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Saint John Mary International School (SJMIS) in Saraburi, Thailand - where the
majority of students are Thai - has been facing low response from parents, re-
gardless of the ongoing reform efforts initiated by the elementary department to
involve parents. Yet, most of the parents are interested and somehow involved
at home and/or at school in their child’s education. However, both parents and
teachers feel uneasy regarding parental involvement due to several factors such
as differing perceptions of the parties, the language barrier, and the unfamiliar
school system.

The purpose of this case study was to describe, analyse and evaluate the nature
of parent involvement at the SUMIS Elementary in order to do the following: as-
sess the complex dynamics of parent involvement at SUMIS Elementary, examine
the types of involvement that exist, and understand parents’ and teachers’ atti-
tudes towards parent involvement based on their cultural background.

The data were collected in multiple ways for this qualitative study such as individ-
ual and focus group interviews with 16 parents and 16 teachers representing 9
different nationalities, a follow-up survey completed by 51 participants, observa-
tions, and documentation and artefact review in August and September, 2019. A
pragmatic iterative approach was applied to analyze the research data by using
several coding cycles.

The findings from this study strongly supported prior research showing that the
majority of parents wanted their children to do well in school and had a desire to
help their children to succeed regardless of their nationality. The findings also
suggested that the majority of parents found the current school-family interactions
satisfactory. Perceptions towards responsibilities were to some extent different
among parents and teachers from diverse ethnicities/nationalities.

The results suggest that regular face-to-face interactions initiated by the school
between parents and teachers may strengthen trust and create a closer partner-
ship among the members of the school community. Further research is required
to determine how the school should serve underrepresented minorities. Further-
more, international school administrators should promote cultural diversity which
also involves culturally competent care for children.

Key words: parent involvement, culturally diverse parents and teachers, ele-
mentary education, international school
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1 INTRODUCTION

1.1 Research topic

| have to start with a confession: through many years of my educational career at
the same international school in Thailand, | had considered parent involvement
(PI) as a necessary burden instead of an opportunity for partnership to improve
children’s learning development. | firmly believed in the school-as-expert or top-
down approach as the only option to interact with the dominantly Thai parents
and inclined to view parents as grown-up students who only needed instructions
to support our work as teachers. Furthermore, interacting with parents or guardi-
ans of the students felt always challenging due to both the language barriers and
cultural differences. Fortunately, my perception of the role of parents in their chil-
dren’s schooling has changed significantly since | started my educational journey
in this master’s programme of Educational Leadership. In addition, my position at
the school has changed since the beginning of my studies and so has my focus.
Being now responsible for the elementary school, my mission is to provide the
best education possible and support each individual student to reach his/her po-
tential by involving their families, considering parents as experts and offering cul-

turally appropriate partnership in their children’s education.

Within the context of this study, parent involvement process is investigated from
the parents’ and the teachers’ perspectives. Accordingly, this research is focused
on the psychological characteristics of parents’ and teachers’ motivations for in-
volvement based on Hoover-Dempsey and Sandler’s parent involvement model
(1995, 1997, 2005). This approach describes four forms of parental involvement:
1. personal and family values, goals, and expectations
2. home-based involvement activities
3. family-school communication
4

. school-based involvement activities.

In the article published in the Elementary School Journal (2005) by Hoover-
Dempsey and other co-researchers about additional research findings regarding
the original model of PI, the authors themselves suggested the following fields for
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further investigations about Pl such as (1) closer examination of the constructs of
Pl across different context and settings, (2) understanding perceptions of different
sources about PI, and (3) studies focusing on how Pl may affect students’ self-
esteem and self-efficacy (Hoover-Dempsey, Walker, Sandler, Whetsel, Green,
Wilkins & Closson, 2005). Consequently, this study attempted to reveal how par-
ents’ motivational beliefs, specific invitations, and parents’ life context affect PI at
a private international school in Thailand by understanding the perceptions of

both parents and teachers coming from different cultures.

Furthermore, this study attempted to fill in gaps in the existing research literature
by addressing the following issues:
— Most research is about Pl in the US mainstream with ethnic minorities and
with a white, middle-class approach
— Wrong assumptions about one another’s motives, beliefs, and attitudes
— There is little information available about Pl in the Southern Asian cultural
groups (Thai, Filipino, Indian)
— Special context: international school with the majority of the students from

the mainstream culture

The purpose of this case study was to explore the similarities and differences in
the expectations for involvement among elementary parents and teachers at an
international school in Thailand. This study also sought to understand the influ-
ence of culture on both the parents’ and teachers’ perceptions of their role in
education and their efficacy to fulfil that role at the elementary division of Saint
John Mary International School (SJMIS). In addition, this case study made an
attempt to describe the current situation regarding Pl at SUMIS Elementary. The
findings of this research study can give to international school personnel an in-
sight into how parents and teachers from culturally diverse backgrounds think
about parent involvement. In addition, it can contribute by filling in a gap in the
research about parent involvement and therefore it can be useful for educators
to develop an effective partnership between families and school and foster a cul-
turally respectful caring environment that supports the full development of the

children.



1.2 Research questions

The following research questions were addressed in this study:

1. What are the existing practices of parent involvement at SUMIS Elemen-
tary?

2. What are the parents’ perceptions, motivations, and expectations for par-
ent involvement?

3. What are the teachers’ perceptions, motivations, and expectations for
parent involvement?

4. How does parents’ and teachers’ cultural background affect parent in-

volvement at SUMIS Elementary?

1.3 Research approach

The research was formed around a case study with a purpose of examining the
current practices of Pl and understand the attitudes of the culturally diverse par-
ties of the SUMIS elementary community. To ensure a broad and reliable view of
the case, the researcher used multiple sources such as observations, individual
and focus group interviews, a survey, school documents and policies, and other
artefacts. The research activities included creating a research plan and strategy,
studying, analyzing, and synthesizing the different theories and previous re-
searches through the literature review process, conducting the case study by pre-
paring for the data collection and collecting the evidence, analyzing the case
study evidence, composing the case study report by presenting the analysis and
results, and the evaluation of the study. The main part of the literature review
process took place at the beginning of the research but it was revisited regularly
during each research stage to allow modifications to the new aspects of the find-
ings. The analysis and evaluation emerged throughout the whole research pro-

cess but the main part took place at the end of the research.

The researcher’s position as the elementary principal at SUIMIS may have af-
fected the results of this study to some extent, therefore it needs to be considered.
| am also a parent of three children who attend the secondary school in the same

institution. | am a European woman who is married to a Thai and has been living



10

in Thailand for more than ten years. Given these circumstances, it can be as-
sumed that | represent a Western perspective influenced by the local culture to a

certain extent.

The following definitions are explained to clarify the terminology in the context of

this study.

Parents — the term of parent refers to individuals who are caretakers of a child

enrolled as a current student at SUMIS Elementary

International school — for the purpose of this study, international school is defined
by the Thai Ministry of Education (MOE) as
an educational institution which is responsible for providing the edu-
cation for students without any restriction or limitation on nationality,
religion or form of government. It adopts an international curriculum
and media to which students from various countries can come. Eng-
lish is to be used as the medium of instruction.
In addition, according to the school’s accrediting commission, the Western Asso-
ciation of Schools and Colleges (WASC), the characteristics of an international
school are the following:

1. The basic language of instruction is English.

2. The schoolis accredited, or eligible for accreditation, by one of the regional
accrediting associations.

3. The course of study, as well as marking, grading, and reporting proce-
dures, facilitates student and faculty transfer to other schools of a similar
type in other countries and within the United States.

4. The school administration and governing body are responsive to the needs
of theirimmediate user community meaning students, parents, and faculty.

5. The curriculum is similar to that commonly found in the United States and
generally meets the minimum requirements for admission to North Ameri-
can and other worldwide English-speaking colleges and universities.

6. The student body is oriented toward programs commonly found in the
United Sates and other English-speaking countries, including those of an

extra-curricular or co-curricular nature.
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7. Programs of studies include courses dealing with the history, culture, and
language of the host country, in addition to those that are clearly North
American.

8. The school’s governing body is not subordinated solely to a national gov-
ernment or a central ministry, but is a local entity responsive to the needs
of the users of the school.

9. The stated philosophy of the school indicates a flexibility and responsive-
ness to the wishes of its users and contains procedures for participation
by those users to effect changes in the school’s program.

(WASC 2009, 4 according to Westerman 2012, 13)

Western culture — this refers very broadly to the way of life, especially the general
customs and beliefs, of a particular group of people who identify themselves as

“westerners.”

1.4 Structure of the thesis

The thesis is structured in a following way:

Chapter 2. This chapter is composed of the literature review by defining and de-
scribing the advantages of parent involvement, the conceptual framework, and
the synthesis of the theories. The conceptual framework is based on Hoover-
Dempsey and Sandler’'s model of parent involvement, Hofstede’s cultural differ-
ences theory in teaching and learning, and Hwa-Froelich and Vigil’s cultural in-

fluence theory on communication.

Chapter 3. The chosen methodological approach of this research study is being
presented in this chapter together with the research techniques and procedures.
Data acquisition methods and data analysis are also discussed in this part of the
study. In addition, the participants such as the elementary student population,
parents, and teachers are introduced here.
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Chapters 4, 5, 6, 7, 8, 9, and 10. The following seven chapters discuss the re-
sults of the study according to the conceptual framework and the research ques-
tions: (1) Pl at SUMIS Elementary, (2) parents’ motivational beliefs regarding their
involvement, (3) parents’ perceptions of invitations for involvement from others,
(4) parents’ perceived life context, (5) teachers’ motivational beliefs about PI, (6)
teachers’ perceptions of specific invitations for P, and (7) four aspects of cultural

influence on communication — being an international school in Thailand.

Chapter 11. The evaluation, the implications, and the reliability of the results are

discussed and conclusions and suggestions for further research are being made.
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2 PARENT INVOLVEMENT

Parent involvement as a complex topic was studied around multiple factors such
as considering the different concepts, perceptions, and advantages of Pl in the
literature review. The purpose of the literature review was to give an overview of
the current research practices and trends regarding Pl. Next, the conceptual
framework introduces the main theories that served as the starting point for the
approach of this research. Lastly, the synthesis of theories formed and validated

the methodology of the study.

2.1 Literature review

Parent involvement has been in the focus of educational researchers for many
years, therefore the literature on parent involvement is considerable. Recently,
the emphasis on parent involvement has shifted to its positive influence on chil-
dren’s academic achievement and success in school (Epstein 1986; Sheldon
2002; Lawson 2003; Mapp 2003; Green, Walker, Hoover-Dempsey, & Sandler
2007; McDermott 2008; Williams & Sanchez 2012). Policy makers and school
personnel such as administrators, staff and teachers all over the world have re-
alized that creating partnership between family and school which is based on
mutual understanding enhances students’ learning (McDermott 2008). At the
same time, parents as primary educators of the children also demand to take a
more active part and take initiatives to be more involved in their child’s educa-
tional development in order to assure the child’s academic achievement in school
(Hwa-Froelich & Westby 2003, 308).

Regardless of the current thinking that the more Pl is the better, parties - on both
sides - are hesitant to interact with each other. Accordingly, parents and teachers
are both facing an increased demand regarding PIl. Many researchers argue that
involvement has a positive effect on children’s academic success. Therefore, par-
ents are expected to be involved in order to positively influence the educational
development of the child such as helping with homework, volunteering with

school activities, or attending parent-teacher conferences. The traditional ap-
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proach to Pl is school-oriented: how educators should “deal with” parents to sup-
port the school and this way, the child. For example, the description of PI of the
State of lowa Department of Education (1994) is the following: “receiving ideas
from the school, learning about school programs, becoming confident in terms of
helping children learn and having more positive views of teachers”. (McDermott
2008, 4-5)

2.1.1 Different concepts of parent involvement

Traditional definitions of parent involvement primarily focus on the children’s ac-
ademic success from the school point of view where other parties such as parents
and students are not welcome to voice out their own goals or question the school-
defined status quo regarding PIl. For example, Puriefoy (2005) mentioned that
many parents feel that they are not encouraged in decision making and school
policies are written in an excessively technical language which is hard to under-
stand. Because of the power discrepancies between schools and families, many
researchers argue that they are barriers in creating ideal partnerships. (McDer-
mott 2008, 5-7)

Mutually acceptable partnerships are not feasible models in Pl as long as schools
view parents “good” or “bad” whether these parents agree on and follow instruc-
tions according to the values of the school. In reality, schools and teachers are
still considered experts and they need to communicate with parents and families
who need support and guideline to help their children to be academically suc-
cessful. According to Calabrese Barton et al. (2004), all parties — including par-
ents, teachers, and students — should be equal members of a learning community
where individuals can exchange views about children’s learning and develop-
mental process. They suggested to use the word engagement instead of involve-
ment underlying the importance of knowing parents and their relationships to the
school and the community. This approach sees parents as agents and not just
as another types of student. In conclusion, regarding Pl schools should think of
family needs instead of just focusing on children without the family context.
(McDermott 2008, 10-12)
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2.1.2 Advantages of parent involvement

Experts agree that enhanced parent involvement positively affects students’ ac-
ademic achievement and their attitudes towards learning (Epstein 1986; Sheldon
2002; Lawson 2003; Mapp 2003; Green et al. 2007; McDermott 2008; Williams &
Sanchez 2012). For example, Sheldon’s quantitative research (2002) about the
relationship between parents’ social networks and the level of involvement in their
children’s education supports the idea that parent involvement at school such as
communicating with teachers can affect student achievement positively by mod-
eling the importance of education. At the same time, Lawson (2003) in his study
reported that elementary parents expressed their aspiration for seeing the school
as a community-serving establishment where parents and children could learn
together. Consequently, parents expected that if challenged parents could learn
and gain new skills alongside their children, it would positively influence commu-
nity norms and values. Another, contemporary project called “Family Engineering
Night” — a pilot initiative reported by Steiner, Lemke, Nero, and McGlamery (2017)
pointed out while the goal was to provide preservice teachers an authentic op-
portunity and community-based experience, it also served as a school-wide fam-
ily learning experience by engaging parents and students together in STEM-re-

lated engineering activities.

