revolution. Today we see the characteristics of integration of “top-down” and “down-
top” reforms and of wide participatory democracy in this (Ruus, Sarv 2000).

The ultimate aim of school development is to transform the authoritative atmosphere of the school
(Pshunder 2005) to a democratic learning and decision-making community (Howard-Hamilton 1995). And
the change must come not only from the “outside” — ministry or academic scholars but from school-based
educators who live the daily realities of school-life (Darling-Hammond et al. 1994). When people working
at school decide to change, they need to build their vision for change together, including all parties and
their perspectives: district, administrators, teachers, students, parents and community. While these partici-
pants are working to change, the efforts themselves become a form of learning that not only enhances a
change effort, but results in the shaping of a community of democratic knowledge that can have lasting
significance. (Howard-Hamilton 1995; Schou 2001). It is important to understand that there cannot be “one
best system” for educating all people in all places around the world. In its place the concept of democratic
practice in schools, communities of learning grounded in their own specific contexts and realities of their
own society should be introduced (Lieberman et al. 1994; Schou 2001). The recent years have brought
many positive changes according to that concept into Estonian educational system: learner-centred
curricula in most schools, enabling teachers to participate in collaborative problem solving and decision
making, building partnership with parents and the attempt to try ideas as expanded functions of leadership,
collegial decision making, collaborative goal setting, interdisciplinary studies and others. The research on
60 school-development plans in 2000-2001 showed, that schools have orientation to differentiate into four
directions according to their inclusiveness/participation-exclusiveness and innovativeness/high values-
conservativeness/utilitarian values (Sarv 2002). The schools with higher level of inclusiveness and inno-
vativeness have more elements of participatory democracy on different levels, such as teachers co-ope-
ration in school-curriculum creation, students and parents participation in curriculum-development pro-
cesses, the role of students” self-government in decision-making in school (Sarv 2002).

The virtues of involving all parties in democratic school development

Democracy provides the means of communicating the vision of community and transforming that vision into
reality. Democracy also serves as the link between individual and collective development (Beane 2002;
Howard-Hamilton 1995). There are certain primary virtues that are advocated in the democratic approach to
school development, such as caring, climate of trust, moral decisions and actions, respect, involvement, and
unified responsibility (Landau, Gathercoal 2000; Beane 2002; Power, Power 1992). These virtues are
contained in the rules adopted by all community members from all the involved parties. These new attitudes
lead towards changed community in general, helping schools to develop towards learner-centeredness.

As a part of the changes in school organization, many schools have increased opportunities for teachers and
also students to participate in the process of school governance and decision making (Lieberman et al. 1994;
McCulloch 1993): expanded leadership roles for teachers, participatory structures, site-based management
that allow school staff to have greater involvement in the life of school-community have resulted in a richer
learning environment for all. Involving students into school development is not a new idea and many schools
expose democracy and community in their mission statements but very often it does not function in reality,
the headmasters and teachers still govern autocratically (Pshunder 2005). Few, if any, formal opportunities for
students are available to participate in deciding what matters most to students — school discipline and social
life (Pshunder 2005). Although most schools have some form of student government whose function is typi-
cally and carefully confined to organizing social events mostly. Research consistently indicates that democ-
ratic framework at school for decision making promotes moral character development and responsibility
which leads to a decrease in dropout rates, in acts of violence in and around schools, and also results in an
increase in levels of daily attendance (Kohlberg 1981; Landau, Gathercoal 2000).

When speaking about students’ democratic education it is important to notice that both the knowledge taught
in the classroom and the school climate, the culture of school has a deep educative character. Implanting the
ideas of democracy into classroom teaching has to be assisted by general school policy (Howard-Hamilton
1995; Lieberman et al. 1994) — open discussions and problem solving together with children, questionnaires
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for children in order to get their opinion about important decisions to be made in the school development pro-
cess and so on. Such systems help students to understand that rights in a democracy must always be balanced
with social responsibilities.

One of the social democratic strategies at schools is parental involvement (Vincent 1996). Many schools have
created close relationships with parents, in which their commitment, goals and strategies for children can be
shared. Such partnership helps to connect parents to schools in ways that serves multiple purposes. Parental
involvement in school may have four different levels: (Cheng 1997; Shepard, Carlson 2003; Eddy 2004):

®  participation in educating individual students;

®  participation in parents organization;

®  participation in the daily operations of the school;

®  participation in school decision-making.

In current paper we concentrate on parents participation in the daily operations of the school and in school
decision-making. The reasons that hinder the effective home-school cooperation are also discussed.

Parental involvement in education is associated with improvements in school behaviour, social competency,
and school performance. There are many substantial researches supporting the claim that parent involvement
leads to improved educational attainment (Garcia-Bacete 2003; Hill, Craft 2003; Peraita, Pastor 2000; McNeal
1999). These findings have formed the basis for different educational reforms where parental involvement is
one of the key elements of the programs (Cassel 2003; McNeal 1999).

The model for assessing democracy in education

In education researchers (Beane 2002; Davis 1999; Howard-Hamilton 1995; Landau, Gathercoal 2000;

Patrick 1994; Power, Power 1992) have outlined different building blocks of democracy which should be

looked at when comparing educational systems: values, rights, system structures, school processes, learning

content, balance, training and outcomes. Some key-questions and statements to open up the meaning of

these eight points (Davis 1999; McCulloch 1993; Patrick 1994):

1) Basic Values: Values associated with democracy are enshrined in a school development plan or mis-
sion statement. Both the students, parents and support staff are involved in the policy formulation.

2) Rights: Do students and teachers have the same rights? Are rights bracketed together with responsi-
bilities?

3) System Structures: This point embraces the cooperation between different parts of educational systems.

4) Structures Within Schools: The general structure of school governance.

5) Learning Content: The curriculum and what is taught at school should involve the basic elements of
democracy such as freedom of expression, the educational equivalent of the free press. However, the
process of democracy in school cannot be limited only to that area, students should also have an oppor-
tunity to participate in decisions on the curriculum and its assessment, to feel that they are valued at
school, resulting in an enjoyable school experience.

6) Balance: The balance between freedom and constraint is one of the key elements as well. The changes
toward a democratic system have to appear in every level of educational system.

7) Training: The core questions here are: What training or rethinking is seen as necessary when democra-
tising education? How closely are teacher training programmes connected with their practical outcome
— schools? Does the curriculum of these programmes involve the elements of democracy like coope-
ration, effective decision-making; does it stress human rights and teach the political background of
democracy?

8) Outcomes: A continual debate within this area is access to higher education versus lifelong learning.
The educational system often stresses the importance of results or outcomes (the point of state exams)
rather than the competences essential for successful adult-life. How has this conflict affected the
students’ certainty about their coping in their future life? What are the schools really preparing their
students for?

Assessing an educational system according to these eight points gives a good general review of the current
situation. Some of the sub questions of different points overlap as they may measure different sides of one
phenomenon. Democracy is a political culture that generally implies the simultaneous operation of several
elements and therefore it is important to study different smaller units to get the entire picture.
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The research questions and methods

The focus of the research this article is based on, included school factors that presumably had a connection
with either students’ truancy or their low academic achievement. The underlying question of the research
was what schools can do to support students’ coping and prevent their dropping out and other unacceptable
behavioural outcomes and to what extent this can be done. But this article does not give the whole
overview of the results of the research as it concentrates only on the aspects related to the topic of
democracy. The research in whole embraced different aspects of school climate and learning environment.
The methodological approach of the research: ecological understanding of individual in its environment
(according to Bronfenbrenner’s system), systems view on school as organization. The research
methodology included quantitative and qualitative approach. The basic data was gathered using self-report
questionnaires for school-leaders, teachers, students and for parents. Questionnaires used 4—5-point Likert-
scale was used for 90% of statements. Full anonymity was pursued for all participants (including teachers
and students) and schools. It was an extensive cross-sectional study carried out in Estonia in 2004. The
questionnaires to all examined parties (school administration, teachers, students and parents) consisted of
the same content blocks about the questions studied. The blocks embraced a wide range of different aspects
connected to the school climate and learning environment. The thoroughness of the questionnaires allowed
for use of the data the research provided, to study some of the democratic building blocks in Estonian
schools as well. Although assessing democracy in Estonian schools was not the main aim of the research it
can still provide some information about the situation.

Content blocks of the questionnaires (* - includes democracy-related aspects):

®m  Teachers’, students’ and parents’ evaluation of school as organisation* — cooperation, leadership, infor-
mation, goals, relationships in organisation, (incl values, participation in decision-making, learning
motivation, innovativeness)

Evaluation of reality of professional work* (incl available technology)

Relationships (between students; between students and teachers)*

Parent-school cooperation, parental involvement*

Questions about coping strategies

Personal data

Main dimensions for analysis:

®  inclusiveness or participation versus exclusiveness;

innovativeness and high values versus conservativeness, passiveness and narrow/utilitarian values;
cooperation versus individualism;

short term versus long term perspectives in educational process;

teachers view on students’ participation and possible role in educational process and school-life.

The sample consisted of 65 schools in Estonia (10% of Estonian schools). The respondent schools form the
adequate representation of schools — geographically, by working language (Estonian or Russian), by results
of state exams during last 3 years (best and weakest results in their area — county or city), by participation
in innovative processes. The number of participants: 120 representatives of school administration, 624
teachers, 3838 students from 7th, 9th and 11-12th grades and 2048 parents. The analysis of the results des-
cribed in this article was based on the quantitative research methods (f- and t-tests were used to compare
means and dispersion; regression analysis for a connection model; and cluster analyses for grouping).
These results are seen as a background for the next stage of the research — the qualitative part. The aim of
the second stage is to describe the school culture on a school bases in order to analyse the aspects that could
increase the effectiveness of learning process more thoroughly. In the second stage of the investigation an
international comparative research is planned as well.

According to this article’s topic, the following points were brought out in analysis: the differences in values
of the main interest groups at school describing one side of basic values and balance at school; the home-
school cooperation: parents’ rights to have a say in decision making, their satisfaction with frequency and
forms of cooperation, and the factors that hinder home-school cooperation as the parts of the rights and
system structure points in school democracy; school climate in students’ perception: relationships with
classmates and freedom of speech as the part of learning content and last but not least the students’
certainty about coping in their future lives as a descriptive characteristic of the outcomes.
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As the two fundamental elements of democracy are the government by the majority and the protection of
individual or minority rights the differences between two ethnic groups in Estonia — Estonian and Russian
students (797 students) — were studied in some of the questions.

The Results

1. Teachers’ view on students’ participation and possible role in educational process and school-life.

In general teachers (52%) found, that students self-government has important role in school and students could
have a greater role in educational process — 45-50%. As the students’ self-government and participation in
decision-making are important factors for “schooling for democracy” it should be looked at more specifically.

In basic schools the Z-score for students’ participation was ,02 and secondary school — 0,1. This means, that
in basic schools the participation in decision-making is somewhat higher than in secondary schools. At the
same time for Estonian and mixed (both Estonian and Russian) schools the Z-score was positive (0,08 and
0,02) and for Russian schools — negative (-0, 46). It means, that in Russian schools the role of students’
participation in educational decision-making is lower, than in other schools and teachers in general value its
growth less. This difference can be interpreted as a difference in democratic aspects of classroom-level
school-culture in schools working in different languages. If we take into account, that teachers’ pre-service
education in these types of schools differ as well (most of teachers of Russian schools have obtained their
profession from Russian teacher training institutes or universities, teachers of Estonian schools — from
Estonian higher schools), some influence of teacher training education can be supposed here.

For democratic participation on school level (role of students self-government) the difference was lower
— in secondary school this influence was higher than in basic schools, and no difference between Estonian
and Russian schools was observed. But — male teachers see students’ self-government’s role much lower
than female teachers, young teachers (age group 20—30) much lower than older ones, in cities — much lower
than in countryside schools. Another important fact was that the higher the teacher’s qualification is the
more the teacher appreciates her/his school’s students’ role in governance.

The analysis of that block of questions revealed that the pattern of teachers’ views on students does not
depend so much on teachers’ personality and pedagogical biography but on the school-culture teacher is
working in. The most effective student’ self-governments and wider and widely supported participation in
educational decision-making appeared to be in these schools that had more qualities of learning organiza-
tion and where the teacher cooperation and involvement in inter-school team-work (incl in-service further
education) was the highest.

It has to be mentioned, that parents saw the role of students’ self-government higher than teachers. As we
did not asked students themselves about the role of self-government, this is one of questions for further
research. But it is quite obvious, that parents’ opinion reflects students’ attitudes and evaluations, to some
extent of course.

2. The ranks of values of different parties at school

Students’, parents’, teachers’ and schoolmasters’ 1) sequence of values, and 2) the percentage of respon-
dents who considered the respective value important or very important and/or mean values on a 5-point
scale (Table 1).

Table 1. The ranks of values of different parties at school

Value Students Parents Teachers Schoolmasters
Academic 1. (3,35) 1. (3,34) 3.4 (3,45) 10. (3,44)
achievement 81,7%

Politeness 2.(3,27) 4.(3,18) 6.(3,37) 8.-9.(3,49)
73,7%

Honesty 3.-5.(3,17) 3.(3,23) 2.(3,49) 2.(3,65)
65%

A wish to improve 3.-5. (3,16) 6.-7.(3,13) not among not among choices

oneself 64.,2% choices

Discipline 3.-5.(3,15) 2.(3,24) 10. (3,25) 11. (3,40)
63,1%

Wide knowledge 6.—7. (3,11) 5.(3,14) 8.-9.(3,27) not among choices
60,1%
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Students’ security 6.-7. (3,11) 6.-7.(3,13) 1.(3,54) 1.(3,79)
58,4%

Good relations with | 8.(2,99) 8. (3,11) 5.(3,43) 4. (3,59)

people 54,4%

Caring 9.(2,96) 9.(3,10) 7.(3,29) 6.(3,54)
51,8%

Students’ health 10. (2,94) 10. (3,06) 3.4.(3,45) 3.(3,61)
50,8%

Tolerance 12.(2,86) 13.(3,01) not among 5.(3,58)
45,6% choices

Correct appearance 13.(2,80) 12.(3,02) 15.(2,98) 12.(3,28)
46,9%

Activeness of 11.(2,88) 11.(3,04) 11.(3,22) not among choices

thought 46%

School enjoyment 14. (2,73) 14. (2,96) 12. (3,19) 7.(3,53)
41,7%

Obedience not among not among 14. (3,03) 13.(3.18)
choices choices

Creativity not among not among 8.-9.(3,27) 8.-9.(3,49)
choices choices

Analysing the sequence of students’, parents’, teachers’ and schoolmasters’ values, it appears that in students’
and parents’ hierarchy of values academic achievement is most important, while in the opinion of teachers
and schoolmasters this is much less so. According to the latter, most important is students’ security. Students
place politeness in second position, whereas parents place discipline and teachers and schoolmasters’ honesty
instead. Schoolmasters and teachers place children’s health in third position, which in the opinion of students
themselves appears only in 8th place and in the case of parents even lower. Good relations with people and
caring are in the opinion of students average values at their school. Teachers, but especially schoolmasters,
give the named values a much higher place. Least important in the opinion of students are tolerance, active-
ness of thought, and school enjoyment. School enjoyment for the schoolmasters appears to be much more
important and can be found in the centre of the values hierarchy. Correct appearance belongs in the case of
most respondents among the relatively less important values. Schoolmasters and teachers consider least
important obedience, in case of parents and students, data about this is unfortunately lacking.