Despite the fact that both parents and teachers agree with the idea that their
mutually beneficial partnerships are essential to children's learning, in practice,
there is a limited contact among parents and schools. Therefore, schools have a
moral commitment to parents to include them in the educational process in mean-
ingful ways. When parents perceive their role as having responsibility to help their
child experience success in school and when they have the efficacy to follow
through with needed actions, educational outcomes may be enhanced. (Curry &
Adams, 2014) In spite of the emphasis on family-school partnership, partnerships
are challenging to build and limitations exist in both research and practice.
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2.1.3 Parents’ perception and teachers’ perception of parent involvement

According to research results, parents’ and teachers’ understandings of parent
involvement are different (Hwa-Froelich & Westby 2003; Lawson 2003; Hornby &
Lafaele 2011; Trumbull 2011; Williams & Sanchez 2012; Reynolds, Crea, Me-
dina, Degnan, & McRoy 2015; Hwa-Froelich & Vigil 2016;). In his ethnographic
research, Lawson (2003) observed that parents’ orientations for involvement
started in the community and moved into the school. In contrast, teachers de-
scribed parent involvement as a means for parents and families to cooperate and
accept the needs of the school as defined by the teachers. Lawson concluded
that these different perceptions associated with diverse epistemologies, differen-
tial power, and some competing purposes. In addition, Hornby and Lafaele (2011)
suggested that parent involvement was shaped and limited by barriers related to
the different perceptions of parents and teachers such as difference in goals,
agendas, and attitudes. Trumbull (2011) also mentioned that the assumptions of
parents and teachers differed in child development and schooling when parents
and teachers were from different cultural backgrounds, therefore communication
between parents and teachers presented challenges beyond language issues.
Perhaps the limited contact between parents and teachers is the result of the

different understandings parents and teachers relate to parent involvement.

In spite of the differences in parents’ and teachers’ understanding in parent in-
volvement, at times the perceptions can overlap (Lawson 2003). For example, in
his ethnographic research about teachers' and parents' perceptions of the mean-
ings and functions of parent involvement in an ethnically concentrated, low-in-
come, culturally diverse, urban elementary school, Lawson observed that both
parents’ and teachers’ conceptions and strategies for parent involvement were
child focused. They both shared passion, commitment, and responsibility towards
the welfare of children. On the other hand, parents’ motivation in Pl was commu-
nity centric but teachers’ motivation in Pl was school centric. Overall, it was con-
cluded that despite their different perceptions, the common interests could create

a mutually acceptable relationship in PI.
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2.2 Conceptual Framework

There are two major models which are generally known and researched in the
field of parent involvement. The first one is Epstein’s parent involvement model
which describes six types of parent involvement such as parenting, communi-
cating, volunteering, learning at home, decision making, and collaborating. The
six types of parent involvement offer best practices for professionals but it is more
focused on the educators’ point of view about the process. In contrast, the second
model, called the Hoover-Dempsey and Sandler’s parent involvement model is
based on a psychological perspective and its main domain is the parents’ per-
spective. Consequently, in order to best answer the research questions of this

study, the investigator decided to apply the second model.

The conceptual framework of this research study was built on applying the re-
vised version of the Hoover-Dempsey and Sandler’s parent involvement model
(Hoover-Dempsey & Sandler 1997; Hoover-Dempsey et al., 2005) about how and
why families engage in their children’s education and, because the researcher is
interested in understanding how the cultural background of parents and teachers
has an effect on their perceptions on parent involvement, the study uses Hof-
stede’s cultural dimensions applied in teaching and learning (Hofstede 1986) to
describe the influence of cultural values and norms on the social interactions be-
tween the school and the families. In addition, the level and the density of parent
involvement heavily depends on the communication between the school and the
families. In this case study, both the staff and the parents are from different eth-
nicities and they often find themselves in a culturally unfamiliar situation. There-
fore, the researcher built on Hwa-Froelich and Vigil’s literature review (2016)
about the various aspects of cultural influence on communication. Consequently,
the following sections of the study seek to summarize/give information about the
above-mentioned perspectives in more details necessary to understand this re-

search.
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2.2.1 Hoover-Dempsey and Sandler’s parent involvement model

Hoover-Dempsey and Sandler created their original model of the parent involve-
ment process (1997) which was focused on learning how and why parents be-
came involved in their children’s education and what effect of parent involvement
had on student achievement. The model was impacted by three major theories
related to parent involvement: Piaget’s cognitive development theory, Vygotsky’s
sociocultural theory, and Bronfenbenner’s ecological systems theory. Ten years
later, in 2005, they refined their model based on additional research findings
about the constructs importance to understand why parents engage in their chil-
dren’s education. The revisions were also published in Walker, Wilkings, Dallair,

Sandler, and Hoover-Dempsey (2005).

Home-based
Behaviors

School-based
Behaviors

e,
defined as
Parents’
Level 2 Involvement Forms
contribute to
- — Parents® Perceptions of Parents' Perceived
Level 1 Pereuly Mlnuval.mmﬁ Invitations for Involvement Life Context
Beliefs from Others |
\ ] defined as
fined defined
a} i P> “\ _ Fi
= Pacental Perceptions ’ Perceptions Self-Perceived | | Self-Perceived
PaRumlll: Salf. of General | [Perceptions of Specific Time and Skills and
' ; Teacher Ener Knowledge
. Efficac School of Specific w5750 &Y
Consruction y Tnvititians Child Invitations
Invitations

FIGURE 1. Levels 1 and 2 of Hoover-Dempsey and Sandler’s theoretical model

of the parental involvement process (Walker et al. 2005)

It can be seen in figure 1 how these constructs contribute to parent involvement.
According to the model, the following three factors influence parents’ motivations
for involvement:

1. parents’ motivational beliefs

2. parents’ perceptions of invitations to involvement from others

3. parents’ life context.
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Parents’ motivational beliefs

Parents’ motivational beliefs consist of parental role construction of involvement
and parents’ sense of efficacy for helping their child succeed in school. Parental
role construction includes beliefs about what kind of responsibilities individuals
have as parents, perceptions about child development, and expectations of
schooling. Role construction is formed socially, since it is influenced by the ex-
pectations of social networks and personal beliefs. Thus, parents’ role construc-
tion can change over a period of time. For example, parents’ role construction
changes over the child’s age and grade (Green et al. 2007, Hornby & Lafaele
2011). Similarly, the model contends that parental self-efficacy motivates parent
involvement. Parental self-efficacy means that parents believe in their capability
of helping their child to succeed at school. In other words, parents think that they
can make a difference in their child’s educational development if they are en-
gaged. Parents with strong role construction and high self-efficacy tend to be in-
volved in their child’s educational development more actively than parents with
weak role construction and low self-efficacy. (Hoover-Dempsey & Sandler 1997,

Hoover-Dempsey et al. 2005)

Studies investigating the development of parents’ motivational beliefs agree that
parental role construction and self-efficacy are significant components in shaping
parental involvement. For example, Sheldon (2002) who studied 195 mothers of
elementary students from American urban and suburban schools, found that pa-
rental role construction was positively related to parents’ involvement both at
home and at school. On the other hand, parental self-efficacy was related only to
involvement at home. Moreover, in one of the recent studies about how parent
social networks influence parent perceptions of their role in the educational pro-
cess and their efficacy to fulfil perceived roles, Curry and Holter (2019) suggested
that parents have differing perceptions about their role and differences in efficacy
for involvement. They also argued that the influence of the parent social networks
greatly impacted on how these parents understand their roles and perceive their
efficacy by showing examples of how to interact with teachers and administrators
in challenging situations, manage a difficult assignment, or participate in school

activities and events.



20

Invitation to involvement from others

Further to parents’ motivational beliefs, the model states that another key moti-
vator that shapes parental involvement is invitations to involvement from im-
portant others because they suggest to the parents whether their participation in
their children’s schooling is encouraged, expected, and valued. This type of mo-
tivation is especially beneficial when parents’ motivational beliefs are weak.
Moreover, invitations from important others can strengthen parental role con-
struction. Invitations from important others are coming from three sources: from

the school in general, from specific teachers, or from the child.

Indeed, all of these sources are important elements to improve parent involve-
ment, but their effects vary in different life contexts. General school invitation re-
fers to the school environment. Parents form perceptions about whether they are
welcomed in their child’s learning based on the school structure, interactions with
school personnel, and communications about the students’ learning process. Alt-
hough general school invitations are vital in parent involvement, McDermott
(2008) noted that the way in which parents receive information from the school
depends on how that information is filtered through their cultural beliefs and val-
ues. This information is considered particularly important within the context of this

current research.

The next contributors to motivate parent involvement are the teachers. Many re-
searchers support the idea that individual teacher’s perception of the importance
of parent involvement and his/her practice influence parents’ decisions to become
active and present in their children’s education. In general, both school invitations
and teachers' practices have a positive influence on parent involvement (Epstein
1986; Reynolds, Crea, Medina, Degnan, & McRoy 2015). Although general
school invitations play an important factor in parent involvement, according to

Epstein (1986) teachers' practices seem more important when engaging parents.

Besides general school invitations and invitations from the teacher, there is an-
other equally important way to induce parental involvement — invitations from the
child. These invitations can be both implicit like when the parents see their child
is stressed and want to find out the reason behind, or explicit, for example, when
the child asks the parents to watch his/her performance at school. In many cases
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though, the invitation from the child is actually coming from the teacher. (Hoover-

Dempsey et al. 2005).

In conclusion to the content of invitations to involvement, the researcher agrees
with Curry and Holter (2019) when they argued that although school and teacher
invitations are essential elements of parent involvement and engagement be-
cause they affect parents' attitudes, parent-to-parent invitations work more effec-
tively than school invitations especially in low-income, culturally diverse, urban

communities.

Parents’ life context

The revised Hoover-Dempsey and Sandler model (2005) suggests that the par-
ents’ life context should be taken into consideration as the third major factor that
shapes their involvement in their children’s learning process. The main aspects
of the life context which are the most important motivators of their decisions about
involvement incorporates parents’ knowledge and skills together with their time
and energy. Parents’ self-perceived skills and knowledge appear to affect the
type and level of involvement activities (Hoover-Dempsey & Sandler 1997; Hoo-
ver-Dempsey et al. 2005). According to many researchers, including Adams and
Christenson (2000), Grolnick et al. (2000), Garcia Coll et al. (2002), and Drum-
mond and Stipek (2004), parents’ involvement in homework support tends to de-
cline from elementary through middle and high school as the complexity of as-

signments increases (Hoover-Dempsey et al. 2005).

Following on, work and family related requirements and expectations also have
an effect on parental involvement. For example, Reynolds et al. (2015) who stud-
ied parent involvement in a small, urban high school in the North-eastern part of
the U.S. serving primarily culturally diverse children found that according to the
parents, the most significant barriers in parent involvement were time,
knowledge, skills, and resources. Similarly, in their study about parental involve-
ment at an American inner-city high school, Williams and Sanchez (2012) de-
scribed one type of uninvolved parents as “busy parents” because despite their
willingness to participate in their children’s schooling, these parents were facing
challenges due to their other personal obligations. Parents’ limited time due to
their work schedules is a great burden on their parental obligations not only at
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school, but also at home. In conclusion, life contexts variables such as time, en-
ergy, skills, and knowledge influence parents’ personal motivation of involvement,
but they also serve as resources that shape the range of options of parent in-

volvement Hoover-Dempsey et al. 2005).

Having considered the life context elements of parent involvement, in many
cases, they are closely associated with the family culture. In this study, the re-
searcher applies Geert Hofstede’s definition of culture as “the collective program-
ming of the mind which distinguishes the members of one human group from
another” (Hofstede 1980, 25). More and more researchers agree that schools
and professionals must respect the culturally diverse parents’ beliefs and percep-
tions when considering parent involvement (Hwa-Froelich & Westby 2003, 315;
Hwa-Froelich & Vigil 2016, 112). Hwa-Froelich and Vigil (2016, 107) assumed
that a socially acceptable communication style of the mainstream culture could
be inappropriate, ineffective, or even confusing for other ethnicities. For example,
head nodding is considered in many Asian countries as meaning that the speaker
was heard by the listener but not necessarily agreed with (Lustig & Koester, 2003;
Lynch & Hanson, 1998; Scollon & Scollon, 1995, according to Hwa-Froelich &
Vigil 2016, 111). In another case described by Hwa-Froelich and Westby (2003,
309), the mainstream American teachers expected parent participation in meet-
ings and field trips, therefore in the invitations they used implicit words such as
encouraged to come or welcome to attend. However, many of the Viethamese
parents did not attend these events simply because the messages were not ex-
plicit and the Vietnamese parents did not understand them. Accordingly, the next
sections are devoted to discuss two aspects of cultural influence on parent in-
volvement such as cultural differences in teaching and learning and cultural influ-

ence on communication.
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2.2.2 Cultural differences in teaching and learning

Hofstede’s cultural dimensions theory was published in 1984 and it originally sug-

gested four factors along which cultural norms and beliefs and their effect on the

individuals in the society could be investigated such as individualism versus col-

lectivism, power distance, uncertainty avoidance, and masculinity versus femi-

ninity. The following section gives an overview of these dimensions.

Hofstede’s Four Dimensions model of cultural differences

1.

Individualism opposes Collectivism. In individualistic societies, individuals
care for their own interest and the interest of their closest family. In con-
trast, collectivist cultures believe that individuals belong to one or more
groups which protect their members in exchange for the allegiance of the
individuals.

Small Power Distance opposes High Power Distance. In high power dis-
tance society, there is a big gap between the wealthy and the poor, ine-
quality and formal hierarchy are accepted as a norm, and people value
rank, authority, privileges, and status. Whereas small power distance cul-
tures prefer the sense of equality, are relatively informal, and comfortable
with personal differences.

Weak Uncertainty Avoidance opposes Strong Uncertainty Avoidance. Un-
certainty avoidance shows to what extent people feel confident about un-
certain situations. Individuals from cultures with strong uncertainty avoid-
ance tend to be active, emotional, aggressive, and intolerant. Individuals
from cultures with weak uncertainty avoidance, on the other hand, are re-
flective, less aggressive, relaxed, and more tolerant

Masculinity opposes Femininity. In masculine cultures there is a sharp dif-
ference in the roles between men and women. It is categorized as strong,
dominant, assertive, and egoistic. However, in feminine cultures the social
roles are overlapping, individuals are more supportive, caring, and rela-

tionship oriented.

Two years after Hofstede’s book Cultures’ Consequences was published in which

his research about the four dimensions model of cultural differences was intro-

duced together with his personal experiences, Hofstede wrote an article Cultural
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differences in teaching and learning (1986) about applying the cultural dimen-
sions theory in the field of education and analysing certain situations when teach-
ers and students coming from different cultures were experiencing confusion,
particularly in their interactions. The anticipated issues in different teacher/stu-
dent and student/student interaction were listed with reference to the four cultural

dimensions together with some effects of the language differences.