According to the main dimensions of the analysis it may be said that the utilitarian value (such as academic
achievement) is often higher than democratic values or the values of humanistic point of view. How the
values differ between different clusters of teachers and types of schools is the question for further study.

3. The home-school cooperation

Half of the parents (51%) were satisfied with the frequency of cooperation and they assessed it with the index
of 3,71 (on a 6-point scale), which means, that there is still a large number of parents who would like to
cooperate with the school more often. The parents have started to understand the importance of parental
involvement in school and they have become very active in reforming the school system: 80% of parents
would like to participate in discussions about school development. Most of them are ready to join in the dis-
cussions both on a school (53%) and local authorities or even a country level (27%). But not all schools
eagerly accept it. More than a half of parents (58%) were not satisfied with the school’s policy on involving
parents in the decision-making process. The average index of parents’ assessment in that question was 3,1 (on
a 6-point scale), which was the lowest among all asked questions about school’s policy in different areas.

The analysis of different forms of cooperation showed that in schools where more parents’ meetings and
discussions about child’s improvement were held together with the child, students’ academic success was
on average higher than in other schools (the difference was statistically significant; p < .001). Parents of
students from these schools were more willing to participate in the meetings were the child could attend the
discussion about his/her achievement. The traditional forms of parental involvement, like traditional
parents’ meetings (with parents and class teacher only) and the open-door days (the days when parents can
visit classes), were also mentioned by many parents, but a research has shown that schools holding on to
these forms only are not successful ones (Lukk 2005).
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The reasons that hinder the effective home-school cooperation were grouped by cluster analysis and four
different groups of reasons were distinguished:

Personal aversion: this group is formed by the reasons that are connected with parent’s direct negative
experience in the field of home-school cooperation (17,2% of cases).

Problems of everyday life: this group consists of reasons that are outside of school — problems at work, in
family, lack of time and strength (22,2%).

Senseless efforts: some parents have tried to join in the decision making at school but have seen their
efforts as senseless; they have experienced the malfunction of the system and even noticed that cooperation
with the school may have a bad side-effect on their child (35,2%).

Keeping a distance: this group of reasons shows the lack of parent’s interest towards the school and
child’s studies, such kind of parents try to distance themselves from the problems at school (25,2%).

These results show that in parents’ opinion the focus of home-school cooperation is more on exclusiveness
than inclusiveness. The parents who have been ready to cooperate have lost their willingness because of the
negative experience with school. The number of parents who either cannot find time or are not interested is
quite large, but it still cannot be an excuse for no home-school cooperation at all. Knowing these facts, it is
now school’s — both administration’s and teachers’ — obligation to become an active party of the process
organizing the work in a way that would motivate parents to participate.

4. School climate in students’ perception

School climate is formed by various components, which are closely related to each other and therefore
different correlations (all of them statistically significant, p < .0001) were brought out. The system of
values at school is averagely correlated (r = .406) with the style of communication between students and
teachers; it is also correlated with the innovativeness of school at the average level, r = .390. The perception
of school enjoyment or school optimism has a significant correlation with academic achievement (r = .417)
and psychological well-being of students (r = .366).

The regression analysis, where probability of dropping out was viewed as a dependent variable, revealed
that school optimism had the highest prognostic value (beta = .333), the second important factor was family
support (beta = .097), and the third was coping or academic achievement (beta = .089). When school opti-
mism in turn was set as a dependent variable, current state of achievement had the highest prognostic value
(beta = .255), then came the relationships with the teacher (beta = .220).

The relationships between students at school were different when comparing the two ethnic groups —
Estonians (E) and Russians (R). Estonians had better relationships with their peers than Russian students
(E — 73.3% and R — 69.9%), Estonians were also more eager to help others in a group-work and they got
help from peers when asked for it more often (E — 51.5%, R — 37.5%). Russian students had more quarrels
with their peers (R — 1.3%, E — 12.5%).

But in assessing the readiness of their school for changes, the results were quite the opposite. In students
opinion the new teaching and learning techniques were more used in Russian schools (E — 40.3%,
R — 52.6%). Estonian students thought more of their schools as old fashioned and fixed to old traditions
(E —43.6%, R — 35.5%). All the differences between these groups were statistically significant, p <.01.

Freedom of speech, according to students’ subjective observations, Russian students can express their opinion
more often than Estonian students (R — 57.3%, E — 51.6%). Besides this, there are more students among
Russians who find that teachers are really interested in their learning process (R — 36.6%, E — 31.8%). And
two thirds of all students think that teachers consider students’ opinion and again the Russian index was higher
than that of the Estonians (R — 70.6%, E — 65.9%)).

These results show students’ opinion about the main dimensions of democracy at school describing the
aspects of cooperation, inclusiveness and innovativeness. The results support the need for a democratic,
learner-centred environment at school that would guarantee the children their right to feel free and good at
school. School optimism plays an important part in both students’ academic achievement and their psycho-
logical well-being. The low indices of cooperation in group-work and high occurrence of quarrels in Russian
schools indicate the necessity to introduce the basic rules of democratic management in the classroom. As stu-
dents feel their uncertainty about these questions it is important to teach them problem solving techniques,
their rights and rights of others, but also responsibilities. The prerequisite for changes has already been set,
although Russian language schools are more open to implement innovations (in students’ perception),
which may be the result of them being a minority group and therefore forced to struggle for their survival.
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5. Students’ certainty about coping in their future lives

This part analyzes an aspect of short term versus long term perspectives dimension describing students’
certainty about their coping. A great number of students (81.5%) believe that they can cope well at school,
they are not afraid of behavioural problems that may occur (82% of girls and 68% of boys are certain about
that). Almost one fifth (18.5%) are worried about the graduation and two fifths about entering university. 62%
of all students are sure of not being unemployed in the future but there is a remarkably big difference between
Estonian and Russian students (E — 73.7% and R — 17.9%; p < .01). Russian students seem to be much more
worried about their future employment and coping in life. But the opinions about coping at school are abso-
lutely different. Students of Estonian schools are more confident about managing well at school (E — 84.7%
and R — 72.1%, p <.01). But at the same time they are more concerned about the incapacity to graduate (E —
19.5%, R — 15.4%, p < .01) and they are significantly more afraid of not entering university (E —41.6%, R —
26.7%). These indices are not so high among Russian students at all, which may show that Russian students
feel quite comfortable at school but they are uncertain about their life in our society in general.
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Chart 1. The comparison of students’ and parents’ opinions about coping at school

Comparing the differences between students’ opinions and the opinion of their parents concerning coping at
school (Chart 1), the most significant differences (p < .01) appear in certainty about graduation and general
coping. There are no remarkable differences concerning behavioural problems. This shows that parents lack
sufficient and true knowledge of their child’s academic potential, which is the result of a poor home-school
cooperation. They know their child’s behaviour and therefore can draw adequate conclusions.

Conclusion

The process of building a democratic school is a complex one and requires an effort to maintain a delicate
balance between the needs of individuals and the interests of the group, trying to reflect the differing
perspectives of people from different backgrounds and experiences. The problems in the process of change
must not be viewed as inevitable failures but as challenges that can be met and overcome. All the tensions
cannot be solved with a certain formula or prescription, but according to the principle of democratic
community, the internal problems have to respond in their own way based on individual and collective
experiences which would lead to the forming of a democratically educated learner. In the changing world
that requires workers with developed problem-solving skills and higher-order thinking processes, and
citizens who share democratic values and practice, the move toward democratic practice in schools has to
be considered as essential.

Speaking about Estonian educational system and schools it is important to notice that at present there are
two contradictory aspects concerning democracy in the system: from one side the decentralization, schools’
autonomy, their right for self-government (including school-curriculum development) are declared and
introduced by the Ministry of Education; from the other side — the Ministry has created a system of centra-
lized directives, control and standardization mechanisms (including state-tests, state-exams). So the democ-
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ratization on teacher level has increased in terms of curriculum-creation and decreased in terms of direc-
tives about grading, documentations etc. The participation of teachers (and their organizations) in educatio-
nal decision-making on state level is almost nonexistent.

On school-level in general Estonian schools share democratic values — headmasters and teachers value
honesty, tolerance, good relations and they understand the importance of involving all interest groups or
parties in vision-building and decision-making process. But students’ rank of values is much different — when
it comes to school the most important value is of a utilitarian one — academic success, a wish to improve
themselves. The parents’ opinion is very similar to that of the students — academic achievement is the most
important and they have even more radical views giving discipline the second place. This raises the ques-
tion of a gap between theory and practice, which may also be called a communication gap as teachers have
not succeeded to pass their democratic view to the children and their parents. Parents should be guided on
their way to close relationships with school. Most parents are ready to cooperate but they need assistance
and of course they need to feel accepted and welcomed at school.

The changes in schools depend a lot on national education policy. If the education policy states that education
should foster democracy it is important to be sure that the teacher training programmes have been altered to
promote trainees learning cooperatively, with the teacher training curriculum stressing decision-making and
including knowledge of political education and human rights. The level of cooperation between schools and
teacher training programmes has to be sufficient to prepare young teachers for democratic class management.
Schools should play a large part in initial teacher training as full partners of higher education institutions. It
helps to establish a democratic framework for the evolution of teacher education between partners with equal
and complementary strengths in professional development. It also offers the possibility for more democratic
modes of teacher education partnerships through the transfer of power between differing but complementary
sets of experts. It permits ‘content’ to extend beyond the classroom to the socio-political context within which
schools, pupils, teachers and parents operate. It incorporates democratic values and the notion of education as
liberation thus maintaining congruence with the aims of education itself.
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ARTIKKEL III: BUILDING SOCIAL CAPITAL THROUGH HOME-
SCHOOL COOPERATION
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Abstract

The background to the study examines parental involvement in education as a form of social capital and
focuses on how involvement may be developed through three dimensions of social capital: bonding, bridging
and linking. Both groups (students and parents) were surveyed using questionnaires. The data of two different
studies have been used: a cross-sectional study carried out in sixty-five schools in Estonia and a study of a
comprehensive school to introduce practical implementations of the findings. The results of the studies
indicate a high degree of readiness for cooperation from both sides — parents and the school, even though their
understanding of responsibilities slightly differ. Parents and teachers should have mutual power and influence
regarding the child’s education, although schools have to take the prime responsibility in organizing the
cooperation-process.

Keywords: parental involvement, social capital, home-school cooperation, family relationships, school climate

Current discourse in education acknowledges the partnership between parents and school. The increased
interest in the relationship between home and school is one of the most positive educational developments
of the past decade. Today, at all levels of education, there is overwhelming agreement that parents have a
valuable role to play in the education of their children. Parental involvement is promoted at government
level (Nassar, Rebane 2002) and the prevalent culture of rights encourages parents to exercise their rights in
the field of education.

LR I3

The term “involvement” is often used in this context synonymously with the words “partnership”, “partici-
pation”, “collaboration” or “cooperation”. But there seems to be a consensus in all these explanations:
home-school partnership or cooperation is a working relationship that is characterized by a shared sense of
purpose, mutual respect and the willingness to negotiate (Godber 2002). The base for a good relationship
lies in communication and the gate-keepers of it are teachers. Teacher is an initiator, a coordinator and an
evaluator of the process. The majority of parents wants their children to be successful at school but many
parents do not know how to assist their children in ways that improve school performance (Hill, Craft
2003). Managing these tasks requires a new type of knowledge comparing to the one that traditional teacher
training programs provide. The changes in teacher training (especially since the middle of the nineties)
have mostly been connected with the ideas of learning organization and child-centeredness; less attention
has been paid to a system approach, team work/cooperation and consulting skills — which are essential for
building an effective home-school collaboration system; therefore these changes should be included in both
teachers initial as well as in-service training.

Emphasizing the importance of home-school collaboration creates a new concept of educational develop-
ment — viewed together with the other three parties at school: administration, teachers and students it forms
a holistic approach which in turn is one of the prerequisites for implementing the idea of sustainable deve-
lopment. The holistic meaning of sustainable development embraces the integration of different aspects —
economical, environmental, social, and cultural, broadening it beyond the primary concern for the environ-
ment as it is generally understood (United... 1996). The study of Raudsepp (2006) showed that the cultural
and the social aspects of sustainable development have not been paid enough attention to in education,
although education has a vital role in achieving objectives with respect to sustainable development in all
parts of society as it supports forming people’s values and behaviour (United... 1996). Therefore the
teachers could be seen as policy makers and teacher-training faces another important task — to train teachers
for working with different audience in order to target as many sectors of society as possible. Public awareness
and understanding of sustainable development is one of the highest priorities of United Nations (United...
1996), therefore educating parents is definitely inseparable part of educational process at school. Involving
parents has a dual purpose: it helps to encourage a new consciousness and directs both parents’ attitude,
their values and behavioural changes towards establishing more sustainable lifestyles and in the other hand
parents become educators themselves imparting the idea of sustainability to their children.
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Parent involvement has been identified as a primary component of schoo! climate, and is also linked with
key educational and social-emotional outcomes for students and also their school performance. Many
researches have proven its positive impact on child’s academic improvement (Cassel 2003; Cordy, Wilson
2004; Eddy 2004; Fantuzzo 1999; Hill, Craft 2003; McNeal 1999; Peraita, Pastor 2000; Shepard, Carlson
2003). But at the same time it is not simply parental involvement in children’s education that matters for
the improved academic achievement, rather it is the production of social capital through specific human
interactions in the school. Social capital or social connectedness has been defined as the cultural resources
and interpersonal bonds shared by community members (Jack, Jordan 1999). Parental involvement can be
conceptualized as a form of social capital that provides individuals with access to resources that improve
their academic achievement.

Like other forms of capital, social capital is a resource that students may draw upon when they need to
enhance productivity. One of the primary functions of social capital is to enable a student to gain access to
human, cultural, and other forms of capital, as well as to institutional resources and support (Coleman 1988).

There has been much discussion of the concept of social capital since it was introduced by Coleman (1994) as
an extension of prior research on financial and human capital. Whereas financial capital describes a family’s
wealth or income, and human capital is measured by parents’ education (especially by mothers’ education).
Coleman defines social capital by referring to its function, viewing social capital as a resource that can be
drawn from. Bourdieu (1986) defines social capital as a resource made up of social obligations (or connec-
tions), which is convertible, in certain conditions, into economic capital. Later the definition of social
capital was refined (Perna, Titus 2005) to include the norms of reciprocity and trustworthiness that exist in
the social networks of individuals.