The Four Dimensions model applied to teacher/student/parent interaction

In this section, the researcher modified the original concept and applied it regard-
ing its relevance to the current research topic. Because of the strong correlation
between the teacher/student and the teacher/parent relations, the researcher ex-
tended the teacher/student interaction with the parent factor and focused more
on specific differences in teacher/parent interaction, perception, and beliefs. Ac-
cordingly, tables 1, 2, 3, and 4 reveal differences in interaction, expectation, and
beliefs linked to Individualism versus Collectivism and to high versus small Power
Distances, weak versus strong Uncertainty Avoidance, and Feminine versus
Masculine dimensions, respectively. Certain patterns mentioned in these tables
may be applicable to particular schools; differences may be connected to other

dimensions, not recognized in this study.

TABLE 1. Differences in teacher/parent interaction, perception, and beliefs re-
lated to Individualism versus Collectivism dimension (Hofstede 1986, modified)
Collectivist Societies Individualist Societies
Respect to tradition and age New ideas are welcome
Young ones should listen to the older Lifelong learning
ones
Individuals speak up in small groups  Individuals speak up in response to

general invitation and in large groups

Formal harmony needs to be main- Conflicts and discussions are ac-
tained ceptable

Neither the teacher nor the parent Making mistakes is part of the learn-
should lose face ing process

Education is a way to earn status Education is a way to personal im-

provement



25

Acquiring certificates is more im- Acquiring competence is more im-

portant than acquiring competence portant than acquiring certificates

TABLE 2. Differences in teacher/parent interaction, perception, and beliefs re-
lated to the Power Distance dimension (Hofstede 1986, modified)
Small Power Distance Societies Large Power Distance Societies
Student-centered education Teacher-centered education
Teacher respects the individuality of ~ Teachers are respected
the students
Teachers are facilitators Teachers model the way to follow
Contradicting or criticizing the teacher Teacher is never contradicted nor
are allowed publicly criticized
Outside school, teachers are treated  Respect for teachers is also shown
as equals outside school
In teacher/student conflicts, parents In teacher/student conflicts, parents
are expected to side with the student are expected to side with the teacher
Younger teachers are more liked than Older teachers are more respected

older teachers than younger teachers

TABLE 3. Differences in teacher/parent interaction, perception, and beliefs re-
lated to the Uncertainty Avoidance dimension (Hofstede 1986, modified)
Weak Uncertainty Avoidance Strong Uncertainty Avoidance
Societies Societies

Students are encouraged to explore Students are expected to follow the
teacher’s order

Teachers are learners Teachers are experts

A good teacher uses plain language A good teacher uses academic lan-
guage

Innovative approach to problem-solv- Accuracy in problem-solving is

ing is awarded awarded



Parents, teachers, and students are
expected to control emotions
Disagreements are part of the solution
process

Teachers seek parents’ ideas
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Parents, teachers, and students are
allowed to behave emotionally
Disagreements are interpreted as a
breach of trust

Teachers consider themselves ex-

perts

TABLE 4. Differences in teacher/parent interaction, perception, and beliefs re-

lated to the Masculinity versus Femininity dimension (Hofstede 1986, modified)

Feminine Societies

Teachers use average student as the
norm

System rewards students’ social ad-
aptation

A student’s failure in school is a rela-
tively minor accident

Teachers are approachable

Students practice collaboration

Good behaviour means modesty
Corporal

punishment severely re-

jected

Masculine Societies

Teachers use best students as the
norm

System rewards students’ academic
performance

A student’s failure in school is a se-
vere blow to his/her self-image
Teachers are distant

Students compete with each other
Students try to be visible

Corporal

punishment occasionally

considered salutary

2.2.3 Cultural influence on communication

Communicative interactions are shaped by the individual’s cultural background.

Since the rules for communicative competence are socially generated and cultur-

ally influenced, culturally unfamiliar situations can be challenging (Hwa-Froelich
& Vigil 2016, 107). Hwa-Froelich and Vigil (2016) suggested three areas in which
culture and communication may be different: responsibility relationships, interper-

sonal relationships, and risk communication.



27

Responsibility relationships

Responsibility relationships refer to who is responsible in interpersonal relation-
ships and how the responsibility is controlled and articulated. Communication is
based on the values of independence or interdependence (Lustig & Koester,
2003, according to Hwa-Froelich & Vigil, 2016, 108). Figure 2 represents exam-
ples of differences in communicative interactions along the range of independ-

encel/interdependence.

< Independence Interdependence>
Individualism Collectivism
|/you pronoun use We/us pronoun use
Independent exploration Guided social interaction
Individual choice and Explicit instruction on
behavior how to behave

FIGURE 2. Continuum of responsibility relationships (Hwa-Froelich & Vigil, 2016)

Parents in independent cultures teach their children to take care of themselves
and they praise them for individual accomplishments. Parents express their ex-
pectations in the form of suggestions and allow their children to play alone. Unlike
in interdependent cultures, extended family members take responsibility for
teaching the children interpersonal obligations. Family members are in charge of
teaching the children how to behave appropriately. (Hwa-Froelich & Vigil 2016,
108-110)

Interpersonal relationships

Interpersonal relationships may vary across cultures by age, education, eco-
nomic wealth, physical strength, occupation, or birth order. Examples of related
behaviours are listed in figure 3.
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__ Lower power/distance High power/distance .
Equal power Differentiated levels of power
Informality Formality
Direct, honest opinions Indirect statements,

avoid opinions

Indirect, polite requests Direct, explicit directions/

requests
More verbal Nonverbal and verbal
communication communication

FIGURE 3. Continuum of interpersonal relationships (Hwa-Froelich & Vigil 2016)

Communicative interactions in low power distance cultures use more direct and
frank language, however, in order to show respect, individuals tend to stay polite.
In situations when individuals are from different power level, conversations are
informal to show equality and questions or suggestions are used instead of direc-
tives. In high power distance cultures, in contrast, interactions with individuals
who possess more power are formal and specific behaviours are expected. An-
other characteristic of the interpersonal relationships in high power distance cul-
tures to show respect to elders by addressing them with specific names or titles.
Tactile communication is a more common form in interpersonal relationships.
(Hwa-Froelich & Vigil 2016, 110-112)

Risk management

In weak uncertainty avoidance cultures, children are socialized to question, make
mistakes, explore, and be creative. Instead of explicitly showing or telling children
what to do, parents comment or make suggestions while actively involved in an
activity. Children are allowed to make choices to encourage independence and
creativity. In a strong uncertainty avoidance society, however, children are sug-
gested to avoid taking risks, to listen to their parents, and to practice and imitate
correct, modelled behaviours. Children are used to receive explicit directions in-

stead of questions. (figure 4)



2.3

29

Weak uncertainty/ Strong uncertainty/
avoidance avoidance
Risk-taking, exploration More cautious,

planning before doing

Questions, debate Less verbal, reluctance to share
opinions, show less affect

Creativity Imitation of an adult model

Trial and error Imitation, direction, guidance
problem-solving

FIGURE 4. Continuum for risk management (Hwa-Froelich & Vigil 2016)

During interpersonal relationships individuals with strong uncertainty avoidance
construct are insecure to share differing opinions, show minimal facial expres-
sions, and tend to listen rather than talk. Expected behaviours are demonstrated
as many times as necessary so individuals avoid being embarrassed. (Hwa-Fro-
elich & Vigil 2016, 112-113)

Synthesis of theories

The purpose of this study was to understand parents’ and teachers’ beliefs about
parent involvement at an international school in Thailand where teachers and
parents came from different ethnicities in order to foster a culturally respectful
caring environment that supports the full development of all the children regard-
less of nationality. Thus, driven by the above-mentioned target, the current re-

search aims to find answers of the following questions:

1. What are the existing practices of parent involvement at SUMIS Elemen-
tary?

2. What are the parents’ perceptions, motivations, and expectations about
parent involvement?

3. What are the teachers’ perceptions, motivations, and expectations about

parent involvement?
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4. How does parents’ and teachers’ cultural background affect parent in-

volvement at SUMIS Elementary?

For this reason, the revised Hoover-Dempsey and Sandler model of the parental
involvement process (Hoover-Dempsey et al. 2005) which addresses the con-
structs about “Why do parents become involved in children’s education?” pro-
vides the basic framework of the current research by offering ideas to develop
awareness of parents’ motivations for involvement and the existing gap in the
perceptions about Pl among teachers and parents among the SIMIS Elementary
community. Furthermore, the conclusions of the study derived from the Hoover-
Dempsey and Sandler theory can support school administrators by suggesting
disciplines/strategies to increase schools’ capacities for inviting parents to be in-
volved in the children’s education and to improve parents’ roles to be effectively
involved in children’s school success. On the other hand, regarding the authors’
concern applying the concept in further researches across various cultures and
ethnicities, the theory and the scales represented in the Hoover-Dempsey and
Sandler model call for an adjustment in order to appropriately utilize it in the cur-
rent study. Moreover, the model’s limitation on parents’ beliefs such as parents’
perceptions of the value of the school, their expectations for children’s school
success, and the role of parents’ social network in a culturally diverse environ-
ment suggests extending the model and combining it with other theories which

can improve the implications on the belief-behavioral links for this study.

Although Hofstede’s cultural-dimensions theory originally was extended to the
teacher and student interactions and roles in teaching and learning (Hofstede
1986), it can be also adopted to the teacher and parent interactions and roles in
parental involvement. In the context of international schools when the parties
come from different cultures, many differences are expected with reference to the
four dimensions of Individualism versus Collectivism, large versus small Power
Distance, strong versus weak Uncertainty Avoidance, and Masculinity versus
Femininity. Based on Hofstede’s observations, these differences can result in
conflicts due to the differences in the social status of the teachers in different
cultures, differences in what is considered relevant schooling/education, differ-
ences in the cognitive ways people from different societies process information,

and differences in expected patterns of teacher/parent interaction.
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Following on the cultural influence on parent involvement, Hwa-Froelich and Vigil
(2016) described further three areas in which culture and interpersonal commu-
nication can be different such as responsibility relationships, interpersonal rela-
tionships, and risk management. According to Hwa-Froelich and Vigil, profes-
sionals such as teachers should evaluate each family’s cultural attributes, they
work with for variations along the three continua in order to accurately interpret
behaviors and indirect descriptions. Based on their observations, teachers in a
multicultural environment such as an international school must consider the hid-
den values that their attitudes and interactions may represent and strive involve-

ment that support the families’ values.
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3 METHODOLOGY

3.1 Methodological approach

According to Creswell (2017), qualitative approach is a suitable research method
when the researcher seeks to claim knowledge through socially created mean-
ings. As the researcher of the current study was interested in gaining understand-
ing the different perceptions of the elementary parents and teachers about pa-
rental involvement in a culturally diverse community, a social constructivist ap-
proach was used. Social constructivists argue that individuals find meanings of
the world around them by interacting with each other and these understandings
are embedded in the cultural norms of the individuals (Creswell 2017, 8). Accord-
ingly, a case study approach was used to conduct this exploratory study and to
gain a detailed understanding of what culturally diverse parents and teachers

were thinking about parent involvement in general and at SUMIS Elementary.

According to Merriam (2009), Simons (2009), Stake (2006), and Yin (2014) case
study research aims to carry out an extensive analysis of a subject by attempting
to understand the subject in its context through the views of the participants (Har-
rison, Birks, Franklin, & Mills 2017, 6). In other words, the researcher observes
the participants in their natural setting and seeks to explore, absorb, and repre-
sent their perceptions (Creswell 2013, according to Harrison et al. 2017, 6). Dur-
ing the data collection procedure, the researcher focuses to collect detailed infor-
mation over time by using various methods including observations, interviews,
focus groups, document and artefact review (Creswell & Creswell 2017, 15; Har-
rison et al. 2017, 6).

Using focus groups has proved to be an appropriate method for understanding
and examining cultural differences, especially in cases when the participants are
from a collectivist society which is the case of the current study.
The focus group methodology is a culturally sensitive data collection
method for research in cross-cultural settings and research with eth-
nic minorities since it permits the researcher to reach communica-
tions which people use in their everyday interactions, and reveals
cultural norms and values. (Liamputtong, 2015, 128)
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To carry out an effective focus group interview, the researcher needs to consider
several factors that play an important role in the process: group composition, the
number of participants and focus groups, the length of a focus group interview,
and other factors necessary to the success of the research project. In the follow-

ing sections, these factors are being introduced. (Liamputtong 2015, 35)

Since focus group interviews are based on the interactions among the partici-
pants, the group arrangement is a very important issue in any focus group re-
search design. Homogeneity indicates the participants’ similar social and cultural
background and not their understanding and approach (Morgan 1997; Peek &
Fothergrill 2009 according to Liamputtong 2015, 35). Accordingly, homogeneous
groups work well when the study aims to get an insight into the participants’ views
and practices about a specific topic. This structure creates a comfortable envi-
ronment and increases the flow of the discussion among the participants. In this
study, homogeneous groups were used based on the ethnicity of the parents and
teachers. On the other hand, heterogeneous group setting is more appropriate in
cases when a diverse range of responses is expected (Hesse-Bibe & Leavy, 2010
according to Liamputtong 2015, 36). In this study, the western parent and teacher
groups were more heterogeneous. Thus, theiranswers were more varied. To sum
up, researchers must take into consideration the purpose of the research in order

to accurately select between homogeneous and heterogeneous groups.

Further on, typical focus groups tend to involve four to ten participants, at times
the number of participants can be less or more than the ideal numbers (Conrad-
son, 2005 according to Liamputtong 2015, 44). All of the focus groups in this
research met the criteria of the ideal number of participants, except one case.
The Indian parent focus group consisted of only three participants from two fam-
ilies due to an unexpected incident. Nevertheless, the small size of the group
enabled the participants to speak about their values and experiences in greater
detail. In addition, the number of focus groups also contributes to the success of
the research. Realistically, the number of focus groups heavily depend on the
given time and cost constraints. This study used three focus groups both for par-
ents and teachers (total of six) according to the composition and the size of the

samples.
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Typically, most focus group interviews last about an hour and a half. It is also
recommended that the participants are informed ahead of time about the tentative
length of the interview. (Liamputtong 2015, 46-47) in the current study, the aver-
age length of the interviews was about an hour. Meanwhile, the interview with the
Thai parents was split into two parts because of the time restraint. The first ses-
sion took about 45 minutes and the second part lasted for about 80 minutes (2

hours in total).

Lastly, there are several other factors that can determine the quality of the focus
group interviews such as specificity, range, depth, and personal context (Merton
et al. 1990 according to Liamputtong 2015, 47). The selection of the participants
in this study was constructed according to these factors. Therefore, the criteria of
involvement in the study stated that the parents’ child should have been enrolled
in SUMIS Elementary for at least six months prior to the interview. The personal
context played a significant part in the success of the interview with the Thai par-
ents. The moderator’s role and relationship to the participants made it possible

that the individuals were able to fully articulate their views and experiences.