Coleman (1994) and Bourdieu (1986) offer two somewhat different conceptualizations of social capital.
Coleman’s approach stresses the role of social capital in communicating the norms, trust, authority, and
social controls that an individual must understand and adopt in order to succeed. Coleman’s approach is
most frequently used in educational research (Perna, Titus 2005) as it is wider (comparing to Bourdieu’s)
and therefore useful for operationalisation in the frame of an empirical and quantitative study. Coleman
identifies the ways in which parental involvement can build social capital, suggesting that social capital is
derived from two types of relationships: the relationship between a student and his/her parents; and
relationships between a student’s parents and other adults, particularly adults who are connected to the
school that the student attends (Coleman 1988).

Bourdieu (1986) focuses on the ways in which some individuals are advantaged because of their member-
ship in particular groups. According to him, the amount of social capital to which an individual may gain
access through social networks and relationships depends on the size of the networks as well as on the
amounts of economic, cultural, and social capital that individuals in the network possess. Bourdieu views
social capital as a mechanism that the dominant class uses to maintain its dominant position (Lin 2001).
Bourdieu’s use of the term is narrower than Coleman’s, seeing the effect of social capital at an individual
level only and therefore it cannot be viewed as the best approach to describe the home-school relationships
supporting child’s development.

Drawing on the work of Coleman and Bourdieu, Lin (2001) developed a theory of social capital that focuses
on the mechanisms and processes through which an individual obtains the resources that are embedded in
social networks. Lin suggests that, whereas closed networks, or strong ties, may effectively preserve re-
sources, weak ties may enable an individual to access resources that are not available via strong ties. In other
words, weak ties may serve as a “bridge” to networks that possess information and resources that are different
from those that are provided by strong ties or by an individual’s family and close friends (Lin 2001). Lin
assumes that, although individuals generally establish relationships with individuals who have similar pers-
pectives and socioeconomic backgrounds, some individuals seek relationships with individuals who are of a
somewhat “better” social status in order to gain additional resources (Perna, Titus 2005).

Most scholars argue that social capital is not a single entity that families either have or do not have (Woolcock
2001). Rather, it is multidimensional, existing on at least three dimensions. The first dimension is bonding,
which refers to homogeneous relationships within a close group — for example within the family between
parent, children, and kin (Woolcock 2001). Bonding social capital provides a sense of belonging and is critical
to the sense of well-being of the members of families and groups and fulfills immediate need for belonging,
love, emotional support and solidarity. Terrion (2006) in her study of the connections forged between mem-
bers of a temporary group stated that a sense of belonging was central to the development of cohesiveness in
the group and that it was created through the group members’ communication with each other.
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Bridging, the second dimension, refers to connections with diverse social groups: heterogeneous relation-
ships with more distant friends, relations and neighbours. Woolcock (2001) sees bridging as a horizontal
metaphor, meaning that connections are made outside of the immediate network but with those who are
similar in terms of demographic characteristics, including socioeconomic status, beliefs and values, life
experience and existing social capital.

Linking social capital, the third dimension, contributes a vertical dimension. It is the addition of linking
social capital to bonding and bridging that is vital to the achievement of the positive outcomes associated
with social capital (Terrion 2006). Although bonding and bridging connect the parents of different groups
with new contacts, linking social capital provides opportunities for families in the form of access to advice,
resources and information; it helps to develop linkages with individuals in positions of power.

Looking at those three different approaches to social capital through its three dimensions some links could
be drawn out — Coleman’s approach seems to deal more with bonding dimension as it is based on strong
ties, close relationships while Lin assumes both kind of ties, strong and weak, to have their certain roles in
building of social capital, which in turn describes the main content of bridging dimension. Bourdieu’s point
of view, dealing with the questions of power and dominancy, is more focused on vertical relationships and
therefore discusses the problems of the third dimension — linking.

The research questions and methods

The current article provides a survey of two studies: one of them may be seen as a scientific foundation and
the other as its practical expansion at a grass-root level. The first one was an extent cross-sectional study
carried out in Estonia in 2004 by university scholars. The results of the research were introduced at diffe-
rent conferences (Lukk 2005a) and they encouraged some of the headmasters/head teachers to start the
reorganization process at their schools. The results presented in the article are based on the data of the
study, which was carried out in one of the biggest public comprehensive schools in Estonia in 2005.

The focus of the university study included school factors that presumably had a connection with either
students’ truancy or their low academic achievement. The underlying question of the study was how and to
what extent could school support students’ coping and prevent their dropping out and other unacceptable
behavioural outcomes. The study embraced many aspects of the school climate and the learning environ-
ment, investigating the opinions of school leaders: headmasters and head teachers, teachers, students and
also parents. The data were gathered using self-report questionnaires. The questionnaires to all examined
parties (school administration, teachers, students and parents) consisted of the same content blocks about
the questions studied. The blocks embraced a wide range of different aspects connected to the school
climate and the learning environment.

The sample was composed of 65 schools in Estonia (10% of all schools). The number of participants inc-
luded 120 representatives of school administrations, 624 teachers, 3838 students from 7th, 9th and 11-12th
grades, and 2048 parents. The respondent schools formed an adequate representation of schools both geo-
graphically, according to the language of conduct (Estonian or Russian (27%)), and concerning the results
of state exams during the last 3 years (the best and the weakest results in their area — county or city). Full
anonymity was guaranteed for all participants (both individuals and schools in general).

The aim of the comprehensive school’s study focused on home-school cooperation and the main question was
what should the school do to achieve a better cooperation with parents in order to support children’s coping at
school. The method of the research was a questionnaire to parents and it embraced different aspects: the main
learning orientations of the school; student’s daily routine at school; student-teacher relationships; communi-
cation between home and school; different forms of home-school cooperation; extra-curricular activities. The
sample consisted of 504 parents (86% women and 14% men).

The analysis was based on quantitative research methods (f- and t-tests were used to compare means and
dispersion; regression analysis for a connection model; factor and cluster analyses for grouping).

The results of both researches have been discussed in the framework of social capital, through its three dimen-
sions (Woolcock 2001).
The first dimension: Bonding

Bonding describes the relationships within a family. According to Coleman’s (1988) perspective on social
capital, parents play a primary role in promoting the attainment of their children. Close relationships within
family are based on caring, effective communication, shared goals, values and expectations.
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Figure 1. The family members care about each other

Comparing the opinions of parents and children about caring in the family shows a statistically significant
difference (p=0.000) (Figure 1). Children tend to assess the level of caring lower than parents do. More than
20% of children stated that they do not/rather not agree that the members of their family care about each
other. One of the reasons may be that the relationships between siblings are often problematic especially at
adolescent age. However, it is a quite serious fact if only less than half of the students can express their
complete agreement with the statement.

9.5% of the children said that they had experienced violence at home lately and only 5.1% of parents stated
that about their child (the significance of the difference was p=0.008).

One of the questions studied the different aspects of child’s life that parents are concerned about. The
results revealed that 18.6% of parents worry about the relationships in their family. Parents from Russian
schools and from schools in the capital city showed much higher percentages (36% and 23.5% accordingly)
comparing to parents from rural or country regions (13%), which may be due to the more stressful lifestyle.
People living in the capital city have to manage in a much busier environment and face more challenges in
their daily life. Russian parents tend to feel quite uncertain in our contemporary society (Lukk et al. 2006)
about their future and about their children’s coping in their future lives. Having that uncertainty in their
minds as an underlying factor of distress may also cause tensions in their family life.
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Figure 2. Parents’ and children’s opinion about the school

Communication plays a pivotal role in the production of social capital (Terrion, 2006). The analysis of the
difference between parents’ and children’s opinions about the school revealed a statistically significant
(p<0.01) difference in their views on some characteristics (Figure 2). The most remarkable differences
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were about the clear aims of the school and whether new teaching methods and techniques are used in
teaching process or not.

Most of the parents (82.6%) support the statement that the school, their child attends, has clear aims and
knows how to achieve them. But at the same time only 71.7% of children seem to know that — which shows
an information gap on that point. The same trend can be followed in the question about the new teaching
methods and techniques as well (67.2% of parents and 42.6% of children).

Ranking the sequence of the topics, that families discuss about, showed that in most cases parents and
children talk about school, which may seem as a very positive fact. But at a closer look it turns out that the
main subject of these discussions is grades, not deep conversations about learning in general, about the
things children study at school, or about how they have developed. In the context of social capital it means
that a lot of resources have been left unused. Talking about grades does not deliver the message about the
importance of education, it does not show the right way to choose as it does not lead the child to self-
assessment, it does not help him or her to learn to set goals, to work out the plan, to carry it out and to draw
conclusions — it does not help a child to learn the process of learning.

The second dimension: Bridging

A primary function of social capital is to enable a student to gain access to human, cultural, and other forms
of capital, as well as to institutional resources and support (Perna, Titus 2005). Although the family has an
important role as a resource of social capital it cannot be viewed as the only one. According to
Bronfenbrenner’s (2000) theory the network child is connected to is much wider and therefore while
talking about bridging we move to the next sphere — school. School is an institution where children spend
quite a large amount of their time. Coleman (1994) stresses the relationship between a student and his/her
parents, but also the relationships between a student’s parents and other adults, particularly adults who are
connected to the school that the student attends: teachers and other parents. One may argue that the ties are
much weaker in school community than they are in family and therefore they are not of such a great impor-
tance. But the weak ties may serve as a “bridge” to networks that possess information and resources that are
different from those that are provided by strong ties or by an individual’s family and close friends (Terrion
2006). Therefore the role of teachers as network coordinators cannot be underestimated.

Social capital is built on a foundation of trust (Jack, Jordan 1999). Studying how much parents trust the
school their child attends showed that most parents (79,5%) trust their child’s school and the teachers — the
average index of trust was 4,35 (on a scale of 1-6). Regression analyses also revealed that parents’ general
opinion of the school is mostly predicted by trust; the second and the third variables were parents’ opinion
of home-school relationships and child’s willingness to go to school — which is one of the factors that
determines joy of school.

Parents’ opinions about teachers were grouped by cluster analysis and four different clusters were formed.

1) Student orientated caring teachers: teachers who are interested in child’s development, they monitor
systematically student’s improvement; they think that assessing or grading is a tool to support child’s
learning process and the most important is a positive learning environment at the lesson.

2) Positively strict teachers: teachers who maintain good discipline by being objective and reasonably
demanding; student’s opinion is important for them; they think that grades are objective descriptors of
child’s development.

3) Subject orientated teachers: teachers who have extensive knowledge in their subject and the most
important for them is to prepare their students for their level tests and exams.

4) Strict competitors: teachers who consider punishment as the main factor influencing child’s academic
attainment; the base for development lies in competition; it is very hard for them to accept students
who are too different from a “normal average”.

These groups show clearly that there has been a shift towards child-centeredness in our schools, although a lot
of work is still to be done to change the way of thinking of all teachers. The most important in that process is
to have the general climate of school focused on child-centeredness and that would influences even the
teachers who are still holding onto old-fashioned ways to try to keep up with the inevitable changes.

The forms of home-school cooperation vary greatly from school to school. The two main forms are parents’
meetings and parent-teacher discussions (Lukk 2005b). The study showed that parents expect some
changes in that field — they would like their child to attend the meetings or parent-teacher discussions as
well; they would like to visit the classes; to have some kind of a parent organization.
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The study of the comprehensive school revealed quite the same results — parents asked for more openness
and child’s presence while his or her development is being discussed. The evidence showed that parents
cared deeply about their children’s school progress and they wanted to know more about children’s lear-
ning, but they did not want to share the teaching responsibilities with teachers. Parents clearly suggested
that they needed more guidance and explanation. They wanted to learn more about what the schools’ aims
were and how children learn.

Parents expected schools to cover the basic aspects for parental involvement, such as simple and under-
standable communication about children’s progress and problems, while their obligations should include
encouraging their children to get the most out of school experiences. The parents’ responses suggest that
they believe schools and parents have different tasks and roles. However, parents suggested that having
different tasks should not prevent them from complementing each other. Exchange of information is wel-
come and needed, but 30% said the schools’ obligations should include ‘providing high quality education’
and ‘taking the responsibility to guide them through educational activities’.

The parents of that particular school also suggested having some kind of a parent organization. After prepa-
ring for about half a year, a new system was implemented in the school — the parents of one age-group
children (i.e. the parents of 7-th-grade students) formed a so called “education club” where different topics
about child development and educational problems are discussed. The club meetings take place once a
month and it is extremely popular among the parents of teenagers.

The analysis revealed that parents’ opinions were generally very consistent with what they needed and
wanted from the school in terms of both effective parental involvement and effective education for their
children. But at the same time the respondents were often troubled and confused, and their responses were
sometimes even contradictory. Parents clearly lacked sufficient knowledge about the schools and their
financial constraints. However, according to parents, clear communication is a crucial point for parental
involvement and this may provide a significant means by which parents and schools may start to develop
effective relationships in the future.

The Third Dimension: Linking

Social capital focuses on social networks and the ways in which social networks and connections are sus-
tained (Perna, Titus 2005), it is acquired through individual’s relationships with other individuals, particularly
through membership in social networks and other social structures. Linking social capital embraces indi-
vidual’s relationships with social structures on a vertical line, which in schools mean the parental involvement
in different events, meetings, schooling organized by schools and parent organizations.

The underlying prerequisite of the effective functioning of that vertical line is the characteristics of the school:
specifically, the extent to which the school encourages parental involvement, the volume of resources that
may be accessed via social networks at the school, the homogeneity of the social networks at the school and
the school climate in general (Perna, Titus 2005).

In the current study parents assessed schools by various variables, which were analyzed by factor analysis.

Three factors were extracted:

1. Respectable/Honourable schools (descriptive power 34%): schools with a strong belonging and democ-
ratic leadership style; the school has well-established aims, strong traditions and a good reputation; at the
same time they are opened to new ideas.

2. Progressive schools (descriptive power 24%): open-minded and forward-looking, these are the schools that
keep up with the demands of the modern society; the leadership style is clear and objective — involving all
interest groups.

3. Impeding schools (descriptive power 13%): schools that still hold onto old-fashioned ways and habits;
implementing new ideas or views is an extremely slow process; students are regarded and treated according
to their socio-economic status.

The results reveal that most of the schools have recognized the necessity for change, try to be opened and
to involve different interest groups in school development. But all changes take some time until they
function without serious problems. So there are still some reasons that hinder effective home-school coope-
ration. Researches have shown (Lukk et al. 2006) that parents who have been ready to cooperate have lost
their willingness because of the negative experience with school. The number of parents who either cannot
find time or are not interested is quite large, but it still cannot be an excuse for no home-school cooperation
at all. Knowing these facts it is now school’s — both administration and teachers — obligation to become an
active party of the process organizing the work in a way that would motivate parents to participate.
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The research carried out in the comprehensive school helped school administration to implement some very
important changes. Studying the aspects of a “vertical line” and including parents in the process of drawing
up the developmental plan for the school, it turned out that parents were very concerned about primary
school children’s afternoon time. Their suggestion was to find the way to look after children until their
parents come home from work — which means until about 5 o’clock. This idea led the school to introducing
an absolutely new system — The Afternoon School. Primary school children (grades 1-4) can spend their
time under supervision in different activity centers — reading center, drawing center, film center and playing
center. The new system was highly approved by parents and it has had a great impact on the reputation of
the school.

Once parents and teachers realize their capabilities and roles, they can work together effectively in helping
their children learn. A shift is needed from the paradigm of parents and teachers working separately to
parents and teachers working together for the benefit of the child. The relationship between parents and
teachers should be one in which both have mutual power and influence regarding the child's education. The
existing cultural discontinuity can be addressed by the teacher shifting from — “telling to showing” parents
what to do — by explicitly teaching parents to assume new roles (Musti-Rao, Cartledge 2004).

Conclusion

With the growing diversity in schools, the role of teachers, especially in urban schools, has changed
dramatically, becoming decidedly more challenging. Teachers are under constant pressure from the school
district to achieve established standards of excellence, making it essential to work collaboratively with
parents toward a common goal of children’s success in school. Instead of considering parents as a threat or
nuisance, teachers have the opportunity to elicit help from parents. Just as more information about the
schools allows parents to assist their children better, the more information teachers have about the
children’s home environment, the better equipped they will be to accommodate the needs of the parents and
the children.

Parental involvement is only a factor of the more complex phenomena — social capital. Social capital is a

term that has different explanations and exists on at least three dimensions: bonding, bridging and linking.

Different aspects of home-school cooperation in the framework of these three dimensions have been

discussed in the article:

= the relationships within family as the indicators of bonding. The most important results were that more
attention should be paid on caring between family members and parents should talk to the children
about the importance of school and education instead of concentrating only on grades;

= parent-teacher communication and parents’ opinion about teachers as aspects of bridging. Parents trust
school and teachers but they expect them to be more opened; varying the forms of home-school coope-
ration would provide more opportunities for parents to find the most suitable way of communication
for them. A shift is needed from the paradigm of parents and teachers working separately to parents
and teachers working together for the benefit of the child. Communication is the heart of the whole
exchange process. Help and involvement may occur only when communication is recognized as the
generator of fruitful relationships;

= school related questions as parts of the linking dimension. The results reveal that schools have recog-
nized the necessity for change; they try to be opened and involve different interest groups in school
development. A very important aspect of parental involvement is an exchange of expertise and
abilities. Schools provide parents with ideas on how to help their children with adequate attitude and
interest, and they invite parents to become involved with curriculum matters such as planning, class-
room activities, and children’s assessment.

The focus of efforts for both parents and teachers needs to be the educational success of the child. The
relationship between parents and teachers should be one in which both have mutual power and influence
regarding the child's education. It is essential that schools and particularly teachers recognize parents as
assets. Only then we can speak about building social capital that enables parents to better support their
children.
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ARTIKKEL IV: CHARACTERISTICS OF SUSTAINABLE
CHANGES FOR SCHOOLS

Karin Lukk, Marika Veisson, and Loone Ots
Tallinn University, Estonia

The article discusses some aspects of the concept of sustainable development and its educational manifes-
tation — education for sustainable development. The concept of education for sustainable development has
been broadly accepted, but less attention has been paid to the extent to which innovations or changes are
sustained over time, what characteristics or factors support their sustainability. A model of six characte-
ristics of sustainable changes in schools has been introduced in the article and the changes concerning
sustainable development in Estonian schools have been analyzed using qualitative research methods. The
model consists of the following characteristics: depth, endurance, justice, diversity, conservation, and capi-
tal. According to the model, the positive changes in Estonian schools have been about the national curri-
culum, internal evaluation system as the basis for autonomy and self-management. The areas requiring
deeper changes are justice or interdependence, diversity — respect for other people and connections between
formal and non-formal education as well as between schools and teacher training institutions.

Keywords: education, sustainable development, school, values, teacher training, sustainable changes

Quality of education in today’s world is somewhat superficial. While globally the importance of sustainable
education is stressed, locally the main focus is on passing tests, hitting targets and obtaining the knowledge
deemed essential in the context of a modern economy. In the main, children have not been taught deeper
values, partly because there never seems to be time for such things, partly because many educators them-
selves consider information, skills, and training to be the sole or dominant purpose of formal education
(Quince 2006). Spiritual matters have been left out as they cannot be factored into the economy. These
trends have raised the question of necessity of changing education. But we should not be changing edu-
cation to fit the modern world, but changing the modern world to reflect the values contained within an
enlightened and sustainable education (Quince 2006). Such kind of changes requires much wider network —
the sectors of formal, non-formal and informal education working together.

The process of implementing changes in schools is a complex one. On one hand schools are densely popu-
lated, actively constructed, finely balanced and continuously changing units. On the other, they are stable,
subject to the head’s authority and the influence of a peer groups controlled by faithfulness to shared beliefs
and values (Shallcross et al. 2006). Therefore only holistic approaches based on collaborative, active cul-
tures have the potential to overcome these apparent contradictions but this requires the clear concept of
continuing development.

The concept of sustainable development

Fundamental concepts which underlie powerful paradigms are usually relatively straightforward and easy
to grasp. In the area of social science, ideas which affect millions of people and guide the policies of
nations must be accessible to all, not just to an elite (Selby 2006). The growing awareness of challenges to
traditional development thinking has led to the increasingly wide acceptance of a new concept that has also
become a new paradigm — sustainable development. Development that encourages us to conserve and
enhance our resource base, by gradually changing the ways in which we develop and use technologies
(McKeown 2002). The challenge of sustainable development is to put this understanding into practice
(Steinemann 2003), changing our unsustainable ways into more sustainable ones. Social component has
been recognized as the essential part of the new paradigm (Selby 2006).

As sustainable development is the concept that has ethical, moral, and spiritual connotations — it requires
attitudinal and behavioural changes. The success of sustainable development will ultimately depend on the
decisions individuals and groups make regarding their own behaviour and the bottom-line of these
decisions is their value system (ARIC 2000; Mang 2005). But changing someone’s value system is a task
that is largely based on education. As discussed above today’s education is more knowledge-based than
based on spiritual development of children which in turn requires reorienting our education. The first two
priorities of educational manifestation of the concept of sustainable development — Education for
Sustainable Development (ESD) — are reorienting existing education and improving basic education
(McKeown 2002; Selby 2006).
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Study design and data collection

The research the current article is based on was the second phase of an extent study carried out in Estonia
from 2004-2007* (the results of the first phase have been introduced in many articles: Lukk 2005a, 2005b;
Lukk et al. 2006; Lukk, Veisson 2007). The second phase was a qualitative component of the survey — a
small-scale follow-up study to the first quantitative phase (self-report questionnaires for all stakeholders:
school leaders, teachers, students and parents) with the focus on more in-depth insights. The sub-sample of
the study was composed according to the typology of schools based on the results of the first phase (the
cluster analysis was used). The sample of the qualitative part consisted of 5 schools. Full anonymity was
guaranteed for all participants (both individuals and schools in general).

The central point of the second phase was to study the school climate. The study embraced many aspects of
the school climate and the learning environment. Qualitative research methods were utilized: semi-
structured interviews with teachers and structured interviews with parents, observations (all class sessions
of 7™ grade students were observed for a week in one school) and document reviews (developmental plan
of the school, class registers) were conducted with the intention of investigating how different aspects of
the school climate were related to children’s coping. The interviews with teachers embraced different
aspects: students’ coping, relationships (both students and teachers level), school management, curriculum,
physical environment, educational policy. The main analysis method was content-analysis.

The article focuses on the changes taken place in Estonian schools, discusses different characteristics regar-
ding sustainable development in schools. Among other questions about educational policy and curriculum
changes in school the questions about ESD were discussed in two schools — an urban and a rural school.
Teachers expressed their opinion about sustainable development in general and draw some examples of
education for sustainable development in their school.

The characteristics of sustainable changes

Despite the growing body of knowledge about reorienting education, implementing changes and special edu-
cation practices of ESD, less attention has been paid to studies about the extent to which innovations or changes
are sustained over time, what characteristics or factors support their sustainability (Sindelar et al. 2006).

Combining the characteristics of lasting changes in education (Scherer 2006) and the principles of sustainable
development (ARIC 2000; McKeown 2002; UNESCO Education sector 2005) a model of six characteristics
can be formed for assessing sustainable development and sustainability of these changes in school:

Depth: the keyword — values;

Endurance: the keyword — balance;

Justice: the keyword — interdependence;

Diversity: the keyword — equity;

Conservation: the keyword — intergenerational links;

Capital: the keyword — synergy.

The following passages describe these six characteristics, analyze some of their aspects in Estonian schools
and discuss their essence in the framework of ESD.

Depth. The depth of teaching-process at school. It involves both the content and the organizational side. To
sustain education reforms, we must focus on learning that matters and that results in measurable achieve-
ment (Mang 2005). Success in ESD will take much longer and be more costly than single-message public-
education campaigns. It is not possible to change something in school using just one course or one student-
conference. Education for sustainable development cannot be based exclusively on knowledge. It is the
matter of everyday values that run through every program (Mang 2005). To become permanent, changes
associated with values to address sustainability must occur throughout the programs, practices, and policies
of a school system.

Concerning structuring and placing ESD in the curriculum each country faces a fundamental decision. They
must decide on a method of implementation — whether to create another subject, (e.g., Sustainable Develop-
ment, Environmental Education) or to reorient entire education programs and practices to address sustain-
able development (McKeown 2002). It is important to distinguish the concept of teaching about sustainable
development from teaching for sustainable development that means changing the goals and methods of
education to achieve sustainable development.

Estonian national curriculum stresses teaching for sustainable development but comparing the ideas of the
national curriculum to its practical implementations — curriculums of schools, it appears that schools are
stressing more teaching about sustainable development. Most of the schools have included different
subjects of sustainable development rather than reorienting their programs. The teachers express their
opinion about ESD:
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We have heard a lot about sustainable development. Our school even added three courses teaching sustain-
able life-style — they are separate parts of chemistry and geography courses.

Even in schools where environmental studies was one of the main study branches of the school teachers
connected sustainable development only with the students studying in those classes:

Sustainable development is valued in our school. The students of environmental classes have many subjects
about that topic, they organize camps of sustainable life-style etc.

Planning for change is an essential ingredient of success. Leadership that plans ahead to identify potential
barriers, gain commitment, engage the public, prioritize projects, and implement tasks according to
schedule will increase the chance of success. Analyzing the developmental plans of schools showed that
none of them had the ideas of ESD in their vision or mission for the next three years.

Another important point in assessing the depth of teaching is the group of students the major of resources is
targeted on. Teaching to the test or concentrating primarily on lifting up only those students who are just
below the proficiency line are short-term strategies (Scherer 2006). Instead, schools should concentrate on
teaching for understanding and connecting to all students — a strategy that has been a very difficult to
implement in schools. Teachers indicate:

Although we have a special system at school to support the children with special needs — it is normally meant
only for those we cannot keep up with the others. So, all the energy goes to helping them and we really cannot
find the time for gifted children — they normally manage themselves and therefore they are not a “problem”
for the school.

Schools that undertake reforms slowly and persistently produce greater lasting effects than those trying to get
immediate returns (Scherer 2006). Adding some courses in the curriculum gives quick results by increasing
knowledge but achieving the true meaning of sustainable development requires long-term strategies of chan-
ging the values.

Endurance. Balance is one of the keywords of sustainable development. A sustainable development is
democratized, decentralized, and pluralistic process where creation of resources has to be balanced with
their distribution (Selby 2006). A reasonable balance between the desired goals and the available means
and resources must be established to assure the endurance of the process.

The concept of sustainable development involves three aspects: economic, environmental and social. The
aim of sustainable development is to balance economic, environmental, and social needs (Harris 2000). The
goals of these three elements are clearly multidimensional, raising the issue of how to balance objectives
and how to judge success or failure. It is instructive to examine the problem from different disciplinary
perspectives that draws up the next keyword — participation of all stakeholders in order to balance the diffe-
rent perspectives by exploring their internal logic and understanding them.

Estonian educational system has implemented the idea of internal evaluation process as a basis for develop-
ment. The internal evaluation of school is the process that has been introduced in most of the countries in
Europe — although in some of the countries it is only recommended (not mandatory as it is in Estonia since
2007) — for example in Belgium, Ireland, Austria, Great Britain, and Hungary (Oppeasutuse... 2006). The
model used in Estonia is based on European EFQM Excellence Model (Oppeasutuse... 2006).

The process of internal evaluation includes the requirement of studying the opinion of all stakeholders.
That change which came into force in September 2007 has remarkably increased the partnership with stake-
holders in schools. Every school in Estonia has to present their first official internal evaluation reports by
2010. But some positive changes can already be noticed concerning partnership with all stakeholders.
Teacher’s opinion:

The current year [2007] brought big changes in our school-life. Now we officially have to develop our own
self-evaluation system. /.../. The biggest change for me personally is the communication with parents.

When all stakeholders are working together it definitely helps to balance the objectives and increase under-
standing which in turn supports the endurance of changes (Szilagyi, Szesci 2005; Smith 2006). To make
change last over time requires that reforms not be linked to one person. To assure the continuity, the leader-
ship must be distributed to many (Wagner et al. 2006).

Justice. Sustainable development recognizes the interdependence of environmental, social, and economic
systems and promotes equality and justice through people empowerment and a sense of global citizenship
(Harris 2000). The same keyword can be expanded to a broader meaning. As part of a system, every school
must consider its effects on every other school. An ethic of competition does not improve matters for all.
Partnership and collective accountability can drive schools to work together.
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Schools are interconnected systems. One school’s mission may send it to the top of the charts — but end up
crippling a neighbour (Hargreaves, Fink 2006). The fates of schools are increasingly intertwined. What
leaders do in one school necessarily affects the fortunes of students and teachers in other schools around
them. As exemplary or high-profile institutions draw the most outstanding teachers and leaders, they drain
them away from the rest. The more school systems run on the market principles of competition and choice,
the tighter these interconnections become (Hargreaves, Fink 2006).

Although many discussions about the harmful effect of market principles on school development have been
held it is still inevitable trend among Estonian schools. As long as the only variable for comparing schools
are the points of state-exams and some schools are recognized as elite ones and they get most of the local
resources, it is very hard to implement in Estonia the principle of interdependence as an important part of
sustainable development.

Diversity. Recognizing the importance of diversity can help one to focus on humanity’s capacity to work
together to meet the enormous environmental and social challenges (Hudson 2005). Unity in diversity — the
phrase connected with the ideas of equity and social justice. In the context of sustainability, the term
‘equity’ has to do with fairness — whether all people have similar rights and opportunities.