3.2 Participants

This study was conducted at the elementary section of SUMIS, a private interna-
tional school in Saraburi, Thailand. The school was selected based on the re-
searcher’s personal motivation. | was employed as the elementary principal at
SJMIS hence the validity of the data and the access to the participants were se-

cured.

The following section introduces the elementary student population by nationali-
ties at SUMIS. In order to conduct a valid inquiry about the parent sample, it is
important to first study the proportion of the student body. Second, the parent
samples are characterized and validated based on the student data. Next, the
elementary teacher body is identified by nationalities. Finally, the teacher sam-

ples are proposed and validated.
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3.2.1 Students

Based on the official data from the school, there were exactly 200 students
enrolled in the elementary school at SIMIS at the time of the research. The
distribution of the elementary student body by nationalities is represented in both
table 5 and figure 5. According to the data, most of the elementary students were
mainstream Thais (80 percent), followed by dual nationals (7 percent), Indians (6
percent), Filipinos (5 percent), and Koreans. The least but still represented nation
was Ukrainian with the total number of one. Students from two different
nationalities (i.e.Thai/Australian or Japanese/Brazilian) were identified in this
study as dual nationals. Although the data collected on SIMIS elementary student
ethnicity as reported in table 5 and figure 5 is the best proxy available to estimate
the number and percentage of parent representatives in each ethnic group, there
is bias in the estimates due to the fact that some parents had more than one child

enrolled at the school.

TABLE 5 The elementary student population at SUMIS by nationalities in 2019

Dual
Nationalities | Filipino | Indian | Korean Thai | Ukrainian _
nationals
Number of
10 13 2 160 1 14
students
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Elementary Student Body by Nationalities
August 2019

TR 5%

E Filipino M Indian Korean M Thai  mUkrainian Dual nationals

FIGURE 5. The proportion of the elementary student body by nationalities at
SJMIS in August, 2019

3.2.2 Parents

Based on the number and proportion of the elementary student population, three
focus groups emerged based on the parents’ nationality/ethnicity: Thai, Indian,
and Western parent focus groups. The fourth biggest ethnicity group, the Filipinos
were excluded from the parents’ focus group’s choice because of their status: all
of them were SUMIS employees and most of them worked at the elementary
school. Instead, they were selected to represent one of the teachers’ focus
groups. Furthermore, those parents whose child was identified as dual nationals
were characterized as westerners based on the fact that at least one of the par-
ents came from a western country. According to the Cambridge Dictionary, “west-
erner is a person who comes from a country in the western part of the world,
especially North America or western Europe.” These parents were also recog-
nized as the dominant parents in the families who were taking charge of their

children’s education.

After identifying the parent focus groups, the next step was to recruit a suitable
number of available individuals for each focus group who agreed to volunteer in

this research. Consequently, the parents were asked verbally by the researcher
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to be part of a discussion group about parental involvement at the end of the
SJMIS Elementary Open Day meeting, in the first week of August, 2019. Those
parents whose children had been enrolled in SUIMIS Elementary for at least six
months or more were identified as ideal participants. Families new to SIMIS El-
ementary were only partially excluded from participation because of their lack of
experience at the school. Nevertheless, these parents were still able to contribute
to the research by providing valuable insights of their beliefs and values about
education and parent involvement. The parents who volunteered to support the
research were particularly those parents who were in different ways but actively
involved in their children’s education. At the same time, their level of involvement
did not have any effect on the research because the focus of the research was
(1) to find out what parent involvement means for them, (2) to learn about their
actual experience about parent involvement at SUMIS Elementary, and (3) to
study if their beliefs and choices are different based on their ethnicity/cultural
background. In case of each parent focus group, additional participants were
needed to recruit in order to reach a desirable number for the focus group inter-
views. Further candidates were approached in two ways: targeted messages
were sent to individuals who were considered eligible for the research using the

LINE application or | directly asked these parents in person.

A1 Focus Group — Thai Parents

The first focus group consisted of parent representatives from families where both
parents were Thais. The Thai parent participants were recruited by the researcher
and the Thai moderator who served as one of the parent-teacher representatives
at SUIMIS Elementary. Involving a bilingual moderator is advisable to lead the
group discussion when the researcher is not familiar with the language of the
research participants (Liamputtong 2016, 132) Consequently, the role of the Thai
moderator was imperative for the purpose of the research because the Thai par-
ents were more comfortable to share their personal beliefs, opinions, and expe-
riences in their own language. Meantime, Thai parents seemed more open to
answer questions coming from a person who was also a parent, Thai, and not a
foreign administrator of the school. Moreover, the moderator was able to phrase
the original English questions in Thai in a way that did not change the meaning

of them by providing interpretation for any question necessary. This way, a total
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of nine parents with seven children currently enrolled in SIMIS Elementary par-
ticipated in the focus group discussion. There were four girls and three boys
among their children. Four kids were studying in the second grade, one in the
third grade, and two in the fourth grade. The family participants who were inter-

viewed included two mothers, one father, and three mother and father pairs.

A2 Focus Group — Indian Parents

Due to an unexpected incident, this focus group included only three parents.
However, the researcher was able to conduct an additional one-on-one in-depth
interview with another Indian parent a few days after the focus group discussion
took place. All of these parents were contacted directly by the researcher and
were willing to support the purpose of the study. A total of four parents with three
children currently enrolled in SUIMIS Elementary were the parent representatives
in this focus group. There were two boys and one girl among the children. Two of
them were enrolled in the third grade and one child was in the first grade. The
parents who were interviewed included two mothers and one mother and father
pair. Although they were all Indians, they came from different parts of India. One
mother was even a second-generation Malay Indian. Despite their subcultural
differences, they were all expats and lived in Thailand because of the father’s
occupation. The fathers were mainly engineers working for various Indian owned

subsidiaries in Thailand.

A3 Focus Group — Western Parents

Originally, the researcher intended to conduct a third parent focus group interview
among Western parents. At the same time, due to the time and availability con-
straints of the parent representatives, the focus group format was impractical to
deliver. Instead, | conducted three one-on-one, in-depth interviews. The parents
were all fathers from three different countries such as UK, Australia, and Italy with
four children currently enrolled in SIMIS Elementary. The children studied in the
first grade, second grade, fourth grade, and the fifth grade. All of the children
were dual citizens which means that the father and mother belonged to two dis-

tinct ethnicities and cultures.
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3.2.3 Teachers

There were 23 teachers working at the SUIMIS elementary during the time of the
research excluding four teacher assistants. The number and ratio of teachers
based on their nationalities/ethnicities are represented in table 6. According to
the data, most of the teachers were Filipinos, followed by Thais, and there was a
South African couple. In addition, there was one representative from the following
countries: USA, China, UK, the Netherlands, India, and Hungary. In total, 23
teachers came from nine different nationalities. The diverse teacher body had an
average of four years of teaching experience at SUMIS varying from 0 to 13 years

in service.

TABLE 6. The SUMIS elementary teachers’ body by nationalities

ELEMENTARY TEACHERS BY NATIONALITY

Number of

Nationality teachers aritig,  Ndlian  American
American 1

Chinese 1

Duich 1 Thai
Filipino 11

Hungarian 1

South African 2

Thai 4

British 1

Indian 1

Total 23

Note: excuding the TAs

B1 Focus Group — Thai Teachers

This teacher focus group included four Thai female teachers. All of the teachers
received their education and had been working only in Thailand. At the same
time, three of them had many years of experience working for an international
school at SUMIS. Accordingly, the average year of teaching at SUMIS was the
highest in this teacher focus group with six years. They taught Thai language and
culture for both native and non-native elementary students. Two of them were

married with three children currently enrolled in SUIMIS Elementary.

B2 Focus Group - Filipino Teachers
The Filipino focus group consisted of seven teachers with an average of four
years of teaching experience at SUMIS. Five of them were females and two of
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them were males. They all completed their higher education in the Philippines
and had teaching experiences mainly in the Philippines and Thailand. Except one
teacher, all of them were grades 1-6 homeroom teachers teaching a variety of
core subjects such as English, Math, Science, and Social Studies. Two teachers

had children currently enrolled in SUMIS Elementary.

B3 Focus Group — Western Teachers

The B3 focus group included five teachers in total, one female and four male
teachers. Two of them were from South Africa while the rest came from the USA,
the UK, and the Netherlands. Their higher educational degrees were issued by
universities located in South Africa, the Philippines, and Thailand. This teacher
focus group had the least teaching experience at SUMIS with an average of one
year. Three of the western teachers were homeroom teachers in grades 1, 4, and
5. In addition, one of them taught Physical Education while another one worked
in the English Language Development Program. One teacher had a child cur-

rently enrolled in SIMIS Elementary.

3.3 Research techniques and procedures

First, the executive director of SUIMIS was approached in July 2019 to request
permission conducting the case study research at SUIMIS Elementary about par-
ent involvement. After the approval of this qualitative case study research, con-
sent forms were created both for the parent participants and for the teacher par-
ticipants to ensure informed consent had been obtained. The parent consent form
was translated into Thai by the Head of the Thai Department at SUMIS and the
translation was reviewed and edited by the Thai moderator to confirm that the
contents were the same in the English and the Thai versions. Each parent and
teacher were asked to sign a consent form indicating his or her agreement to
participate in the study and granting permission to have the interviews audio-
recorded. All parents and teachers were informed that pseudonyms or initials
would be used in all write-ups of the study to guarantee confidentiality. Next, as
part of the case study protocol, a parent involvement interview guide with the
potential questions organized under topics was constructed for the parents (see
Appendix 1) and a similar but modified version for the teachers (see Appendix 2)
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based on the theoretical framework. Lastly, a field procedure document (see Ap-

pendix 3) was crafted to list all the information needed to conduct the research.

| led all of the focus group interactions as the moderator except one occasion.
During the interview planning process, thinking of the language barrier, | intended
to use a translator with the Thai parent participants. However, after recruiting the
Thai parent representatives for the focus group interview and discussing the in-
terview procedure with one of the parents who worked as a senior lecturer at
Bangkok University, | started to consider the idea of using a Thai moderator in-
stead of a translator. Using a translator during the focus group interview can
break the flow of the discussion and cause distraction among the participants
(Liamputtong 2015, 132) In contrast, a bilingual moderator has the advantage to
phrase the questions in a way that parents can easily understand and to seam-
lessly guide the interactions among the participants during the discussion. This
way, the moderator who was also a parent with a child in the second grade (and
was asked to participate in the study as a parent originally, but then she volun-
teered to take the role of the moderator) managed to conduct a very productive
focus group discussion meeting among the Thai parents about their views and
experiences at SUMIS Elementary in the topic of parent involvement. Because of
the time limit, the focus group interview was completed in two parts. | was also
present during these occasions with a translator who helped me understand the
content of the discussions. In fact, this arrangement gave me the opportunity to
make observations and take intensive notes about the participants’ behaviour
and body language during the interactions. All interviews were audio recorded

with the consent of the participants.

3.4 Data acquisition methods

Based on the case study method, data were collected in multiple ways, including
semi-structured focus group and individual interviews with parents and teachers
from SJMIS Elementary, observations of formal and informal parent — teacher,
parent — child, and parent - parent interactions in campus, and various artefact
and documentation review during the first two months of the 2019-2020 academic

year.
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The centrepiece of the data collection strategy took the forms of focus group and
in some cases, because of the difficulty in scheduling, one-on-one, in-depth in-
terviews conducted in August 2019 with sixteen parents and sixteen teachers
representing nine nationalities. All the interviews were conducted in the school.
The average duration of each interview was an hour. The semi-structured inter-
views contained an initial set of twenty-five open-ended questions for the parents
and another eighteen open-ended questions for the teachers. Modifications be-
tween questions for teachers and parents were substituted as needed. The use
of open-ended questions supported the free sharing of beliefs and experiences
among the participants. Except the opening and closing questions, all the ques-
tions were organized under topics based on the categories of the theoretical
framework of the study. The questions were constructed in a way to gain contex-
tual information about the perceptions of parents and teachers and the current
situation of parent involvement at SUMIS Elementary. Participants were told that
any questions considered “uncomfortable” or “irrelevant” were allowed to remain
unanswered. In addition, anonymity was promised, and participants were told that

pseudonyms or initials would be used throughout the research study.

An online survey (see Appendix 4) was created after the interviews were tran-
scribed to support and supplement the existing data about the cultural context of
Pl at SUMIS Elementary. The survey used a five-point semantic differential scale
and included 15 statement pairs selected from tables 1-4 which demonstrated
different views in interactions, expectations, and beliefs linked to Hofstede’s four
cultural dimensions such as Individualism versus Collectivism, high versus small
Power Distance, weak versus strong Uncertainty Avoidance, and Femininity ver-
sus Masculinity. Semantic Differential Scale was chosen for the survey because
it is mainly used to get information on individuals’ emotional attitude or belief to-
wards a topic of interest ("Semantic differential scale questions with examples |
questionpro", n.d.). At each end of the survey there were opposing statements
like Teachers are facilitators — Teachers model the way to follow. Participants
had to choose in a five-point scale which statement was closer to their beliefs.
Both parents and teachers at SIMIS elementary were asked to fill in the online
survey using Google Forms. The survey was available both in English and Thai.
At the end, a total of 56 people filled in the survey. After excluding the answers
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of those participants whose nationality didn’t fit into the characteristics of the fo-
cus groups (Korean, Burmese, and Chinese), 51 answers remained for analysis.
Table 7 shows that the sample was representative with respect to the participants’
nationalities and their role at SUMIS Elementary. Most of the participants were

Thai parents.

TABLE 7 Survey participants by nationalities and their roles

Role/
Thai Indian Filipino Western
Nationalities
Parent 28 3 0 2
Teacher 2 1 7
Total 32 4 7

Further on, observations of parent-teacher, parent-child, and parent-parent inter-
actions were made during the first two-months of the 2019-2020 school year in
general at students’ drop off and pick up times and at activities such as several
Open House meetings led by the school administrators, the elementary principal,
and the homeroom teachers, grade-level Coffee Talks between parents and
teachers, and various staff meetings and PLCs. Meanwhile, artefact and docu-
mentation such as memos, letters, meeting minutes, school records, flyers, post-
ers, and field notes were reviewed to help triangulate the data collection and en-

sure the validity of the research.