Social justice is another realm of study that involves values. Social justice that is considered a central part of
ESD in most countries includes meeting basic human needs and concern for the rights, dignity, and welfare of
all people. It includes respect for the traditions and religions of other societies and cultures, and it fosters
empathy for the life conditions of other peoples. Ecological sustainability and resource conservation are con-
sidered part of social justice (McKeown 2002).

The research results revealed deep problems of equal rights and dignity and also having respect for other
people among Estonian schoolchildren. Harassment is definitely a characteristic that should be discussed.
According to the children’s answers:

e Some forms of harassment were observed in 43% of schools studied;

e 25% of students had suffered harassment during the last 12 months;

e  The most common form of harassment is verbal;

o 89% of pupils admitted they had harassed somebody during the last 12 months (mostly verbally);

e 5% of pupils are constant victims;

e  Most of the acts of harassment take place at school (Chart 1).

Park, forest (2%
Yard (2%
Public
transport (3%)
Shop (1%
Party, youth N
gathering (7%) AR

hobby club (2%)
Street (20%

)

Elsewhere (9%)

School (47%)

Home (7%)

Chart 1. Places where harassments occur

These results show the lack of a real understanding of sustainable development in schools and proves that
teaching knowledge does not support sustainable changes. Valuing and having a respect for other living
creatures, for environment, for everything surrounding us — this is the core principle of ESD that is essential
to obtain.

Conservation. When the World Commission on Environment and Development presented their 1987
report Our Common Future, they sought to address the problem of conflicts between environment and
development goals by formulating a definition of sustainable development: “Sustainable development is
development which meets the needs of the present without compromising the ability of future generations
to meet their own needs” (Selby 2006).
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The links between generations are necessary to guarantee the sustainability of changes. These links carry
the role of intergenerational mentoring in disseminating messages about sustainable lifestyles (Shallcross et
al. 2006). Our actions today are the basis for changes tomorrow. Interdependence that was discussed above
as a horizontal characteristic between schools has its vertical dimension as well — it exists across both time
as well as space (ARIC 2000). Past, present and future are inextricably connected. We are directly linked
back in time by the oldest members of the community and forward nearly a century by those born today. It
is important to appreciate that both continuity and change have fundamental influences during the courses
of our lives. Understanding the concept of interdependence will assist us in recognizing our responsibilities
for the future.

Capital. In the context of sustainability, communities have different types of capital that need to be
considered — natural, human, and social capital (Quince 2006). All these types of capital are necessary for
communities to function and they need to be managed by a community. A community that is living off the
interest of its community capital is living within the carrying capacity (ARIC 2000).

Capital as a characteristic of sustainable development in school involves describing of synergy between all
stakeholders (Hudson 2005) — the ideas of democracy, participation, involvement, holistic approach; and
broadening the meaning it leads to embracing stakeholders both in formal, non-formal, and informal
education.

For a community or a nation, implementing ESD is a huge task. Fortunately, formal education does not
carry this educational responsibility alone. The non-formal educational sector (e.g., nature centers,
nongovernmental organizations) and the informal educational sector (e.g., local television, newspaper, and
radio) of the educational community must work cooperatively with the formal educational sector for the
education of people. The influence of all sectors that are combined in implementing ESD creates a far
larger effect that would be the sum of the influences these sectors could have working separately — a
phenomenon of synergy occurs (Hudson 2005; Szilagyi, Szesci 2005).

The synergy based holistic approach to sustainable development in schools implies that schools practice
what they teach (Figure 1) by using the sustainable knowledge and values taught in the formal curriculum
also in activities of non-formal curriculum (Juniper, Moore 2002; Shallcross et al. 2006).

1- <l » 4- >l
r Formal Self-evaluation
Curriculum
Y 5 4
y Community links A
2. 3.
Institutional Institutional
cu.lture: practice:
5001.a1 apd P q Technical and
organizational economic aspects
aspects
X A

Figure 1. The main strands of a holistic approach of sustainable development in community (adapted from
Shallcross et al. 2006)

Synergy effect of formal and non-formal sectors influences families to espouse sustainable worldview
through the actions of their children. Our research examined how children spend their free time and one of
the parents described it:

There is an environmental club [a nonprofit organization]. My child spends most of his free time there: doing
some projects and researches, they have camps and excursions. He has been a member of that club for two
years now. That has not always been easy — he sometimes comes home with these crazy ideas of how we
should change our life-style. And he himself is so eager to do it that we all somehow just follow his example.

Increasing public understanding and awareness is the third priority of ESD (McKeown 2002) and both formal
and informal sectors play an important part in achieving it. Synergy of formal and non-formal education,
between cognitive, affective and active, are also relevant in the promotion of sustainable development in
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universities — in faculties of education where future teachers are being trained (Shallcross et al. 2006).
Teachers need to be proficient in interpersonal skills and knowledgeable about group processes such as
communication and conflict resolution. This whole school agenda places great responsibility on teachers,
and consequentially on teacher education institutions as moral agents (Higgins, Kirk 2006). It locates the
learning to be a teacher within a situated learning model that places a professional obligation on teacher
education institutions to discuss, deliberate, and implement actions that address sustainability, not only in
their formal teacher education curriculum but also in the institution’s social and institutional practices
(Higgins, Kirk 2006). Teacher education institutions must strive to be organic learning organizations by
practicing collaboration, participation, and adopting democratic leadership styles. Perhaps, most importantly
of all, teacher education programs should educate students to become educational agents in the process of
influencing transformative social and ecological change.

During the research different models of teachers’ in-service training appeared that could be connected with

the development of holistic or whole school approaches:

1. Centralized model (the most common): courses were run by a higher education institution (7eacher
training college) or government (the courses to introduce the process of internal evaluation in schools).

This kind of approach sees the changes as externally driven and does not equip teachers with the skills to
manage change within their own schools. Teacher’s report:

1 remember attending the course but not exactly what was taught there. Some facts — yes, I do remember,
but in general I could not get the whole picture of it. I hope somebody knows better and explains me the
things we have to do now [concerning the changes with the new internal evaluation process at school].

2. School-based model: courses were run by school staff — often untrained and used ready-made external
training pack. The people who were chosen to run the course had an attitude of ‘knowing everything’
instead of guiding the participants onto the right track.

3. School-focused model: special persons are trained to become the “agents” of change to run professional
development sessions in their own schools — a training the trainers approach. It requires collaboration
with other schools, external advisors, and resource bases. In short, support networks are required that will
assist schools in their way through change. If schools are granted greater autonomy, significant reforms
can occur within schools, classrooms or communities, rather than being directed from national or district
levels (UNESCO 2005), but schools need the skills and resources to manage this autonomy.

Conclusions

The growing awareness of a new paradigm — sustainable development — has brought many changes in
every sector of our society. It is understood as a development that encourages us to conserve and enhance
our resource base, maintaining a reasonable balance between the desired goals and the available means —
this is the way the endurance of the process can be established.

Education for sustainable development is the educational manifestation of the concept of sustainable
development and it faces a difficult task to put the principles of sustainable development into practice.

The concept of education for sustainable development has been broadly accepted by now, but less attention
has been paid to the extent to which innovations or changes are sustained over time, what characteristics or
factors support their sustainability. A model of six characteristics of sustainable changes in schools is one of
the ways to describe sustainable development in schools. These characteristics are: depth, endurance, justice,
diversity, conservation and capital.

According to the model the positive changes concerning sustainable development in Estonian schools have
been the national curriculum supporting the ideas of ESD, internal evaluation system as the basis for auto-
nomy and self-management. The areas requiring deeper changes are justice or interdependence (to diminish
the role of market principles in schools), diversity — respect for other people and tighter connections bet-
ween formal and non-formal education as well as between schools and teacher training institutions.

Transforming the concept of sustainable development into reality is not a short-term process — producing
greater lasting effects requires long-term strategies that would support changing the values of the whole
community.
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Abstract

The article provides insights into parents’ beliefs about home-school partnerships. There have been
discussions about the holistic paradigm, and fostering collaboration is one of the principles of holistic edu-
cation. We discuss the communication and relationships among a child, parents, teachers and school, based
on quantitative research (a questionnaire) carried out in Estonia in 2004-2007. The results revealed that the
problems of Estonian education and schools are mostly connected with the schools’ value systems.
According to parents’ beliefs, at secondary level schools, teachers value academic success more highly than
any other aspect of a child’s development. The parents from Russian schools are more concerned about
their child’s coping at school than the parents from Estonian schools.

Keywords: home, school, family, parents, parental involvement, partnership, holistic education

Introduction

During the last decade, there have been many changes in Estonian society. Our society’s situation may be
called a transition period or transition society (Magno, Silova 2007). The greatest problems of a transition
society concern the social sphere: stratification with deepening financial problems and poverty, failure of
coping, juvenile delinquency and violence. The problems of society are reflected in families as well: in the
degradation of child rearing because of parents’ mental exhaustion, superficiality and negligence, and the
problematic relationships between family members that lead to the situation in which children do not feel
protected and secure.

In order to cope with the challenges in transition societies, people need access to more information to be
better able to understand changes (Magno, Silova 2007). Different studies carried out in Estonia (Lukk
2005; Veisson 2005) have revealed that parents are not aware or well-informed about the changes in the
lives of their children outside the home, and the threats and risks their children have to face, and therefore
they find it more difficult to fulfil their parental role and functions. But child development can never be
viewed as the responsibility of only one agent or stakeholder. Positive development is a process only
guaranteed by a wide network of individuals, institutions, and other resources, or, in other words, by a
holistic approach.

Holistic approach in education

A holistic approach or holism means that everything exists in the context of relationships, connections,
linkages and different meanings (Miller 2000; Schreiner, Banev, Simon 2005). Holistic education views
individuals in the context of the whole society (Poindexter 2003). In order to facilitate school education and
maximize its effectiveness, all stakeholders or agents should be involved in the educational process: school
leaders or administration, teachers, students and parents. Parental involvement has been identified as one of
the major forces of new educational strategies by many researchers (Fager, Brewster 1999; Fantuzzo,
Greenfield 1999; Hill, Craft 2003; Peraita, Pastor 2000; Tulva, Viljataga 1999).

Parents’ beliefs are influenced by current and past contextual and cultural elements, by the micro-climate of
the family (Bronfenbrenner 2000), relationships and values (Talts 1997). An additional factor is the way the
school impacts these beliefs. As noted by Vygotsky (1978), socio-cultural backgrounds, experiences, and
events impact learning and development. Similarly teachers’ and families’ socio-cultural backgrounds
affect their interactions and impact how parents are viewed and how the process of parent and family
involvement is constructed (Suoto-Manning, Swick 2006).

! Address for correspondence: karin. lukk@tlu.ee
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The previous paradigm for defining and understanding parent involvement aligned with the needs of teachers
and school: it mostly dealt with the questions of discipline and behaviour; the teacher was seen as someone
who imparts the knowledge of acceptable steps and necessary changes. This approach hardly depicted the
many ways in which a parent or family member may be involved in his or her children’s lives. At the present
time, when more attention has been paid to a holistic approach, both parents and schools need some guidance.
Many parents may be labelled unsupportive of education, poorly educated, and uncaring by unintentionally
not meeting new definitions of parent involvement (Suoto-Manning, Swick 2006). It is the duty of educators
to empower all parents to recognize the active role they already play in their own children’s education (Carlisle,
Stanley, Kemple 2005; Deven, Moss 2002; Stern 2003).

The core elements of the new — partnership — paradigm

The term “involvement” is often used in this context synonymously with the words “partnership”, “partici-
pation”, “collaboration”, or “cooperation”. But there seems to be a consensus that home-school partnership
or cooperation is a working relationship that is characterized by a shared sense of purpose, mutual respect

and the willingness to negotiate (Godber 2002). The basis for a good relationship lies in communication.

Some years ago home-school cooperation was mainly focused on organizational changes or quantitative

reforms (increasing parents’ participation in daily activities of schools, the number of joint activities, etc).

But the new paradigm has shifted the focus to qualitative changes (Carlisle et al. 2005; Driessen, Smiut,

Sleegers 2005; Evertson, Weinstein 2006; Hutchinson 2007; Walker et al. 2005); the key elements for

parent and family involvement include focusing on the following elements (Suoto-Manning, Swick 2006):

1. Family and child: it is important to encourage educators to get to know children and their families in
order to identify the child’s and family’s strengths and integrate these as the focus of involvement with
families (Carlisle et al. 2005).

2. Involving all families in a partnership: the underlying prerequisite is to create an environment where all
families would feel welcome. The relationship between parents and teacher if not directed consciously
can become competitive and adversarial rather than collaborative and empathic (Driessen et al. 2005).
Teachers have to work hard to find a balance between responding to the needs and capacities of indi-
vidual students and supporting the development of a classroom community (Walker et al. 2005).

3. The multiple format of involvement: there are some traditional forms of home-school cooperation that are
characteristic both to the old and the new paradigm: parent meetings and open-door-days (the days when
parents can visit classes). The shift towards child-centeredness has brought new approaches to the format
of parent-school cooperation and some new parent involvement forms have been added: developmental
conversations (to provide the opportunity to follow the child through each developmental phase) are held
with children and parents at least once a year (appointed by the law), different out-of-classroom activities
held together with parents, participation in parent organizations. It is imperative to forefront the
understanding that there is no one model or format of cooperation that works for every family and/or
teacher (Driessen et al. 2005; Evertson, Weinstein 2006).

4. A lifelong learning approach in which the educators/schools learn alongside children and families: this
includes involving parents in the school development process. Currently, more and more parents have
started to understand the importance of parental involvement in school, and they have become very
active in reforming the school system. The majority of parents would like to participate in discussions
about school development (Lukk 2005), but not all schools eagerly accept it. It is the responsibility of
schools to educate parents and help them to understand their new roles as partners of schools (Fager,
Brewster 1999; Hutchison 2007). The prevalent culture of rights encourages parents to exercise their
rights in the field of education as well. How parents do it and the benefit schools can get from it depend
greatly on schools.

5. Trust-building: true collaboration needs to value each partner and involves an exchange of values
among the participants. This element embraces the whole process: it involves different parts of the ele-
ments discussed above. The four dimensions of the basic collaborative framework are value definition,
value creation, value balance, and value renewal (Carlisle et al. 2005).

Once parents and teachers realize their capabilities and roles, they can work together effectively in helping
their children learn. A shift is needed from the paradigm of parents and teachers working separately to
parents and teachers working together for the benefit of the child (Suoto-Manning, Swick 2006).
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The main objective of the current research is to provide a survey of different home-school partnership

aspects in Estonian schools and assess them in the context of the core elements of the new paradigm. The

hypotheses of the research are as follows:

= schools and teachers value academic success more highly than any other aspects of child development,
especially in the 7h_gth grades;

= parents from Russian schools are more concerned about their child’s coping at school than parents
from Estonian schools.

Methods

Participants
The research was carried out in two stages. The sample of the first stage consisted of 65 schools in Estonia

(approximately 10% of Estonian schools) and the parents of the 7" 9™ and 11" grade students were studied.

The analysis of the first stage revealed significant differences between the beliefs of parents of pupils at
different school levels, and the main changes in a child’s school behaviour take place at an early stage of
school. Therefore the parents of primary school students (4"—6" grade) were included in the sample during
the second stage. The sample of the second stage consisted of nine schools chosen according to the results
of the cluster analysis of the first stage sample. The sample of the first stage of the research consisted of
2048 parents and of the second stage, 373 parents.

Material

The data was gathered using self-report questionnaires for parents. Questionnaires used 4—5-point Likert-
scales for most responses.

The content blocks of the questionnaire:

®  Parents’ evaluation of school as organisation (incl. values, participation in decision-making, learning
motivation, innovativeness)

Evaluation of reality of professional work

Relationships (between students; between students and teachers)

Parent-school cooperation, parental involvement

Questions about coping strategies

Personal data

Procedure
The research was carried out in two stages in Estonia: the first stage in 2004-2005 and the second one in
2006-2007.

The respondent parents were chosen from schools that formed an adequate representation of schools in
Estonia — geographically, by working language (Estonian or Russian), by results of state exams during the
last three years (the best and the weakest results in their area — county or city). According to the working
language, the schools in Estonia can be divided into three major groups: Estonian, Russian and bilingual
schools (Estonian + Russian) — the schools having programs both in Estonian and Russian (Eesti... 2007;
Haridus... 2008). The parents from all these three major school types were included in the sample. Full ano-
nymity was guaranteed for all participants.

The data was analyzed in the context of the core elements of the new partnership paradigm. The analysis of
the results was carried out using one-way-ANOV As and T-tests. The results give a review of strengths and
problems concerning Estonian education and schools in the framework of home-school partnership.

Results

1. Family and child:
Different aspects of parents’ beliefs about their children were studied. The following passage provides a

profile of the most significant problems (indicators) of families as parents view them: learning, excessive
study load, school food, health, too excessive study expenses, relationships with teachers, relationships
with class-mates, relationships in family, relationships with friends, smoking, sexual relationships, alcohol
consumption, drug consumption.

Significant differences in these aspects/indicators were brought out between different school levels (Table
1) and school types (Table 2). The most significant differences were brought out in the comparison of the
results by the level or stages of school and mostly in the aspect of relationships: child’s relationships with
class-mates and friends, and also about school food and smoking (Table 1).
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Table 1. The aspects of child’s life the parents were concerned about*

The percentage of parents’ “yes”
The aspect of child’s life answers
4"_6" grade | 712" Total
N=301 grade N=1754
N=1423
Child’s relationships with class-mates 25.6% 16.6% 17.9%
Child’s relationships with friends 18.0% 12.7% 13.5%
School food 39.0% 32.8% 33.8%
Smoking 5.9% 10.7% 10.0%

*All differences between grade levels were statistically significant at p <.001

The parents of younger children were most concerned about their child’s food at school and also about the
child’s relationships. The parents of older children also worried about school food but were twice as likely to
worry about their child’s smoking.

Analyzing the differences of indicators by the working language of school revealed statistically significant
differences in almost all indicators (Table 2).

Table 2. The indicators of aspects parents were concerned about*

The percentage of parents’
“yes” answers
Estonian Russian Esto-nian Total
N=1268 N=649 + Rus-sian N=2389
N=472
Learning 37,5 60,5 432 44,8
Excessive study load 35,1 49,0 32,8 38,2
School food 29,3 50,3 40,5 37,1
Health 27,4 54,8 34,6 36,2
Excessive study expenses 28,0 38,2 36,0 322
Relationships with teachers 19,7 40,8 26,1 26,7
Relationships with class-mates 12,5 36,4 17,2 19,7
Relationships in family 11,9 35,8 17,6 19,4
Relationships with friends 6,9 30,5 13,5 14,4
Smoking 6,2 18,3 10,3 10,1
Sexual relationships 4,6 20,3 8,1 9,4
Alcohol consumption 5,5 14,9 7,4 8,3
Drug consumption 1,9 14,0 5,7 5,8

*All the differences between school types were statistically significant at p <. 001.
Internal consistency (Cronbach’s alpha) for parents’ concerns was 0.834.

What are the areas of the child’s life at school the parents of different schools are most concerned about?
Learning holds the first place (Table 2) followed by excessive study load and the indicators connected with
child’s health (food and health problems).

2. Involving all families in a partnership:

The basis for engaging parents is readiness for communication which in turn presupposes sacrificing one’s
time. Analyzing parents’ beliefs about teachers’ readiness to devote their time and attention to children
revealed that about half of the parents of primary school children thought that teachers did not have time
for their children; they did not use an individualized approach. 36.6% of parents thought that teachers were
too busy to have conversations with parents, but 55.4% stated that teachers found some time for parents.
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8.6% of parents of lower level of basic school (grades 4-6) feel that teachers do not care about their
problems; at the upper level (grades 7-9) the percentage is already 15.7% (p < .001). The difference was
also observed by school type — the parents from Russian schools tended to give more positive evaluations
of teacher-child relationships at school.

3. The multiple format of involvement:
The forms of home-school cooperation that parents value as necessary to guarantee child’s development are
shown in Figure 1.

%

outings

parent-meeting
parent-meeting
with children
developmental
conversations
open-door-days
participating in
parent-
organization

Figure 1. Parents’ beliefs about the forms of parental involvement necessary for successful home-school cooperation

Most parents support traditional forms of home-school cooperation — parent-meetings with parents and
class teacher, 83.8%, and open-door-days (the days when parents can visit classes), 62.2%. Developmental
conversation held together with the child (parent-child-teacher) is a new form of parental involvement that
was introduced in 2006 as a compulsory part of home-school cooperation. Participation in parent
organizations had the lowest score (44.3% of parents assessed it as a necessary form of parent
involvement). As this form of involvement is new and not so well-known, parents may not fully understand
it and therefore cannot assess its necessity.

Comparing these indicators with the percentages describing the actual situation in schools showed
somewhat different results: half of the parents (52.1%) have never participated in parent meetings together
with children; 40.8% have never had a developmental conversation; about one third (37.8%) have never
visited classes during open-door-days and almost half of parents have never taken part in outings or parent
organizations (48.5% and 52.1% accordingly).

Regarding parents’ satisfaction with the frequency of cooperation, there was a significant difference
between Estonian and Russian schools (p < .001): the parents from Estonian schools were more satisfied
with the frequency than the parents from Russian schools.

4. A lifelong learning approach in which the educators/schools learn alongside children and families:
One of the main functions of schools now is to support the idea of lifelong learning. We studied parents’

beliefs about some aspects of school culture describing the values of lifelong learning in the home-school
cooperation framework. 60.7% of parents thought that school culture supports the formation of a dignified
citizen; 45.6% that the conditions of learning environment meet the needs of a modern society; 52% that
school has clear aims and knows the direction of their development. But only 37.2% agreed with the
statement that new learning and teaching methods were used in the school. Developing different learning
skills is one of the most important parts in successful coping and lifelong learning process, and therefore
the readiness to implement new ideas is essential for achieving the aim of lifelong learning. However,
according to the results of the research, the idea of lifelong learning has not been fully implemented yet.

Involving all parties or stakeholders at school presupposes the existence of a democratic leadership style.
But only 26% of parents think that the school their child attends has a democratic leadership style where
everybody has equal rights and possibilities; this leaves three quarters of parents unsatisfied in this respect.
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By school level significant differences (p < .001) were observed in different aspects concerning school
development between the parents of students from 4h_gh grade and 7ho12t grade (Table 3).

Table 3. The positive beliefs of parents (%) about the aspects concerning school development*

The importance of conversations 4" 6" grade 7"-12" grade
Developmental plan of school 87,7 N=308 74,6 N=1854
Changes in school organization 79,2 N=303 68,6 N=1867
Study materials 85,1 N=322 73,9 N=1860
Renovation 63,1 N=293 53,1 N=1849
Child’s development and future 96,7 N=329 94,4 N=1899

* The differences between grade levels were statistically significant at p <.001

Parents of both school levels value conversations about their child’s development and future. Parents of
younger students have more conversations about school development with their children than the parents of
older ones, although the upper-primary and secondary school children are the group who should be
interested in school development in order to get a good education.

5. Trust-building: Trust-building is always closely connected with sharing the values. We examined the
main difference in values: while parents value the child’s development and are concerned about his/her
coping in the future, teachers concentrate on academic achievement, knowledge and better marks (Table 4).

Table 4. Parents’ beliefs about teachers’ values and activities

Yes %
Teachers prepare students well for exams and level tests 54,3
N=1233
Teachers are interested in each student’s development and coping in the future 29,2
N=668
Teachers systematically monitor students’ coping 26,6
N=603
The assessment at school is first of all used for supporting child’s learning and development | 36,3
N=817
Teachers pay equal attention to teaching and educating 37,4
N=852
Teachers’ overriding concern is students’ learning 74,9
N=1701

The research also revealed that parents from Russian schools are more concerned about their child’s future
than Estonian parents are (p <. 001), but at the same time 86.9% of them believe their child can graduate
successfully — which in turn is one of the indicators of trust. Among Estonian parents the same indicator
was 92%. By school level, there was a significant difference (p < .001) between the primary stage parents’
and secondary stage parents’ beliefs about their child’s graduation: the parents of secondary school students
were more confident about the successful graduation of their child while about one fifth of primary stage
parents were not sure about their child’s graduation which shows the necessity for a close cooperative net-
work — to support child’s coping on the one hand and to increase parents’ confidence and trust towards
school and teachers on the other.

Discussion

The changes in Estonian society have set new goals for the educational system, challenging our traditional
paradigms of parent involvement. New expectations focus on a broader meaning of cooperation, requiring
that much of the initiative be taken by the school. The principles of the new partnership paradigm embrace
learning with and from the students and their parents, creating the environment that would motivate
families to be involved, using multiple formats for involvement, and supporting trust-building based on
shared values.
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According to the results, both of the research hypotheses were proved. The first hypothesis was that schools
and teachers value academic success more highly than any other aspects of child development, especially in
the 7"-9™ grades. The problems of Estonian education and schools are mostly connected with the value
system in schools (Tulva, Viljataga 1999). There is a remarkable difference between parents’ expectations
and the actual school-life. According to the current research, only one third of parents pay attention to a
child’s general development rather than academic success, and schools/teachers also value academic
success more highly than any other aspect of child development. Very little (if any) attention is paid to the
development of social development, coping and learning skills. Even teachers at school first concentrate on
preparation of children for exams and level tests; they value good results most of all and focus on the indi-
cators of academic success only, and the main concern is not a child as an individual who needs support
and guidance in his/her development (Ruus, Ots 2005). The research results reveal a worrisome trend in
schools that the older the student is, the less care and individual attention s/he gets from teachers, even
though the teenage years are the ones when students need extra guidance and support. Being left alone,
students may feel insecure and lack confidence, which in turn is a risk factor for failure at school and
dropping out of school (Koolikohustuse... 2002; Pohikoolist... 2003). The teachers of the upper primary
stage of schools or at secondary level are focused on teaching their subject and students’ learning (in its
narrow meaning) rather than on the social development of children.

But parents and teachers are not the only ones to be blamed here. The former school system was more
focused on school and teaching (Cassel 2003), and there is still the pressure by society on schools to value
academic success more highly than humanistic values, which means that the formation of child’s social
competences is insufficient in schools (Veisson et al. 2007). There is a serious conflict in the Estonian
educational system: the national curriculum is based on humanistic ideas of individual development of
every child, but national level tests, state exams at the end of secondary school, and ranking the schools
according to the results of the exams are the principles of a market economy. Although many discussions
about the harmful effect of market principles on school development have been held, it is still a trend in
Estonia (Ball 2006; Nassar, Rebane 2002). As long as the only variable for comparing schools are the
achievements in state examinations, it is very hard to implement the humanistic ideas (Ruus, Ots 2005).
Therefore it is essential to introduce new values in the whole society in order to guarantee the sustainability
of education (McKeown 2002; United 1996).

The second hypothesis (parents from Russian schools are more concerned about their child’s coping at
school than parents from Estonian schools) was proved as well. The current research reveals that Russian
parents are more concerned about their child’s coping at school, as their indicators of the concerns were
significantly different from Estonian parents’ ones in every aspect. There seems to be an overall trend
among Estonian parents to make the school responsible for their child’s rearing and coping process. They
seem to worry less about the child’s future than Russian parents do, and therefore they are not so actively
involved in school-life (Veisson et al. 2006). The active participation of parents in school-life makes the
child feel secure and confident about the future; as in case of coping problems, he/she would always have
somebody to turn to, somebody who would share the same values and who would be competent to support
him/her. Seeing parents as partners of the schools would significantly improve a child’s developmental
environment (Stern 2003).

The current research revealed that parents of primary school children (4—6 grades) are more concerned
about peer relationships. This is the period of the most intensive socialization process, and the problems of
social coping emerge at this stage of development most often. Forming identity and self-confidence in the
transition from a primary school learning system to a subject-based learning system causes different
problems with class-mates, and by the 7" grade, the relationships have been fully formed. The parents of
both primary and secondary stages are concerned about children’s nutrition, about the food they are
provided at school. There have been remarkable rearrangements in the catering system of school canteens
in Estonia which is now organized by a private company. The changes have caused the rapid increase in
prices, and the issues of food quality have been discussed in the media as well.

We found that the current situation in Estonian schools does not support the improvement of home-school
cooperation process. The forms of parental involvement that schools generally practice are not suitable for
all parents. Therefore it is extremely important to implement the new way of thinking — rather than being
bound to concrete forms of home-school cooperation, teachers should be creative, open to new ideas, and,
based on the knowledge obtained from conversations with parents, find the forms of involvement suitable
for every family.
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An effective home-school partnership is based on good relationships (Sutton 2006; Vincent 1996). Good
relationships are built on trust. Building trust is not a simple process that can be achieved in a short time
period. Trust-building is a complex process that embraces two main aspects: shared values that may be seen
as a heart of the process and communication as the means to get there. According to the results of the current
research, parents do not share the same values as teachers. They think teachers do not support their child’s
coping; they believe that teachers do not monitor the child’s development systematically, and they are con-
cerned about their child’s future. Russian parents tend to be more concerned about their child’s future,
probably because they are a minority group and the language barrier may become an obstacle in their further
studies. Trust cannot be built on that basis.