3.5 Data analysis

A pragmatic iterative approach was chosen to analyse the qualitative data col-
lected for this study. According to a definition provided by Tracy (2013, 202), it-
erative analysis is a method of data analysis that combines the emic insights of
the data with an etic practice of existing models and theories. “Iteration is — — a
reflexive process in which the researcher visits and revisits the data, connects
them to emerging insights, and progressively refines his/her focus and under-

standings” (Srivastava & Hopwood 2009, 77, according to Tracy 2013, 184).
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Appendix 5 illustrates the iterative analysis process in the form of a flowchart.
Accordingly, as the first step, | systematically collected the raw materials such as
interviews, pictures, key documents, and fieldnotes and organised these com-
puter files under folders using the type of data as a criterion. In addition, | printed
the interview transcripts and organized the transcripts into clearly labelled binders
by source. For example, one binder was allocated for the parent interview tran-
scripts and clearly divided into the different focus groups. Another binder was
used for the teacher interview transcripts organized at the same way as the par-
ent binder. During the data collection, data immersion had already started in the
forms of reading, rereading, listening, and taking notes. Meantime, | studied var-
ious tools for qualitative analyses and decided to use both manual and basic
computer-aided coding (with the help of word-processing and spreadsheet pro-
grams) to label and systematize the data. Next, | applied primary-cycle coding
followed by secondary-cycle coding and developed a codebook (see Appendix
6) to list key codes, definitions, and examples used in the analysis. Then | prac-
ticed synthesizing activities by writing several analytic memos as a way to reflect
on the central themes emerged from the research questions and the theoretical

framework.

The reporting results are presented in the next seven chapters in the following

order.

Chapter 4: Parent Involvement at SUMIS Elementary

Chapter 5: Parents’ Motivational Beliefs Regarding Their Involvement
Chapter 6: Parents’ Perceptions of Invitations for Involvement from Others
Chapter 7: Parents’ Self-Perceived Life Context

Chapter 8: Teachers’ Motivational Beliefs About PI

Chapter 9: Teachers’ Perceptions of Specific Invitations for Pl

Chapter 10: Being an International School in Thailand



45

4 PARENT INVOLVEMENT AT SJMIS ELEMENTARY

4.1 Overview of the school

Saint John Mary International School is a K-12 private institution established in
2004 and located in Saraburi, Thailand. Saraburi, a province in the upper central
region of Thailand, is rich in tourist attractions, including natural sites, artifacts,
festivals, temples, and historical sites. Located 108 km. from Bangkok, Saraburi
is conveniently commutable within a day. SIMIS is currently using an American
curriculum adapted from the California Department of Education. SIMIS was ac-
credited in March of 2009 by the Western Association of Schools and Colleges.
(Visiting Committee Report for...2019, 1)

SJMIS Owner and Executive Director, supported by the School
Board, and other officers, provide leadership and administrative support to the
Supervising Principals and their teaching staff. SUMIS is divided into three divi-
sions: Kindergarten (preschool), Elementary, and Secondary (Middle and High
School); each under the leadership of a principal. (Visiting Committee Report
for...2019, 1)

The SJMIS student body represents fifteen nationalities with a total population of
509 students from Kindergarten to Secondary school. The majority of SUMIS stu-
dents are Thais. With the large number of Thai students, the biggest challenge
teachers at SUMIS face is to promote the use of English Language on campus.
Foreign students study Thai language and culture which helps them understand
and adapt to the norms, customs and practices in Thailand. (Visiting Committee
Report for...2019, 2) Foreign students and those who live far from the school stay

in the dormitory.

The Elementary school facilitates the learning of students from grade one to
grade six. There are two classes run by the homeroom teachers in every grade
level, except grade 3 where there is only one class. Thai teacher assistants sup-
port the learning in each class in grades one and two. The homeroom teachers
are responsible to teach all the core subjects (except Thai Language) such as
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English Language Arts, Mathematics, Science, and Social Studies for the stu-
dents within the grade level. Accordingly, specialist teachers teach across grade
levels the non-core subjects such as ICT, Music, Mandarin, Art, and Physical
Education. The student body represents over ten countries and cultures. Mean-
time, the teacher body represents nine countries and cultures. Most of the ele-
mentary students are Thais but there is growing number of students with dual

nationalities such as Thai-British or Thai-Australian.

The campus is spacious because of its location compared to the other interna-
tional schools in Bangkok or elsewhere in Thailand. The campus consists of
seven main buildings besides the dormitories including an auditorium, a library,
and a cafeteria. There are soccer fields, a golf range, tennis courts, a swimming
court, two playgrounds, and an outdoor basketball court to facilitate both curricu-

lar and extra-curricular activities.

There is security in campus at the gates and in each school. The staff is required
to wear nametags and visitors need to have a visitor’s card to enter the campus.
Parents or caretakers are registered in order to get inside the campus and to pick
up a child. Parents usually drive their children to school; however, a large number

of students use the school van service.

4.2 Parent involvement practices at SUMIS Elementary

4.21 Snapshot

The following is from my journal that | took during one of my morning observations
in August 2019.

It's a sunny and already hot Monday morning. The sky is clear and
the lusty breeze dashes across a bunch of third-graders running to-
wards the building. They are wearing their fresh school uniforms with
comfortable sneakers and greet you with huge smiles and a loud
“Good morning, teacher Barbara.” as they pass by. They quickly drop
their bags at the front of the classroom and run off to play badminton
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at the court. More and more teachers and students are arriving.
Some of the students, mainly from the first and second grade, come
with their parents or with their nannies. Many of the kids are bringing
their own fancy bags but some parents or nannies are still carrying
the bags for them. A quick “Goodbye” followed by a hug or a wave
and the parents rush back to the parking lot. A few of them decide to
stay a little longer. They mingle at the entrance waiting for the right
moment to have a prompt chat with the assistant teacher or to greet
the homeroom teacher. While they are waiting and when they are not
on their phones, they may glance at the bulletin board. If they find
anything interesting or useful on the board, “Click” a picture is saved.
The air inside and outside of the building is swiftly filled in with chats
both in Thai and in English among students, teachers, and parents.
Kids are running all around. Suddenly, the bell rings. Teachers and
students are rushing to get ready for the flag line-up ceremony. It’s
the first day of the week, so after the Thai national anthem and the
school song, everybody spreads out to do a morning exercise. To-
day, the fifth graders lead a “Just Dance’ style workout. The parents
who are still around, peek inside and try to take the last picture of
their child with their phones. Those students who are late just stand
and wait quietly at the entrance. The morning ceremony is over.
Groups of students and teachers head back to the classrooms. The
last students arrive. Parents are chatting with each other on the way

out. The day has officially begun.

4.2.2 The school climate

The overall environment of the elementary school is welcoming. There are sev-
eral bulletin boards (see Appendix 7 for samples) for the parents with a wide
range of information: upcoming events, the school calendar, the cafeteria menu,
promotions of activities, list of the after-school program, the names of the student
awardees of the month, and information about the flu season. The most important

pieces of information are in both English and Thai.



48

The importance of school-to-home communication is represented in forms of
school policies, flowcharts, and guidelines. For example, as it is shown in Appen-
dix 8, the translation of each letter addressing the parents, has a certain proce-
dure to follow in order to maintain the credibility of the original message through
the translation process and to ensure that the content is in agreement with the
Thai context. Accordingly, every letter sent home has to be approved by the As-

sociate Executive Director.

The school principal has an open-door policy to meet with parents. Thai teach-
ers are assigned as liaisons between the elementary school and the families.
They also act as translators if a parent cannot communicate in English. The ele-
mentary principal sends home welcome letters at the beginning of each semes-
ter, issues a newsletter in every semester, and hosts meetings for parents at least
twice a year - at the beginning and at the end of the school year. In addition, she
holds regular meetings for the Elementary PTO representatives to discuss and
share ideas about current topics such as organizing game and food booths at the
SJMIS Fair and provides further information about new school policies. One of
her responsibilities is to approve any message that is shared with the parents and
the community through social media or the school website. She also monitors
the official grade-level parent LINE group chats. The principal makes an attempt
to be visible to parents by being in a morning duty at the entrance of the elemen-
tary building every morning and being around to chat with or just greet parents at

the end of the school day.

Before the first day of school, SUIMIS Elementary annually organizes an Open
House for parents. This is an important event for the school because of two rea-
sons: every year, (1) the class groupings are reshuffled and (2) students get a
new homeroom teacher in order to maintain a healthy and balanced student-cen-
tred learning environment. Therefore, the main purpose of this event is to provide
a smooth transition for the students and their parents from one grade level to
another. Additionally, meeting the parents provides a great opportunity for the
principal and the homeroom teachers to get first-hand information about the chil-

dren and discuss expectations regarding parent involvement.
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Parent-teacher conferences (PTC) are scheduled in the middle of each semes-
ter. This is a formal meeting between the parents and the teachers. Homeroom
teachers give out a midterm progress report and discuss the children’s overall
performance with the parents. Parents are welcome to talk to any teacher besides
the homeroom teacher. Translators are also available for parents who prefer to

communicate in Thai.

Coffee Talks are great opportunities for both the school and the families to build
relationships and get to know each other. They are scheduled by the school twice
in each semester for each grade and run by the homeroom teachers. The topics
and activities of the Coffee Talks are more grade-level specific. Translation is

provided and refreshments are available to encourage parent participation.

4.2.3 Parent-Teacher Organization (PTO)

Typically, all parents and teachers are automatically members of the PTO. At
SJMIS Elementary School a committee is elected to run the PTO — usually con-
sisting of the grade/class representatives. The committee also includes the prin-
cipal, vice-principal, and the Thai liaisons. Its role is to develop a close relation-
ship between parents and the school to work together towards achieving the com-
mon goal of teachers and parents that of enabling each student to achieve his/her

full potential.

The parent representatives act like a bridge between the school and other parents
in their child’s class/grade. The Elementary PTO committee usually meets twice
a semester and sets up smaller working groups to organise individual events. In
addition, the committee helps to organize fundraising activities, usually once in
every semester. Occasionally, special guests are invited to attend the meeting

based on the agenda.

On average one or two parents of each grade level are represented in the current
PTO committee. There is no maximum number limited, however, most of the par-

ents are reluctant to be part of the PTO. There are several possible explanations
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for this: language barrier, time constraint, lack of motivation, and unfamiliar school

system.

4.2.4 Parent-teacher communication

Teachers are encouraged to maintain a professional two-way communication
with the parents and caretakers. Besides the formal meetings such as Open
House, Coffee Talks, and PTCs, parents can meet with teachers individually upon
request. Teachers are also communicating with parents in many ways including
letters, the Elementary Student Handbook and Communication Log, the parents’

LINE group app, and the ALMA school management software.

4.3 Challenges in parent involvement at SUMIS Elementary

In many cross-cultural interactions such as in the context of international schools,

parents and teachers speak different native languages.

The conclusion is that what represents a “message” in one language
does not necessatrily survive as a message in the other language;
and this process of loss of meaning works both ways. “information”
is more than words — it is words which fit in a cultural framework.

(Hofstede 1986, 316.)

One of the most significant challenges in parent involvement - according to both
parents and teachers — is the language barrier. Many parents are not involved in
their children’s education because they don’'t speak in English. Consequently,
they are not able to communicate directly with the foreign teachers or administra-
tors, they cannot help their children with schoolwork at home, and feel less com-
fortable to attend any school event. Despite the continuous effort of the school to
provide translation or a translator, both sides experience this issue as a huge

burden in parent involvement.

Similarly, many parents find the international school system unfamiliar due to the

fact that their experience is either from the public Thai school system or from



51

other — mainly Asian - foreign countries such as South Korea, the Philippines, or
Japan. Therefore, they get easily confused about the curriculum, the assessment,
or the expected learning outcomes. This factor negatively affects both their moti-

vation for and their self-perceived knowledge and skills about parent involvement.

Thai parents also feel frustrated and less able to be involved when the information
coming from the school is “incomplete.” They expect the school and the teachers
to be more explicit and direct when instructions are given. For example, test is on
Tuesday and students need to review pages 223-226 in the textbook. On the
other hand, teachers expect more indirect support from parents at home. Overall,
parents’ and teachers’ understandings of and expectations for parent involve-

ment differ in many ways but at times, they overlap.

According to teachers, the level of parent involvement can be an issue when par-
ents are less or more involved than they should be. Some parents want to control
everything including the way how the teacher should teach the children. Some
parents expect a lot from the child and the teacher but they do little. Sometimes,
parents are overprotective when it comes to discuss a sensitive topic about their
children. Teachers feel that there are a few parents who just like to complain and
gossip with other parents instead of cooperating with the teacher to find a solution
to solve the problem. Nevertheless, the most important challenge — based on the

teachers’ perceptions — is to get the parents involved.

The next three chapters (Chapters 5,6 and 7) discuss the results regarding the
second question in this study which sought to understand parents’ differing moti-
vations for and expectations about parent involvement based on the three main
constructs of the Hoover-Dempsey and Sandler's model: parents’ motivational

beliefs, invitation to involvement from others, and parents’ life context.
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5 PARENTS’ MOTIVATIONAL BELIEFS REGARDING THEIR INVOLVE-
MENT

In this chapter, findings are discussed in detail about the SUMIS Elementary par-
ents’ motivational beliefs about their role and self-efficacy of involvement in their
child’s education. The following five themes emerged around parents’ motiva-
tional beliefs such as involved parents, parental roles and responsibilities, a good
teacher, educational beliefs, and support the school. The first four themes are
related to parents’ beliefs regarding involvement, while the fifth theme is about

their sense of efficacy for helping their child learn and be successful at school.

5.1 Involved parents

The parent representatives who volunteered to participate in the focus group or
one-on-one interviews are the ones with strong beliefs about their roles and ca-

pacity to help their child succeed at school.

5.1.1 Thai parents

This study demonstrated that Thai parents moderately involve themselves in their
student’s education during early childhood. It has been found that parents, espe-
cially in lower elementary level regularly attend parent meetings at school as an
involvement in the student’s education process. Parent Coffee Talk meetings are
such occasions. These meetings are formal and mainly about children’s learning

and school policies. Attendance of these meetings is considered to be voluntary.

It was also found that the majority of the Thai parents have positive moderate
relationship to the school and teachers because most of the parents lack the op-
portunity or experience to communicate to the teacher or to the school. Some
parents are working and have the opportunity to come to school 2-3 times per
month. Some parents come to school just to pick up the kids at the school and
go home immediately. This way they don’t have a chance to talk to the teachers.
Only a few parents have strong experience and regular face-to-face communica-

tion with the school and the teacher.
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The results of this study show that communication plays a significant part in par-
ent involvement. One interesting finding about perceptions of Pl was that Thai
parents prefer face-to-face communication with the school, followed by school
letters and LINE messages. Involved parents also consider supporting their child

at school during activities and events as an effective way of PI.