There is no way to prescribe or standardize a single way of going about building trust, as teachers and families
differ. But there is a need for improving communication in order to achieve the desired aim of shared values.
By putting together the four value dimensions (value definition, value creation, value balance, and value
renewal) (Carlisle et al., 2005), the results of the current research and the main stages of the well-known
quality cycle — Deming-circle (Plan-Do-Check-Act) (Greenwood, Gaunt 1995; Johnson 1993), a develop-
mental model of effective home-school cooperation process that would guarantee the quality and sustain-
ability of the relationship could be formed (Figure 2).

Defining

Renewal Synergy

Balance

Figure 2. The developmental model of effective home-school cooperation process

The defining stage embraces the process of getting to know the family, finding out the strengths, aims and
concerns of the family and child; it also involves introducing the values of school and education and providing
parents with the necessary information. It is important to remember at this stage that the basis for good
communication lies in respect and appreciation for a multiplicity of perspectives, the readiness for a dialogue
and problem solving together — following the principles of a true democratic process. The synergy stage is an
active cooperation process where both of the parties join their resources, and, working together, they achieve
even greater success than working alone. The stage of balance is the period when the values of both parties
— parents and school — are balanced; the differences have been settled; the consensus has been reached, and
the steps taken are also assessed at this stage. The renewal stage is the preparation for the next level: choosing
new aims, new goals to be achieved in the child’s development. This is the cycle of continuous development
and improvement.

The challenges of education are ones which neither schools nor families can meet alone; they must support
each other. When families and schools cooperate, the children learn more; they enjoy school and the
learning process, and they experience a consistent sense of commitment and support from the important
adults in their lives (Epstein 1996).
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LISA 1. KUSIMUSTIK LAPSEVANEMALE

Kooli opikeskkond ja dpilaste toimetulek

Ankeet lapsevanemale

Uurimisriihma kontaktandmed:
Elektronpost: hi@tpu.ee vai toime@lists.tpu.ee
Telefon: 634 5895, faks 634 5686

Kirjad: TPU Haridusuuringute Instituut
Raadiku 8, Tallinn 12813

Austatud lapsevanem!

Tallinna Pedagoogikaiilikooli teadurid viivad 1dbi {ile-eestilise uurimuse, mille eesmérgiks on vilja
selgitada, kuidas tunnevad Opilased end koolis ja kui turvalisena nad tajuvad oma l1&himat imbruskonda.
Uurimuse pohjal tehakse ettepanekuid kdigile asjaosalistele, kuidas muuta koolielu paremaks ja suurendada
meie laste turvalisust. Ankeedile heatahtlikult ning ausalt vastates saate sellele omalt poolt kaasa aidata.
Koik kiisitlused on anoniiiimsed, ka kooli nime ei avaldata. Teie vastuseid ei tutvustata teistele kiisitletutele
(Opilastele ja Opetajatele).

Kui Teil kiiib selles koolis rohkem lapsi kui iiks, siis Kiisitlusele vastates pidage silmas ainult seda last,
kes tdi Teile selle kiisimustiku.

1. Kas Te usaldate kooli ja 6petajaid? Tehke, palun, oma vastusevariandile ring {imber.
Uldse mitte 1 2 3 4 5 6 Alati

2. Kas opetajad hoolivad lastest piisavalt? (Valige iiks variant)

Opetajate t66 on formaalne, nad ei hooli dpilaste muredest

Opetajad tegelevad enamasti ainult valitud riihmaga

Opetajad hoolivad igast lapsest ja tegelevad vajadusel individuaalselt
Midagi muud

AWM —

3. Kas dpetajatel on Teie meelest aega lapsevanematega suhelda? (Valige iiks variant)
1 Mitte eriti, nad on liiga koormatud

2 Opetajatel jiib aega ka lapsevanemate jaoks

3 Opetajal on lapsevanema jaoks piisavalt acga

5. Kuidas hindate kooli ja kodu suhet iildiselt?
Viga kehv 1 2 3 4 5 6 Suurepidrane

6. Kui suur peaks olema lapsevanema otsustusdigus? (Valige iiks variant)
Lapsevanem...

ei tohiks kooliasjades iildse kaasa radkida

peaks minema kooli, kui kutsutakse, ja tegema, mida palutakse

peaks oluliste otsuste langetamisel koolis kaasa radkima

peaks hariduskiisimustes kaasa rddkima nii koolis, omavalitsuses kui ka riigis

A WN —

7. Millisena hindate oma otsustusdigust koolis?

Téiesti ebapiisav 1 2 3 4 5 6 Téiesti piisav
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8. Millist koostood kooliga eelistate ja kui tihti erinevaid voimalusi koostooks Teie lapse koolis

kasutatakse?
Hinnang koostd6 sobivusele Kasutamise sagedus
See | Ka | See See Ei Mitte Kord Moni Vihemalt
eriti | see | vist iildse oska kunagi aastas kord kord
mitte mitte oelda aastas veerandis
Lastevanemate 4 3 2 1 0 1 2 3 4
koosolekud
Lastevanemate koos- 4 3 2 1 0 1 2 3 4
olekud koos lastega
Arenguvestlused dpe- 4 3 2 1 0 1 2 3 4
tajaga vanema ja lapse
osavotul
Opilaste, Spetajate ja 4 3 2 1 0 1 2 3 4
lastevanemate iihised
véljasdidud
Avatud uste paevad 4 3 2 1 0 1 2 3 4
(voimalus tunde
kiilastada)
Lastevanemate {ihen- 4 3 2 1 0 1 2 3 4
duses osalemine
IMIUUL (IEILEIIEP) Lottt

9. Kas koostoo on Teie jaoks piisav?

Téiesti ebapiisav 1 2 3 4 5 6 Téiesti piisav

10./11. Missugustel teemadel Te koolis dpetajatega vestlete ja kui oluliseks Te erinevaid vestlus-
teemasid peate?

Vestlusteema Vestluste tiihtsus Teie jaoks Vestluste sagedus
Viga Usna Pigem Uldse Ei Uldse | Kord Mbonel Iga
oluline oluline eba- mitte oska mitte aastas korral kuu
oluline oluline oelda aastas
Laste hinded 4 3 2 1 0 1 2 3 4
Kooli dppe-/ 4 3 2 1 0 1 2 3 4
arengukava
Lapse klassi- ja 4 3 2 1 0 1 2 3 4
kooliviline
tegevus
Lastevaheline 4 3 2 1 0 1 2 3 4
soprus/iiksteisele
abi osutamine
Lastevaheline 4 3 2 1 0 1 2 3 4
kiusamine
Laste tervis ja toit 4 3 2 1 0 2 3 4
Laste turvalisus 4 3 2 1 0 1 2 3 4
Laste kditumine ja 4 3 2 1 0 1 2 3 4
moraal
(nt ropendamine)
Uued suunad 4 3 2 1 0 1 2 3 4
pedagoogikas/
koolikorralduses
Konkreetsed 4 3 2 1 0 1 2 3 4
pahandused
Oppevahendid 4 3 2 1 0 1 2 3 4
Kooli remont 4 3 2 1 0 1 2 3 4
Transport 4 3 2 1 0 1 2 3 4
Laste areng ja 4 3 2 1 0 1 2 3 4
tulevik
VLIS WEEL? ..o
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12. Mis Teid kooliga suhtlemisel takistab?

Raskused ja takistused See Ka | See See pole | Ei
takistab | see | vist takistu- oska
eriti mitte seks oelda

Mul on kooliga suheldes negatiivne kogemus (minu usaldust kuri- 4 3 2 1 0

tarvitati, mind on halvasti vastu voetud vms)

Mul on hirm, et koolis kuulen jille oma lapsest midagi negatiivset
Mul pole jaksu, sest t661 ja kodus on palju muresid

Mul ei ole aega kooliga suhelda

Siiani pole minu koostddst kooliga kasu olnud

Tunnen end oma lapse kditumise pérast siitidlasena

Laps on juba nii iseseisev, et ma ei pea sekkuma kooliasjadesse
Mul on dpetajaga/kooliga halvad isiklikud suhted

Mu laps ei taha, et ma kooliga suhtleksin

Koostdo lapsevanematega on halvasti korraldatud

Ma ei tunne end kiillalt pddevana kooliasjades kaasarddkimisel
Mul puudub voimalus (nt transport) koolile sobival ajal kooli minna
Opetaja jutt on liiga keeruline ja teaduslik

Olen koolieluga vihe kursis

Mul pole niikuinii digust midagi kooliasjades otsustada

Kardan, et kui liiga agaralt oma arvamust avaldan, kannatab selle
pérast minu laps
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13. Mida Te sooviksite, et koolis kindlasti ei raigitaks?

14. Millisena néete oma lapse suhet kooliga? Palun 6elge, kas kool on Teie lapse jaoks koht, ...

Ei ole Ei ole nous | Olen nous Taiesti

iildse nous nous
kus tal on tihti igav 1 2 3 4
kuhu ta ei taha minna 1 2 3 4
kus ta tunneb, et on tiksi 1 2 3 4
kuhu ta tunneb end kuuluvat 1 2 3 4
kus ta leiab kergesti sdpru 1 2 3 4

15. Mida arvate lapse tulevikust? Mil méiral ndustute jirgmiste viidetega?

Tulevikku vaadates... Ei ole Ei ole ndus | Olen ndus Taiesti
iildse nous nous
usun, et ta saab koolis alati hésti hakkama 1 2 3 4
kardan, et ta ei suuda kooli 15petada 1 2 3 4
usun, et tal ei teki Opetajatega probleeme kditumise pérast 1 2 3 4
kardan, et ta vdidakse kéitumise pérast koolist vélja visata 1 2 3 4

16. Milline on Teie arvates selle kooli vaimsus, kus kéib Teie laps? Kui tihtsaks peetakse seal jirgmist:

Uldse mitte | Vihe- Nii ja naa Téhtsaks Viga

tihtsaks tihtsaks tihtsaks
Opilaste turvalisust 1 2 3 4 5
Oppeedukust 1 2 3 4 5
Opilaste tervist 1 2 3 4 5
Hiid inimestevahelisi suhteid 1 2 3 4 5
Viisakust 1 2 3 4 5
Korrektset valimust 1 2 3 4 5
Ausust 1 2 3 4 5
Abivalmidust, hoolivust 1 2 3 4 5
Koolirddmu 1 2 3 4 5
Distsipliini 1 2 3 4 5
Otsivat vaimu, motteerksust 1 2 3 4 5
Sallivust 1 2 3 4 5
Laialdasi teadmisi, eruditsiooni 1 2 3 4 5
Piiiiet ennast tiiustada 1 2 3 4 5
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17. Millist vaimsust sooviksite Teie selles koolis ndha? Kui tihtsaks peaks kool pidama:

Uldse
mitte

Vihe-
tihtsaks

tihtsaks

Nii ja naa

Tahtsaks

Viga
tihtsaks

Opilaste turvalisust 1

Oppeedukust

Opilaste tervist

Haid inimestevahelisi suhteid

Viisakust

Korrektset valimust

Ausust

Abivalmidust, hoolivust

Koolirdomu

Distsipliini

Opilaste otsivat vaimu, motteerksust

Opilaste sallivust

Opilaste laialdasi teadmisi, eruditsiooni

N e I Ty e N I Y N N e o
RN [N N[NNI

Opilaste piiiiet ennast tiiustada
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18. Mil méiral olete ndus allpool toodud viidetega kooli kohta, kus opib Teie laps?

Ei ole
iildse nous

Ei ole
nous

Ei oska
oelda

Olen
nous

Taiesti
nous

Koolis katsetatakse uusi Gpetamis- ja Oppimisviise

5

Koolis ollakse vanameelsed ega muudeta dpetamisviise

Koolil on auvéérsed traditsioonid

Kool teab, mida ta tahab ja tal on selged sihid

Koolis on meie-vaim

Koolil on hea maine

[S U UNINY U NI (U U

Kooli iildine kultuur on suunatud vééirika Eesti kodaniku
kasvatamisele
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Kooliruume kasutatakse intensiivselt dpilaste huvides 1

[\

w

N

(9}

Oppetingimused koolis vastavad niiiidisaja nduetele 1

[\

W

N

W

Kooli raamatukogu on tdeline dppekeskus arvuti 1
kasutamise voimalustega

Koolis on demokraatlik juhtimisstiil

Kooli juhtkonna poole on vajadusel kerge poorduda 1

Lastevanemate majanduslik olukord mdjutab tugevalt 1
laste positsiooni koolis

Vanemate vaesus parsib oluliselt laste arengut ja 1
Oppimist koolis

Hoolekogul on koolis oluline roll

Opilasomavalitsusel on koolis oluline roll 1

19. Milliste opetajate kohta kiivate seisukohtadega olete nous?

Enamik selle kooli petajaid...

Ei
ole
nous

ole
iildse
nous

Ei
oska
oelda

Olen
nous

Taiesti
nous

tunneb histi dpetatavat ainet (aineid)

dratab Opilastes huvi aine vastu

suudab taktitundeliselt parandada Gpilaste omavahelisi suhteid

suudab tunnis korda hoida

hindab odiglaselt

on just nii ndudlik nagu vaja

valmistab Jpilased hésti ette eksamiteks ja tasemetdddeks

tunneb huvi iga dpilase kdekiigu ja tuleviku vastu

jélgib siistemaatiliselt laste arengut

kasutab hindamist eeskétt lapse Sppimise ja arengu toetamiseks

teeb omavahel koostddd ja toetab iiksteist probleemide lahendamisel

poorab vordselt téhelepanu laste dpetamisele ning kasvatamisele

peab esmatéhtsaks dppimist
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Enamik selle kooli dpetajaid... Ei Ei Ei Olen Téiesti
ole ole oska nous nous
iildse | nous | delda
nous

mérkab lastevahelisi probleeme 1 2 3 4 5

pigem karistab kui toetab dpiprobleemidega last 1 2 3 4 5

pigem karistab kui toetab kéitumisprobleemidega last 1 2 3 4 5

pigem torjub kui toetab teistsuguse kultuuritaustaga voi teisest rahvusest | 1 2 3 4 5

lapsi

ohutab lapsi omavahel vdistlema 1 2 3 4 5

ohutab lapsi isekeskis koostdod tegema 1 2 3 4 5

voimaldab Jpilastel dppetdd kavandamisel ja meetodite valikul kaasa rafkida | 1 2 3 4 5

suudab luua positiivse koolikliima 1 2 3 4 5

20. Kas Teie lapsel on dpetajaid, kes teda Teie arvates ei salli?

1 Ei ole tihtki sellist petajat

2 On iiks selline dpetaja

3 Moned Opetajad on sellised
4 Enamik Spetajaid on sellised

21. Kui Teil oleks voimalik, siis kas paneksite oma lapse teise kooli?

1 Ei
2 Jah
3 Ei oska 6elda

22. Kui paneksite lapse teise kooli, siis mis pohjusel ja mida loodaksite uuest koolist?

23. Millisena hindate oma lapse kooli illdkokkuvéttes, kdiki tahke silmas pidades?
viga kehv 1 2 3 4 5 6 suurepérane

24. Kas Teil on praegu muresid seoses oma lapsega?

Mulle teeb muret lapse... Ei Jah Ei oska delda
Oppimine 1 2 3
suhted dpetajatega 1 2 3
suhted klassikaaslastega 1 2 3
suhted sdpradega 1 2 3
suhted perekonnas 1 2 3
tervis 1 2 3
koolitoit 1 2 3
iile jou kdivad dppekulud (kallid dppevahendid) 1 2 3
iile jou kdiv dppekoormus 1 2 3
seksuaalsuhted 1 2 3
alkoholi tarbimine 1 2 3
suitsetamine 1 2 3
narkootikumide tarvitamine 1 2 3
Midagi veel?

25. Kas Teile tundub, et laps veedab liiga palju aega tegevusetult?

1 Ei
2 Jah
3 Ei oska 6elda
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26. Kuidas hindate oma lapse ajakasutust pérast kooli? (V6ib olla mitu vastust)
Ta 6pib kodus liiga palju

Ta kéib liiga palju huvialaringides

Ta istub kodus liiga palju arvuti taga

Ta kiib liiga palju kaaslastega viljas

Ta kéib liiga sageli midngusaalides

Ta teeb liiga palju sporti, kdib trennis

Ta vaatab kodus liiga palju TV-d, kuulab muusikat

Ta on liiga palju tegevusetult kodus

Laps teeb kdike parajal mééral, midagi ei ole liiast

27. Kas Teie arvates on Teie laste koolis piisavalt vaba aja sisustamise véimalusi?

1 Peaaegu ei ole

2 Jah, moned vdimalused on
3 Jah, piisavalt

4 Ei oska oelda

28. Kas Teie arvates on Teie laste kodu iimbruses piisavalt vaba aja sisustamise voimalusi?

1 Peaaegu ei ole

2 Jah, moned vdimalused on
3 Jah, piisavalt

4 Ei oska oelda

29. Kuivord ohustab Teie lapsi kodu ldhiiimbruses ..

Ei ole Mbone-vorra | Viga Ei oska
oelda
narkomaania 1 2 3 0
vargused, r66vid 1 2 3 0
kallaletungid, peksmised 1 2 3 0
narrimine, monitamine 1 2 3 0
seksuaalne ahistamine 1 2 3 0
viljapressimine, petmine 1 2 3 0

30. Kuivord ohustab Teie lapsi koolis ja selle liheduses...

Ei ole Mone-vorra | Viga Ei oska 6elda
narkomaania 1 2 3 0
vargused, roovid 1 2 3 0
kallaletungid, peksmised 1 2 3 0
narrimine, monitamine 1 2 3 0
seksuaalne ahistamine 1 2 3 0
viljapressimine, petmine 1 2 3 0

31. Kas Teie pere lapsed on sattunud viimase 12 kuu jooksul vigivalla ohvriks?
Ei

Jah, teda/neid dhvardati, sGimati, monitati

Jah, teda/neid togiti, tdugati, 166di

Jah, talle/neile tungiti kallale, peksti

Jah, temalt/neilt pressiti midagi vilja

Jah, temalt/neilt varastati, ro6viti midagi

Jah, teda/neid ahistati seksuaalselt

Jah, midagi muud

0NN N AW~
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32. Kui jah, siis kus see juhtus?
1 Koolis
Kodus
Téanaval
Trennis voi huviringis
Peol vdi muul noorteiiritusel
Kaupluses
Bussis, rongis vms.
Hoovis
Pargis, metsas

— O 00 31O\ L Wi

33. Kuivord noustute viitega: Meie peres hoolivad koik iiksteisest viga.

Ei ole ndus
Pigem ei ole ndus
Pigem olen ndus
Nous

0 Mujal (KuS?).......ooooooooviioioecoe

34. Kui Teie lapsel on 6ppimisega raskusi, siis kas ta saab oma kodustelt abi?

1 Tavaliselt ei saa
2 Monikord saab
3 Jah, alati

4 Ei oska 6elda
3S.

Kas... Peaaegu Méned | Méned Mitu
mitte korrad | korrad korda
kunagi aastas | kuus nidalas

vaidlete koos lastega poliitilistel teemadel? 1 2 3 4

vestlete oma lapsega/lastega raamatute {ile? 1 2 3 4

vestlete oma lapsega/lastega filmidest voi TV-programmidest? 1 2 3 4

kuulate koos lapsega/lastega klassikalist muusikat? 1 2 3 4

périte oma lapselt, kuidas tal koolis 1dheb? 1 2 3 4

einestate kogu perega koos iihe laua taga? 1 2 3 4

suhtlete, vestlete, jutlete oma lapsega/lastega lihtsalt niisama? 1 2 3 4

36. Millised on Teie suhted oma lapsega?
viga halvad
halvad
rahuldavad
head
viga head
raske oelda

37. Teie pere elab
eramajas/ridaclamus
oma korteris
ilirikorteris, Giiritud majas
ithiselamus

38. Kas Teie laps kédib oma kodule liihimas koolis?

1
2

Ei
Jah
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39./40. Teie leibkonnas on kokku ....... last.

Vanus Tiidruk Poiss
Vanim, esimene 1 2
Teine 1 2
Kolmas 1 2
Neljas 1 2
Viies 1 2
41. Teie kodune keelon.......................... keel

42. Missugune alljirgnev vastus peegeldab koige paremini Teie perekonna majanduslikku olukorda?

1 Meil pole piisavalt raha isegi toidu jaoks

2 Meil jatkub raha toidu jaoks, kuid riiete ostmine on juba raske

3 Meil on piisavalt raha toidu ja riiete jaoks, me saame veidi ka korvale panna, kuid seda ei jatku
kallite kaupade (teler, kiilmkapp) ostmiseks

4 Me voime endale lubada ka mdningate kallite kaupade ostmist (nt teler, kiillmkapp)

5 Me vdime endale lubada osta peaaegu kdike, mida soovime

43. Palun mirkige koik Teie enda ja abikaasa praegused tookohad

Tookoht Minu Minu abikaasa
tookoht | (teise lapse-
vanema)
tookoht
Abitddline, lihttddline 1 1
Oskustddline (nt treial, tisler, autojuht) 2 2
Teenindaja (nt miiiija, juuksur, taksojuht ) 3 3
Kontoritdotaja (nt sekretdr, juhiabi) 4 4
Keskastme spetsialist (ndit tehnik, politseinik, meditsiinidde, ei ndua korgharidust) 5 5
Spetsialist, kes ei ole juht (nt dpetaja, arst, jurist, konsultant) 6 6
Spetsialist, kellel on alluvad (nt meister, tdodejuhataja, osakonnajuhataja) 7 7
Asutuse voi alliiksuse juht 8 8
Ettevdtja 9 9
Midagimuud....................cococcocooioin 10 10
44. Kui Teie ise voi Teie abikaasa ei toota, kas olete siis....
Mina Minu abikaasa

(teine lapsevanem)
iilidpilane vdi kraadidppes Oppija 1 1
pensiondr, invaliid 2 2
lapsehoolduspuhkusel 3 3
kodune 4 4
tootu 5 5
muu 6 6

45. Palun miirkige enda ja abikaasa haridustase

Teie haridus | Teie abikaasa
(teise lapsevanema)
haridus
Alg- vdi pdhiharidus 1 1
Kutseharidus (pdhikooli baasil) 2 2
Uldkeskharidus 3 3
Kutseharidus (keskkooli baasil) 4 4
Keskeriharidus (tehnikum) 5 5
Korgharidus 6 6
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46. Teie olete .......... aastat vana
47. Te olete

1 Naine
2 Mees

48. Te olete sellele lapsele

1 Isa

2 Ema

3 Kasuvanem

4 Vanavanem

5 Téiskasvanud pereliige (dde, vend vim)
6 Muu..........

49. Milline on Teie perekonnaseis?
1 Abielus

2 Vabaabielus

3 Vallaline

4 Lahutatud

5 Lesk

TANAME TEID!
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LISA 2. KOOLI JA KODU KOOSTOOVORMIDE ESINEMISSAGEDUS

JA VAJALIKKUS
60.0
50.0 — O Lastevanemate
koosolekud
40.0 - B Koosolekud koos lastega
30.0 - O Lastevanemate tihendus
20.0 ~ —I O Avatud uste paevad
10.0 - — B Arenguvestlus koos
lapsega
0.0 ; @ Uhisiiritused
mitte  kord aastas moni kord vihemalt
kunagi aastas kord
veerandis
Joonis 1. Kooli-kodu koostoovormide esinemissagedus
45.0
40.0 B O Lastevanemate
—I koosolekud
35.0
_ H Koosolekud koos lastega
30.0 ]
O Lastevanemate {ihendus
25.0 —
20.0 - O Avatud uste pidevad
] [ |
15.0 B Arenguvestlus koos
10.0 4 || || lapsega
@ Uhisiiritused
5.0 — —
0.0 -
See lildse  See vist Ka see See eriti
mitte mitte

Joonis 2. Lastevanemate hinnang kooli ja kodu koostodvormide vajalikkusele
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LISA 3. REGRESSIOONANALUUSI KARAKTERISTIKUD

Regressioonanaliiiisi teostamisel valiti soltumatute tunnuste mudelisse vStmise meetodiks Forward-meetod,
mis tdhendab, et mudelisse on lisatud ainult need tunnused, mis mdjutavad sdltuvat tunnust statistiliselt olu-
lisel mééral.

Mudeli parameetrid (tabel 1) iseloomustavad mudeli toimivust antud valimis, mudeli prognoosi tdpsust.
Antud mudeli puhul on tunnuste vahel tegemist keskmise tugevusega seosega: R= 0,598. Determinatsiooni-
kordaja alusel vdib viita, et mudelisse valitud tunnused kirjeldavad dra ligikaudu 35% iildise hinnangu varia-
tiivsusest. Tegelik hinnang erineb mudeli pdhjal prognoositust 0,8 palli vorra.

Tabel 1. Regressioonimudeli parameetrid

Model Summary

Adjusted Std. Error of
Model R R Square [ R Square | the Estimate
6 ,598 ,357 ,355 ,81
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LISA 4. HARIDUSREFORMIDE POHIPRINTSIIBID

Kooliarengu restruktureerimiseks ja Oppimise maksimaalse efektiivsuse saavutamiseks on viidud eri
maades 1dbi mitu reformi, millest tuntumad on koolipShine juhtimine, uute dppekavade viljatootamine ja
kindlate arengukava vormide loomine koolidele omavalitsuste tasandil. Nende reformide rohuasetuste eri-
nevustele vaatamata on neis kodigis mérgata teatud iihtseid suundi (Cheng 1997):

Taiustamise pohimdttelt arenemise kontseptsioonile: traditsioonilise, pideva tdiustamise arusaama koha-
selt on koolil ithed kindlad, selged ja muutumatud eesmirgid ning kuni need ei ole saavutatud, tuleb
koolisiisteemi pidevalt tdiustada. Tanapdeval aga, kus haridusmaastik on niivdrd kiirelt muutuv, ei saa ka
kooli ees seisvad iilesanded olla enam muutumatult kindlapiirilised ja selgelt piisivad. Kool peab
kohanema keskkonnamuutustega, mis aga eeldab kooli iga aspekti — eesmarkide, dppekava, personali,
organisatsioonilise struktuuri ning juhtimise, dpetamise ja dppimise tehnoloogia — pidevat arendamist.
Kvantiteedilt kvaliteedile: kas koolihariduse kvaliteet vastab ténapéeva koolile seatud korgetele ja mitme-
kiilgsetele ootustele ning kuidas seda on téiustatud ja mil moel on tagatud selle saavutamine? — see kiisi-
mus on saamas haridusreformide votmekiisimuseks. Oluline ei ole mitte enam niivord teadmiste rohkus
kui see, mida nende teadmistega osatakse peale hakata.

Hakkamasaamiselt efektiivsusele: paljud lapsevanemaist on enamasti huvitatud vaid sellest, et lapsel ei
oleks koolis suuri probleeme ning et ta tuleks dppimisega rahuldavalt toime. Kooli ja dppimise efek-
titvsusele ei pdorata erilist tdhelepanu. Samas aga ei piisa lihtsalt igapdevasest hakkamasaamise tase-
mest, et vastata uue sajandi hariduse mitmekiilgsetele nduetele.

Viliselt kontrollsiisteemilt koolipdhisele juhtimisele: traditsiooniline tsentraliseeritud juhtimissiisteem
on peaaegu kdikidel elualadel andnud teed ennastjuhtivale siisteemile ning sama tendents on toimimas
ka koolis. Vdimu nihkumine tsentraliseeritud tasandilt kooli tasandile on vajalikuks eelduseks kooli
pidevale, eneseregulatsioonil pShinevale efektiivsele arengule.

Uksikutelt tehnikatelt kdikehdlmavale tehnoloogiale: téinapdeva koolireformides on mirgata kindlat
liikkumist lihtsate meetodite ja votete rakendamiselt mitut aspekti hdlmava pohjalikult véljatootatud
arengutehnoloogia suunas. Traditsioonilises tsentraliseeritult juhitud koolimudelis olid kindlad, stand-
ardsed ja muutumatud eesmargid, mille tiitmist véljastpoolt ka kontrolliti. Sellises siisteemis iseenesest
ei olegi mingit vajadust ennastreguleeriva koolimudeli loomiseks. Ténapédeval aga pdoratakse haridus-
reformides palju tdhelepanu eelkdige siigavuti minevate, eri aspekte seostavate tehnoloogiate — sellised
nagu strateegiline juhtimine, arengu planeerimine, osalusdemokraatia ja kvaliteedi tagamise tehno-
loogiad (mille rakenduse iiheks néiteks on Tallinna haridusasutuste kvaliteediauhind) — rakendamisele.

Eespool toodud punktidest ldhtuvalt v3ib vélja tuua jirgmised kiimme pdhimdtet, mis aitavad kooli-
siisteemi uutel alustel imber korraldada (Cheng 1997):

1)
2)
3)
4)
5)
6)
7)
8)
9)

iiksikeesméarkidelt mitmekiilgsete, eri valdkondi hdlmavate funktsioonideni;

kooli autonoomsuse ja omaalgatuslikkuse suunas koolipdhise juhtimise kaudu;

kooli tdisvédrtuslikule funktsioneerimisele teadmistel pdhineva profiili abil;

pideva dppe ja arengu suunas ténu strateegilisele juhtimisele;

eneseregulatsioonil pohinevale siisteemile sise-initsiatiivikuse kaudu;

kooli mitmekiilgse efektiivsuse suunas diinaamilise arenguprotsessi kaudu,

tervikliku kasvatusprotsessi suunas;

stinergia ja efektiivsuse suunas 14bi {ihtsuse;

taieliku kodu-kooli koostdo ja iihiskonna toetuse suunas nii vahendite kui ka ideede osas;

10) kooli edasiviiva jou suunas muutustega kohanduva juhtimise kaudu.
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