It is somewhat surprising how the Thai parents thought of the uninvolved parents.

[PI is] Difficult - sometimes parents feel like it is the school's duty to
teach students and that parents should not get involved. However,
they don't get involved yet are very forceful in their comments about
activities. Parents should adjust their attitude to become more of a

middle person. (Thai parent’s comment about uninvolved parents)

Based on their comments, they think of uninvolved parents as parents with more
traditional mindsets. This finding may be somewhat limited by the circumstance
that it expresses the opinions of those involved Thai parents who enrolled their

child in an international school.

5.1.2 Indian parents

The current study found that Indian parents consider that there are three im-
portant aspects of Pl such as support at school, support at home, and communi-
cation with the teacher. Similar to Thai parents, Indian parents find it important to
visit school events and activities. Another similarity was in the findings that Indian
parents like to maintain positive strong relationship with the school, especially
with the homeroom teacher. Consistent with the Thai parents’ answers, this re-
search found that Indian participants also strongly support their child at home by

teaching them the lessons and helping with the homework.

5.1.3 Western parents

This study supports evidence from a previous study (Westerman, 2012) stating

that western parents seek to support the school’'s goals through parental
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involvement in more professional interactions such as in a form of a parent-

teacher organization.

So, I have no reason to push out or to suggest anything different than
what's going on. Because | guess that's what the parent-teacher sys-
tem is supposed to do. In the worst case is to make sure you don't
get a very bad teacher who's causing problems. | guess. | mean if
the parents get together and say this teacher sometimes doing this
or that. Then that's a good safety valve...There's nothing wrong but
that | think the parent-teacher [organization as part of Pl] is probably
more important to me as a way of looking to the management than
my [Thai] wife looking to the teacher. If there's a problem with the
teacher, it's the management’s fault and not the teachers. (Western

parent)

Another interesting point that can be concluded from the above example is that
while western parents look at the school as the entire organization and evaluate
it accordingly, Thai parents form their opinion about the school based on their

experience with a specific teacher.

5.2 Parental roles and responsibilities

This study confirms that parents have positive attitude towards PI (Epstein, 1986)
and they understand clearly that their involvement help their children’s educa-
tional development (Mapp, 2003). When asked about the most important roles
that a parent should have in relation to his/her child’s education, participants men-

tioned similar and different ideas as it is shown in table 7.
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TABLE 7. Role activity beliefs by ethnicities

Parental Roles Thai Indian Western
parents | parents parents

Financial support X X

School support X X X

Home support X X X

Discipline X X

Overall wellbeing of the child X X X

Extra learning activities X

Communicate with the school/teacher X

Guide the child’s learning progress X X

Provide food X X

Spend time with the child X X X

Table 7 indicates that Thai parents believe that they should provide extra learning
activities for their kids whether it is curricular such as Math, English, Thai lessons
or extracurricular like ballet and piano. Most of the Thai students have extra clas-
ses after school and on the weekends. At the same time, western parents focus

more on spending quality time with their child and let them play after school.

Keep her in a good school and pay the fees. Be aware of something
happening in the school that isn't right. Assess her state of mind.
Watch out if something goes wrong at school which can happen. And
help with homework which is more as a way of staying connected.
Less direct help on the homework. The reason we do the homework
together is just to have some fun together. Not really because she
can't do it without. | enjoy being with her. (Western parent)

Financial support and providing the best education possible were priorities for
both Thai and western parents. A possible explanation why Indian parents didn’t
mention financial support as their role, might be that as expats working for Indian

subsidiaries, their company sponsors their children’s educational costs abroad.

One interesting finding was that all the western parents were fathers who were
solely responsible about their child’s education. As one of them said:
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But the parenting side is left out to me. The same with her children,
the two older ones. It was always me who went to school for meet-
ings, parent-teacher conferences, and all sorts of stuff. It's always
me. She wouldn’t have understood most of it in the U.K. anyway. And

| take the responsibility here as well. (Western parent)

5.3 A good teacher

According to Thai parents a good teacher is passionate about his/her profession,
responsible, uses positive reinforcement, and easy to understand. Indian parents
highlighted the importance of trust between the teacher and the students. One
Indian mother described a good teacher as someone who boosts students’ self-
esteem by accepting that children are meant to make mistakes. The findings in-
dicate that both Thai and Indian parents find it important that the teacher should
act as a second parent, should have a holistic approach, should care for the indi-
vidual needs, and be vigilant in reporting on the overall progress of the child to

the parent.

The teacher should also, you know, give attention to the emotional
level that the child is okay. He's feeling down or he is easily lost. So,
the teacher has to always communicate with the parents just to let
them know not only about academics but also about their emotions

as well. (Indian parent)

Meantime, Western parents mentioned characteristics such as kind and under-

standing, making students feel welcomed and interested in learning.

A good teacher is a teacher who can make the children willing to

learn, anxious to learn, and happy to learn. (Western parent)

The most interesting finding was for the researcher herself that even nowadays,

teachers are highly respected in the Indian society. One Indian mother told me:



57

There is an Indian proverb that every child learns: “Matha, Pitha,
Guru, Deivam.” [Sanskrit]) It means that your mother, father, and the
teacher are equal to God. Other than your parents, the teachers are
the most important in your life. It is the essence of Indian culture. |
was taught like that and | taught her, too. If you equal someone to
God then that’s it. So, you should respect your teacher. Whatever
he/she says, you should follow. Never question. Even if you are not
agreeing in it. “Sometimes things are bitter but they are good for your

health.” (Indian parent)

5.4 Educational Beliefs

Since almost all the parents regardless their ethnicity stressed that one of the
main roles in parenting was to provide the best education possible for their child,
the main purpose of the follow-up interview questions was to find out what exactly
“good education” means by asking them to list reasons for enrolling their child in

SJMIS Elementary. The following table 8 summarizes the answers.

TABLE 8. Reasons for choosing SIMIS Elementary

Thai parents Indian parents Western parents
English program English program An international school
system
Location Location Location
Child-friendly Best school in the area Good reputation
environment
Safe campus Campus Small class sizes
Highly motivated Multicultural o .
. First impression
teachers environment
Friends study here Friends study here

The result of this question shows that there are many similarities in the parents’
preferences. All of the parents prefer their child learn in an international school
where the curriculum is from the U.S. or U.K. and the main language is English.
However, while for Thai parents the main goal is to have their child proficient in
English, Western parents’ approach is for their child to continue secondary or

higher education in a western country.
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Location, the campus, and the reputation of the institution are main factors for
parents when it comes to schooling. The result also supports a previously gen-
erated hypothesis such as while Western parents evaluate a school as an entire

unit, Thai parents assess and focus more on the quality of specific teachers.

One interesting finding is that both Thai and Indian parents were influenced by
their social network when choosing the school. This result may be explained by
the fact that Thailand is a highly collectivist country. At the same time, the same
result coming from Indian parents is likely to be related to being an expat in a

foreign country.

Another significant finding is that Indian parents appreciate the multicultural en-
vironment of the school because they have experienced lots of cultural issues in

India.

5.5 Support the School

The Hoover-Dempsey and Sandler’s (1995, 1997, 2005) model suggests that be-
sides role construction parents’ involvement is influenced by parental self-efficacy
or parents’ beliefs that they are able to help their children. According to the au-
thors, parents with high self-efficacy are more likely to be actively involved in their
children’s education than parents with lower self-efficacy. Similar to role construc-
tion, parental self-efficacy is also socially constructed (Hoover-Dempsey et al.
2005, 109).

Below, table 9 shows the summaries of the interviewees’ responses to the ques-

tion “In which ways can you support your child to be successful at school?”.
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TABLE 9. Beliefs about parental self-efficacy

- Support the child to maintain the interest in the areas he/she likes
ai

parents

Support the child if he/she is weak in something at school

Learn how to be a good role model (sleep early, waking up on time)

A good relationship with the child in order to support her/him at

Indian | home

parents | Continue what the child is learning at school

Contact the teacher to follow-up

Make sure that she/he is doing all the schoolwork
Western

Encourage them to focus on learning at school

parents

Character building

The findings indicate that all participants strongly believe that they are able to
help and would like to continue supporting their children’s learning at home. At
the same time, it is also evident that parents have somewhat different ideas about
the level and the type of involvement. For example, some Thai parents focus only
on the child’s weak areas while others would like their child to pursue his/her own
interest. In contrast, Western parents’ objective is more about having their child
understand what he/she is learning about. Some Indian parents believe that
keeping good relationship with both the child and the teacher is important in order
to support the child’s learning. Meantime, the majority of Thai parents would like
to receive more information from the teacher about what is being learnt to better
support their child. The current study also found that some Thai parents needed
to adapt their life style to better serve their parental roles. Overall, all interviewees

agree that they should support the school as much as they can.
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6 PARENTS’ PERCEPTIONS OF INVITATIONS FOR INVOLVEMENT FROM
OTHERS

This chapter aims to describe findings about how parents’ motivations for involve-
ment depend on their perceptions of invitations from various members of the
school community such as in general, from specific teachers, students, and other
parents. Accordingly, the results are presented in four themes: school climate,

child invitations, teacher invitations, and Gossip Girl vs. The Powerpuff Girls.

6.1 School climate

Prior studies noted that general school invitations have a positive influence on
parent involvement (Epstein, 1986; Reynolds et al., 2015). In general, parents
are satisfied with the variety and the frequency of school-to-home communica-
tion. The results of this study show that the school-to-home communication is in
moderate level at SUMIS Elementary. The school communicates adequate infor-
mation to the parents such as important dates and times of certain activities like
Coffee Talks, Sports Fest, and field trips. Information is shared several ways: on
the bulletin boards, in parent meetings, in the LINE groups, by letters, and on the
school website However, parents would like to receive more detailed information
related to the students’ learning, especially about the assessments, so parents
can help the students to practice at home. The school can improve the level of
communication with the parents by asking about parents’ feedback and this way
improve the school-to-home communication. Another way to improve the current
practices in the school-to-home communication is to send the information at least

one week prior to give ample time for parents to react.

6.2 Child invitations

On the questions about parents’ perceptions of specific child invitations, this study
found that SUMIS Elementary students — mostly those who are in grades one to
four — do invite their parents to participate in their schooling. Most of these invita-
tions are explicit, for example, when children ask their parents for help with the
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homework, ask to solve an issue with a classmate, or ask them to volunteer in
school events. This finding is consistent with that of Hoover-Dempsey et al.
(1995, 2005) who argued that student invitations are critical and these invitations
can be explicit or implicit. This may be the reason of hearing many comments
during the interviews from these involved parents about their children’s interac-

tions:

Yes, of course. She keeps reminding me days earlier. “Mother’s Day

is on Friday. You should come.” (Indian parent)

Yes. My son asked me to make spaghetti. He wanted other people

to try my spaghetti. (Western parent)

Yes. If he has a problem with his friends.” No, | don't want to go to
school tomorrow because of this happened.” So, | always talk with
the teacher or to its friends and get to know what happened. And the

teachers are very helpful. (Indian parent)

P. always asks the parents to help to do homework at home. P. will
tell that he has homework or examination and needs the parents help

to review the lesson at home. (Thai parent)

6.3 Teacher invitations

As mentioned in the literature review, general school invitations play an important
factor in PI, but according to Epstein (1986), teachers' practices seem more im-
portant when engaging parents. Findings of this study show that Thai parents
perceive their opinion based on their personal experience with specific teachers.
They believe that the communication depends on the certain teacher whereas

Western parents’ remarks are more general.

In grade one, the relationship is good. There is s report for every-
thing, the teacher reports on everything. The teacher always uses
the word “help”. In grade two, things just flipped. | ask the teacher
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why there is no communication and the response was [that] she
wanted to develop the student’s responsibility. | understand that but
in the LINE group, there are no students, so it should be ok for her
to communicate on there. Just tell us and we will ask our children
ourselves. Send us a signal. If students don't tell the parents, then
we have missed it [the activity or assignment] completely. (Thai par-

ent)

When | asked them about what kind of topics teachers discuss with the parents,
study indicated that parents expect all kinds of information to be shared from the
child’s academic to non-academic activities. The findings also show that parents
have different expectations regarding specific teacher invitations. For example,
Thai parents would like to receive information about homework, test dates and
details, and activities. Similar to Thai parents, Indian parents expressed that they
would like to hear about activities, the child’s academic progress, the social and
emotional level of the child, any concerns (mainly behaviour-oriented), and any-
thing good that happens to their child. At the same time, besides hearing about
the learning progress, Western parents were more concerned about any issues
regarding their child at school. In addition, they encouraged the two-way commu-

nication between parents and teachers. As one of them stated:

| think the same as last year [the parent-teacher communication]. If
there are any issues, we would like to know about it straight away.
And | suppose the same with us. If we find out that she is not being
herself at home for whatever reason is, there is at least a two-way
communication. To find out if she got an issue with somebody. It's
pretty good. You know, she tells us if something is wrong. She comes
Straight upfront and tells us “Such as such said this and this today.”
and I just say “They are just kids, you know.” They are the best mates

tomorrow. (Western parent)
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6.4 Gossip Girl vs. The Powerpuff Girls

Previous studies evaluating the positive relationship between parents’ social net-
works and parent responsibilities observed that although school and teacher in-
vitations are essential elements of Pl because they affect parents' attitudes, par-
ent-to-parent invitations work more effectively than school invitations especially
in culturally diverse communities (Curry & Holter, 2019). Comparison of the find-
ings with those of other studies (Curry & Adams, 2014; Curry & Holter, 2019)
confirms that there is limited contact among the majority of parents in school. A
possible explanation for this might be that many parents run their own business
and they don’t have time or other potential reasons could be the language barrier

and the cultural differences as one of the Western parents explained it:

No. | can’t personally [communicate with the Thais]. Sometimes |
think it’s difficult. My wife sat me once and | don’t know whether this
is just something with all the foreigners or not but we pretend not to
communicate with Thais or at least not as Thais do. Thais, they are
going to talk, they are great on conversing on one another. | think
we tend to be a little bit more shy and now and then | tried to talk to
some of the parents. But it's normally just “Hi. How are you?” And
that’s pretty much it. | had a conversation with an Australian guy a
couple of times. Last meeting, we had at Burger King one afternoon
because my daughter wanted ice cream. So, we recognized each
other. As | said, | try to get into a conversation. Once a big guy waited
out here in the afternoon for his son, | suppose. And we nodded, but
that’s it. (Western father explaining his experience with other SUMIS

parents)

While most of the parents are in contact with only one or two other SIMIS parents,
there are a few Thai parents who communicate with other parents every day or
at least 2-3 times per week. The parents communicate with each other face-to-
face, by LINE and phone call. There are also parents who only contact other

parents when “there is an issue’:
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| have a school LINE group and a parent friend LINE group. (Thai

parent)

Only when there is an issue. It depends on whether or not there is
an issue. For example, the smartwatch. What can we do to change

this policy? Parents will discuss it. (Thai parent)

There are lots of topics that parents discuss with each other as one of them said,
“We discuss everything from small [things] to big [things].” The general topics
include the food, bags, travel, or the kid’s activity. Other topics that parents reg-
ularly discuss about the school are the teacher, activities, the environment of the

school, lessons, homework, school policies, bullying, and students’ behavior.

Findings of this study also show that the parent social network could help parents
to share the necessary information about the kids and their learning process.
Parents could also help each other to prepare school supplies. The network could
promote sharing information about either concerns or success of the student, help
each other to improve, and find a mutually beneficial solution for the success of

the students’ learning.
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7 PARENTS’ PERCEIVED LIFE CONTEXT

Following on, chapter 7 discusses the findings about parents’ perceived life con-
texts at SUMIS Elementary under two main themes such as perceived knowledge,
time, and energy and changing times. As mentioned in the literature review, the
modified Hoover-Dempsey & Sandler model (Walker et al., 2005) considered par-
ent’ life context as the third major motivator of their decisions about involvement.
Parents’ perceived life context includes families’ knowledge, time, and energy
together with the family culture. In this chapter, the results of parents’ perceived
life context regarding their skill, knowledge, time, and energy are presented be-
cause the findings in chapter 10 focus in details on the cultural aspects of Pl at

SJMIS Elementary regarding the fourth research question.

7.1 Self-perceived time, energy, and knowledge

Results of this study indicate that the majority of the participants considers spend-
ing time with their children as a priority in spite of their time constraint. In accord-
ance with the present results, previous studies have demonstrated that parents
with time demanding work and/or family related responsibilities tend to be less
involved than other parents who are self-employed and/or with flexible working
hours (Griffith, 1998; Pena, 2000; Garcia Coll et al., 2002; Machida et al., 2002;
Weiss et al., 2003 according to Hoover-Dempsey et al., 2005). During the focus
group interview with Thai parents, one father explained his role and the time he

spends regarding his daughter’s schooling:

Not a lot [involvement]. When | feel that my wife does not have
boundaries, | am usually the one who sets boundaries. For example
- my daughter wanted to study ballet. When she started, she wanted
to stop, | said OK but | gave the ultimatum that if she stops, there is
no returning to it. She needs to understand the reasons and conse-

quences. Sometimes it is difficult but it needs to be done.

One interesting finding, based on the above reflection and on further discussions
with the parents, was that Thai mothers are the ones who spend most of their
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time and energy on schooling. Based on the conversations with Thai couples,
results indicate that parents try to share the responsibilities among each other

based on their time and skills.

Another result in this study shows that most of the parents engage in student’s
education mainly at home because most of the activities they do with their kids
are at home like homework and practice for any test and examination. There is
only a limited school-sponsored activity at school such as Sport Fests or meet-
ings. Besides, only some full-time parents could involve in their child’s education
both at home and school. This result is somewhat in agreement with Mapp’s
(2003) findings which showed parents were involved in their children’s education

both at home and at school.

According to the findings of the study about parents’ self-perceived skills and
knowledge, Thai parents are more motivated and they feel more confident for
involvement in their children’s education when the teacher provides them explicit
information about the lessons, tests, and other learning activities. For example,

one of the Thai parents mentioned:

Most of the parents could involve in child’s schooling as much as
they want because the teacher from previous year informed and
communicated in deep detail about the school activities. Parents
also take care of the students based on what the teacher communi-
cates to the parents such as if the teacher notified that there was a
math test on a specific date and page [in the workbook]. The parents
will practice with the students based on the given information from

the teacher.

7.2 Changing times

In the current study, results found that the majority of parents feels challenged
regarding their skills and knowledge when it comes to homework support. The
two main reasons they mentioned were about technology and the fact that edu-

cation has changed over time. The following comments reflect their perceptions:
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The understanding between me and the kids [is a challenge]. We are
different ages. We learned in very different ways. Sometimes the
way | learnt something, isn't the way my child learnt. So, | don't know

how to explain it. (Thai parent)

When teaching something, we have to try very hard to teach it. | have
to teach many times. Kids believe teachers more than parents. Trust

Google more than dad. (Thai parent)

I think, it’s what | saw with the other two [children], we had challenges
there. It’s a different way they are taught compared to the ways | was
taught. | wasn’t the sharpest at school but | can still remember ways
| was taught. And I look at things sometimes, especially with the Math
and “Wait a minute. Why are you doing that way?” while it’s simpler
doing it this way. But I try hard to understand what she has to do and
| try to follow that because that’s what she has to do in class. There
are sometimes when you are looking at and “l wanna do it this way,
but...” | think this is the biggest challenge. | am sure that there will

be other things to crop up later on. (Western parent)

A possible solution for these challenges might be to enhance parent’s capacities
to be involved effectively by offering specific information about the curriculum and

learning goals and offering specific suggestions of what parents can do.
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8 TEACHERS’ MOTIVATIONAL BELIEFS ABOUT PARENT INVOLVEMENT

In chapter 8, the main goal was to present the results of the SIMIS Elementary
teachers’ motivational beliefs about Pl. The following four themes emerged dur-
ing the analysis: involved parents, the perfect parent, a good teacher, and edu-

cational beliefs and experiences.

8.1 Involved parents

The following results are from the analysis of interviews which were conducted
by the researcher in three focus groups among SJMIS Elementary teacher par-

ticipants in August 2019.

In general, teachers considered parent involvement very important regarding stu-
dents” overall performance in school. When | asked what parent involvement

meant to them, teachers used words like “collaboration,” “partnership,” and
“teamwork.” Thai teachers emphasized two areas regarding Pl such as support-
ing teachers at school in activities and supporting kids at home who are academ-
ically weaker than the others. At the same time, Filipino teachers stressed the
importance of communication. They feel that parents should communicate with
teachers in order to better understand the child and his/her individual needs. They
also would like parents to follow-up on the students what they have learned be-
cause according to one of the teachers, “education is a continuous process from
school to home”. Meanwhile, Western teachers consider Pl important to see par-

ents just to be involved with their children.
| want the parents to support me by trusting me and my beliefs [in
education] ... try to understand each other and figure out what’s best

for the kids. (Filipino teacher)

Yeah, and it’s like a partnership, between parent and teacher. (Fili-

pino teacher)

It’s a win-win situation. (Filipino teacher)
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| consider parental involvement in the education of the child very rel-

evant. (Filipino teacher)

It all comes down to teamwork. Because we all need to work together
and basically [to help the child] improve. | just say, working together
with the parents as a team and make the whole learning experience

positive for the child. (Western teacher)

| think with the parent involvement like helping with the homework.
You can see which parents are actively involved with their child and
those children whose parents are active, they do much better in the

class than the others. (Western teacher)

Lawson (2003) who conducted an ethnographic research in a culturally diverse
elementary school located in an urban community in the U.S. observed that
teachers and parents had different perceptions of parent involvement, but at
times might include overlapping elements. He also argued that teachers and par-
ents both claimed that firm, mutually beneficial partnerships are essential to chil-
dren’s learning. The results of this study support evidence from Lawson’s (2003)

research experience.

8.2 The perfect parent

Table 10 summarizes the answers teachers gave regarding the most important
parental roles. According to table 10, in general, all teachers want the parents to
be actively involved in their children’s education. The biggest contrast in the re-
sults is that while Thai teachers tend to be very explicit regarding parents’ roles
and responsibilities towards their children’s schooling, Western teachers’ an-
swers are more conceptual. These results seem to be consistent with the results

from the Thai and Western parents’ interview analyses.
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TABLE 10. Teachers’ perceptions about parental roles

Thai teachers Filipino teachers Western teachers
Support the kids’ needs | Support the teacher Encouragement
Teach life skills Encourage them to do | Emotional support

their homework by them-

Teach Thai culture Interconnectedness

selves

Finance the studies Show interest in the | Be involved and be there

Collaborate with teacher | child’s studies for the child

Support school activities Be aware of the holistic | Have the child make

Help with homework development of the child | mistakes

When teachers think of parental roles and responsibilities, they concentrate on
the children’s learning process. The following answers sum up their beliefs about

parents’ responsibilities:

If students see that parents aren't really interested in what they're

doing here in school they might copy the parent. (Filipino teacher)

Encouragement, emotional support. These are the big twos for me.
They don’t necessarily have to be spending time with teaching, sup-
plementary materials, you know. Just to show that they are interested
in the student’s learning, ask them about the school, and if they do

something to recognize it and praise it. (Western teacher)

Parents should be involved and be there for their children. (Western

teacher)

| think a huge role a parent should play in helping the children to feel
comfortable with the idea of failure because they have to come
across it if they want to be good at something, you're gonna fail at it
more than once. Because the pressure feels uncomfortable when it
comes to the failure comparing themselves to others instead of trying
the habit of sort of mindset. (Western teacher)
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8.3 A good teacher

Findings of this study indicate that teachers’ perceptions about teachers’ roles
and responsibilities corroborate the ideas of the parents. Teachers’ perceptions

are overlapping with the parents’ perceptions in the following areas:

— take care of the students’ individual needs

— guide students in the learning process and let them guide themselves
through it

— let students realize that mistakes are part of the learning

— make students confident and enjoy learning

— show a good example.

Another interesting finding is that teachers feel important it to build trust with the
students. As one of the western teachers mentioned, “/ think just listen to the

students. Sometimes they just need to talk to someone.”

Most of the teachers feel sometimes exhausted by the pressure of their roles.
One Filipino teacher who doesn’t have many years of teaching experiences de-
scribed his feelings, “It’s very hard acting like an educator and also being a sec-

ond parent of a child... [It’s like being] Superman.”

8.4 Educational beliefs and own experiences

..In grade 1...she hit me with a stick and so | hated school...and right
now when | look back that's when | realized | have to show love, |
have to show care because | don't want them to experience what |

experienced... (Filipino teacher)

Because as a child | was really scared of the teachers and therefore
| want them to enjoy [learning], | want them to become confident. Es-
pecially those shy ones. Try to build confidence and be positive. Just

seeing something positive even when they get it all wrong. Just point
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out that you did something right. And not to feel like you did every-

thing wrong. (Western teacher)

...in high school | met this teacher who is really affectionate. | looked
up to her. She was very eloquent and that's what motivated me to
become a teacher. And when | started higher education, | would take
English because | looked up to that person and even now we still
have communication. And she's still very positive and encourag-
ing. And she sees the potential in you and she would tell you “You
can make it!” or “You can be good at that!” She was the one who

opened my mind. (Filipino teacher)

The above examples show that teachers’ own learning experiences — whether
they are negative or positive - significantly influence their attitudes towards their

profession as a teacher. As one of the teachers summarized:

Teachers can have a very big impact on students’ lives and we re-
member teachers whom we hated or the ones we loved. Teachers in
between were insignificant; therefore, we don’t remember them. (Fil-

ipino teacher)

Thai teachers had both positive and negative experiences as students. They
described Thai schools as places where individual ideas were not respected and
tolerated. If they had different opinions than the teacher’s, it meant that they were
not respecting the teacher. Thai teachers also believe that academic success in

school does not mean success in real life.

Similar to Thai teachers’, Filipino teachers also discussed both positive and
negative learning experiences. They mentioned that students were encouraged
to compete and were grouped according to their abilities. Similar to those in Thai-
land, they felt that teachers paid more attention and spent more time with the

good students.

The results about Western teachers’ own experiences in school show a great
variety. This finding may partly be explained by the different educational systems
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of the various countries these teachers come from. Western teachers seemed to
remember more negative than positive experiences about their schooling. Inter-

estingly, many of the Western teachers had a story about a Math teacher:

| had a Math teacher in primary school. Luckily, | wasn’t scared of
him, but his son and his friend were scared of him... And then we
went to the same high school and they refused to take Math as an
elective. They said that they never take Math in their life. Because of

that experience.

Yes, | have that experience in Math. | had a Mathematics teacher
who was very proud of showing to the class that | was the weakest
in Math. And | hated it. So, it’'s kind of a similar situation. Like he
came to me once and told me “You're just a stupid rabbit.” something
like that. He would call me names and others would laugh because
it was kind of funny. But | was totally embarrassed and very reluctant

to join that class.

| also had a bad experience with Math in the early years of my edu-
cation. | was really scared of the teacher because he used to bite us.
When you did something wrong, he tried to bite your hand and if you

did something wrong again, he would just bite harder.

Some of the teachers mentioned that during the time when they were students,
they felt that most teachers were not passionate, they did not appreciate their

jobs, and they did not have a relationship with their students:

I think it comes down to the fact that when we grew up teachers didn’t
have a relationship with their students. The teacher was a teacher.
Now we ask the kids “How are you doing?” They just stood at the
front of their class. | guess that was their job. But they didn’t care
about [the child’s overall wellbeing] - but | am sure some did - they

Just did their job. (Western teacher)
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9 TEACHERS’ PERCEPTIONS OF SPECIFIC INVITATIONS FOR PAREN-
TAL INVOLVEMENT

Chapter 9 is about how elementary teachers at SUMIS think of specific invitations
regarding PI. The results are structured around the following four themes: school
climate, forgetful kids, teacher invitations, and Gossip Girl vs. The Powerpuff
Girls.

9.1 School climate

Results of this study show that teachers believe that the school-to-home commu-
nication is effective and the school does the maximum to make the environment
welcoming for parents to be involved. They also mentioned that the school com-
municates with parents in multiple ways and makes a great effort to translate all

the information in Thai.

Thai teachers argued that the school should follow what is considered an appro-
priate and acceptable way of communication in the Thai culture. This finding fur-
ther supports the idea of many researchers who indicate that schools should re-
spect different family cultures in order to fully partner with families (Hoover-Demp-
sey et al., 2005, 110). According to the Thai culture, any official information com-
ing from the school should be sent to parents by letter. Meanwhile, a short mes-
sage that a letter was sent out should be supplemented by LINE or other means
of communication like the Elementary Student Handbook & Communication Log.
In cases, when the topic is sensitive, personal, or the involvement of certain par-

ents are necessary, invitations should be made face-to-face or by phone call:

When we send a message, there is no feeling... For example, Khun
A. We invited her to join the Mother’s Day. It’s hard to tell in the LINE
message. Not good. We had to call her to show respect. And if we

see face-to-face, it’s better. (Thai teacher)
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Both Filipino and Western teachers mentioned the importance of proper trans-
lation of the messages. According to them, translation can be a big burden in

interacting with parents:

Sometimes the message is very long but the translation is short. And
there are parents who really would like to talk to you but because of

the language gap, they couldn’t do so. (Filipino teacher)

A possible explanation for this might be that the original messages in English are
mainly written by Western administrators but the translations are done by Thai
administrators. Therefore, the style of both the original message and the trans-
lation is influenced by the culture of the individuals who are responsible for the
two versions of the same message. In addition, the English version represents
the school as an international school and it is written to a broader, English-speak-
ing audience but the Thai version specifically targets the Thai parents. This kind
of translation issue also occurs during meetings and any other face-to-face inter-

actions.

9.2 Forgetful children

According to the results of this study, teachers consider student invitations im-
portant in terms of motivation for parent involvement. Consequently, teachers
regularly use student invitations on purpose for getting higher response rates

from parents:

If we depend only on the Line [communication] then the response is
low. So, we really need to make it clear with the students. Because
parents receive the message and the students will follow-up. The
more we involve the students, the more the parents are forced to

react. (Filipino teacher)

At the same time, elementary teachers are aware that they can not only rely on
students when they want the parents to be involved. Besides information can be

lost or modified before it reaches its final audience:
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Sometimes they add to the story or leave out things.
Yes. Exactly. Important information will be taken out. (Both laughing)

(conversation among Filipino teachers)

Results of this study show that some students like to share stories with their par-
ents about their school day. It may be that these elementary students are still in
their young age and their relationship with their parents is strong. During the focus
group interviews, teachers shared stories when they informed a parent about
something but the parent confirmed that he/she already had heard it from his/her

child. As one of the teachers commented it jokingly:

So, we should be more concerned if they can remember. So, we
should tell them, “When your parents ask you about the school, you
should say this and that.” (laughing)

(Western teacher)

9.3 Teacher invitations

Findings of this study indicate that elementary teachers at SUMIS regularly com-
municate with parents about the students’ academic and non-academic progress.
It has been also shown that the frequency of interactions decreases by grade
levels. The observed decrease in communication could be attributed to the facts
that (a) many parents’ motivation for involvement tend to decrease when their
children are in higher grades and (b) students in general become more responsi-

ble about responding to their parents.

Results of this study show that teachers play a key role at SUMIS Elementary in
involving parents. These results corroborate the idea of Epstein (1986), who ar-
gued that teachers’ practices seem more important when engaging parents that
general school invitations. Teachers discuss a wide range of topics with parents
about their children such as academic progress, areas of strengths and weak-

nesses, emotional stability, social skills, achievements, and concerns. Some
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teachers mentioned that most of the parents expect them to communicate about

their children’s progress, especially achievements in a regular basis:

Parents are really curious about what their children do at school. Par-
ents really appreciate it when you give them the picture. And how
you - as a teacher - motivate them, guide them, or reach their poten-

tial. (Filipino teacher)

They [parents] want to hear good things. You always have to start
with something positive before you break anything negative. So, par-

ents can receive it with a heart, with an open mind. (Filipino teacher)

Furthermore, teachers also inform parents about upcoming events, school poli-

cies, news, expectations, teaching practices, lessons, and so on.

Another interesting finding is that teachers communicate with parents in many
ways: face-to-face (which can be initiated either by the school, the teacher, or the
parent), by phone calls, and by sending messages (in the Elementary Student
Handbook and Communication Log and/or LINE). Both Filipino and Western
teachers stated that the LINE messages are very practical and effective but
some of them argued that this way of communication was the most professional
way to communicate with parents. Many teachers noted that the response rate of

parents is low but parents seem to receive the information:

| think some of them are well-informed and don’t react and some of
them are overloaded with information. | have this experience in my
LINE group. You get very few responses and most of them are very
passive. But when you assign them to do something or bring some-
thing, they do it. The students do or bring what is expected but there
is no feedback in the LINE group. (Filipino teacher)
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9.4 Gossip Girl vs. The Powerpuff Girls

Results of the current study show that elementary teachers at SIMIS consider

parents’ social network both positive and negative regarding its effect to PI.

It [parents’ social network] can be both positive and negative. Posi-
tive in a way that when they see something good, it can spread out.
But if a student reported something negative, then yeah...It would
also spread like a wildfire.

It can make or break.

(conversation among Filipino teachers)

Despite the teachers’ general feelings that parents use their networks as “gossip
groups,” they also agree that if it is used in the right way, it can be very effective.
For example, when students see that their parents are connected and get to-
gether, it could also motivate and encourage them to interact with their peers.
Another example, if a student is bullying other students and parents know about
it, they could immediately mobilize the whole group of parents. So, the student

becomes more reluctant to bully others.
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10 BEING AN INTERNATIONAL SCHOOL IN THAILAND

Families from different cultural backgrounds may have different expectations,
communication styles, and educational goals. When teachers from one commu-
nicative framework interact with children and parents from different frameworks,
there may be a mismatch of communication expectations, styles, values, and
goals. (Hwa-Froelich & Westby, 2003) To understand cultural differences in com-
munication, the different cultures and their effect on parent-teacher interactions
should be described. In the following, the main goal is to explore four areas in
which culture and communication may be different: responsibility relationships,
interpersonal relationships, risk management, and how the LINE app takes over
Thai people’s everyday life and therefore becoming an integral part of their cul-

ture.

10.1 Responsibility relationship

According to Hwa-Froelich and Vigil (2016), responsibility relationships indicate
who is in responsible in different interpersonal relationships and how responsibil-
ity relationships are communicated. Hofstede (1984) illustrated cultural differ-
ences in terms of four dimensions. In responsibility relationships individualism is
aligned with independence and collectivism is aligned with interdependence (Tri-
andis, 1995 according to Hwa-Froelich & Vigil, 2016, 108).

10.1.1 Country comparisons — Individualism

The values of independence/interdependence influence the language and the be-
haviour of the participants in parent-teacher relationships. Therefore, we need to
compare first the main participants’ values for Individualism versus Collectivism
dimension regarding to the parent-teacher responsibility relationships at SIMIS
Elementary. The main ethnicity groups as they were identified when forming fo-
cus groups are: Thais, Indians, Filipinos, and Westerners. As Western parents
and teachers are coming from different countries and it would be really compli-
cated to analyse all data, | decided to use the data available for the United States.
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There are two reasons supporting this decision: (1) as the U.S. is a melting pot
of different nationalities, the country’s values are similar to or the same as those
of Western parents and teachers who are represented in this study; (2) SUMIS is
an international school that uses US curriculum. Accordingly, figure 6 represents
the scores on the Individualism versus Collectivism dimension of the following
countries: Thailand, India, Philippines, and the United States. The scores clearly
show that Thailand and the Philippines are collectivist societies, India is a society
with both individualistic and collectivistic traits, and the United States is one of the

most individualist cultures.
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FIGURE 6. Individualism versus Collectivism (Hofstede-Insights, n.d.)

In general, it means that in collectivist societies — such as Thailand and the Phil-
ippines- people’s self-image is defined in terms of “We” and people belong to
larger groups that take care of them in exchange of loyalty. Personal relationships
are considered very important. India with its intermediate score tends to show
characteristics of both individualistic and collectivist societies. In practice, individ-
uals are responsible for the way they lead their own life. At the same time, there
is a high desire among people for belonging to a larger community. In contrast,
in individualistic societies like the United States, people are expected to look after
themselves and their close families only and should not rely too much on author-

ities to support. (Hofstede-Insights n.d.)
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10.1.2 Different values in the communication of decision and values

towards the educational system

In the survey (see Appendix 4), the first three statement pairs (selected from table
1) were about finding out whether the participants had individualistic or collectivist
beliefs about education. Figure 7 illustrates these statement pairs of the Google
Form. As it is seen, the smaller numbers on the Likert scale indicate if an individ-
ual has collectivist/interdependent values. Meantime, the greater the number, the

more individualistic is the individual regarding his/her beliefs.

1. Respect tradition and age - new ideas are welcome *
Mark only one oval.

Respect tradition and age New ideas are welcome

2. Young ones should listen to the older ones - Lifelong learning *
Mark only one oval.

Young ones should listen to the older Lifelong
ones learning

3. Formal harmony needs to be maintained - Conflicts and discussions are acceptable *
Mark only one oval.

Conflicts and
discussions are
acceptable

Formal harmony needs to be
maintained

FIGURE 7. Part 1 - Individualism, Perceptions about Education

Below, table 11 shows the results of the first three statement pairs by the four

main cultural groups at SIMIS Elementary.

TABLE 11. Survey results regarding questions 1-3

Culture group Thai Filipino Indian Western
Mode 4.7 4.7 3.4 4.2
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According to table 11, the relatively high numbers indicate that most participants
share individualistic values regarding responsibility relationships. The results of
the Indian and Western participants are in agreement with Hofstede’s country
projections which show that Westerners are highly individualistic whereas Indians
have both individualistic and collectivistic traits. However, the findings of the Thai
participants in the current study do not support the country projection. This finding
was unexpected and suggests that Thai participants’ communicated values of
independence in responsibility relationships align better with a western-style in-
ternational school system than with the traditional Thai school system. The rea-
son for this is not clear but it may have something to do with the fact that all Thai
respondents enrolled their children in or work for SUMIS Elementary because the
practices at an international school better match their individual expectations as

a parent towards the school.

10.2 Interpersonal relationship

Educational beliefs include values about perceived and expected power role dif-
ferences among teachers, students, and parents. The social distance in Interper-
sonal relationships depends on the level of formality which is related to how the
power differences are communicated. In Hofstede’s terms, societies with great
respect to power roles in interpersonal relationships are called high-power dis-
tance cultures. Meantime, individuals in low-distance power cultures expect equal

social status in informal interactions. (Hwa-Froelich & Vigil, 2016, 110)

10.2.1 Country comparisons — Power Distance

The power distance dimension is based on equality and inequality among indi-
viduals. In high power distance cultures individuals are aware of inequality. Thus,
their behaviours in interpersonal relationships are based on whether the other
person has more or less power and importance. Older people are often called by
titles or special names in order to show respect for their age. In some high-power

distance cultures, like in Thailand, parents use direct verbal and nonverbal lan-
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guage to teach their children the expected behaviour like when a mother in-
structed his son by tapping his shoulder and saying “Say thank you to teacher
Barbara.” At the same time, individuals in low power distance cultures are infor-
mal and consider each other equal in interpersonal relationships. People in dif-
ferent positions freely share their direct and honest ideas and show respect to
each other by using indirect language to communicate directions. These kinds of
communication styles can be really confusing for someone who comes from a

high-power distance culture in which direct and explicit language is used.
Accordingly, figure 8 below shows the scores of Thailand, India, the Philippines,
and the U.S. in the Power Distance chart. The findings show that except the U.S.,

all other countries are considered high-power distance societies.
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FIGURE 8. Small versus Large Power Distance

With the score of 94, the Philippines is the most hierarchial society among the
others. The next in the order is India with the score of 77 seems to be a relatively
high-power distance country. The score of Thailand is slightly lower than that of
India. It means the ranks and positions come with priviligies and strict protocols
are expected to follow in interactions between people from different level or
status. At the same time, the relatively low score of the U.S. indicates that

managers and administrators are accessible. Communication is informal, ideas
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are freely shared, and consultation among the participants is expected. (Hof-

stede-Insights n.d.)

10.2.2 Interaction differences related to Power Distance at SUMIS

Elementary

In the survey (see Appendix 4), statement pairs 4-8 were about finding out
whether the participants prefer hierarchy in accordance to their interpersonal re-
lationships in PI. Figure 9. lllustrates these statement pairs of the Google Form.
As it is seen, the smaller numbers on the Likert scale indicate if an individual
shares characteristics of a low-power distance culture. Meantime, the greater the
number, the more power the individual represents in parent-teacher-student re-

lationships.

4. Making mistakes is part of the learning process -Neither the teacher nor the parent should
lose face *

Mark only one oval.

Neither the teacher nor
the parent should lose
face

Making mistakes is part of the
learning process

5. Teacher respects the individuality of the students - Teachers are respected *
Mark only one oval.

Teacher respects the individuality of the Teachers are
students respected
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6. Teachers are facilitators - Teachers model the way to follow *
Mark only one oval.

Teachers are Teachers model the way to
facilitators follow

7. Outside school, teachers are treated as equals - Respect for teachers is also shown outside
school *

Mark only one oval.

Respect for teachers is
also shown outside
school

Outside school, teachers are
treated as equals

8. In teacher/student conflicts, parents are expected to side with the student - In teacher/student
conflicts, parents are expected to side with the teacher *

Mark only one oval.

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

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

FIGURE 9. Power distance relationships among parents, teachers, and students

Below, table 12 shows the results of the next four statement pairs by the four

main cultural groups at SUIMIS Elementary.

TABLE 12. Survey results regarding questions 4-8

Culture group Thai Filipino Indian Western
Mode 3.8 2.5 3.3 3.5

According to table 12, the fairly moderate numbers indicate that most participants
share characteristics of both low and high-power distance relationships. Most of
these results do not support Hofstede’s country projections. The most anticipated
finding was that the Filipino respondents tend to be the least hierarchical in inter-
personal relationships with the lowest score despite the fact that their country
seems to be one of the most hierarchical societies in the world. This discrepancy
could be attributed to the fact that the survey intended to understand the partici-

pants’ beliefs or expectations and not their practices. Surprisingly, the findings of
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this study indicate that Western respondents have a moderately high-power dis-
tance relationship preference which may be related to their expatriate status.
Thus, their answers reflect their many years of experience in Thailand. In addi-
tion, the fact that the Thai respondents scored the highest confirms previous find-
ings in this study according to which Thais require explicit or direct language in

interactions.

10.3 Risk management

Risk management is about how individuals in different cultures view changes and
risks. This factor in Hofstede’s cultural dimensions is called Uncertainty Avoid-
ance. The dimension of Uncertainty Avoidance indicates how individuals in dif-
ferent cultures perceive the future. Communication may vary along this dimen-
sion. Individuals with weak uncertainty avoidance like to explore and are not
afraid of taking risks. Their exploring and risk-taking nature enables them to cre-
atively solve problems by asking questions and discussing ideas. At the same
time, people in strong uncertainty avoidance societies try to avoid conflicts by
using less controversial opinions. Adults model social behaviours for children in
a way they think it is appropriate and expect the kids to imitate them without
questioning. (Hwa-Froelich & Vigil, 2016, 112-113)

10.3.1 Country comparisons — Uncertainty Avoidance

Figure 10 shows the scores of Thailand, India, the Philippines, and the U.S. in
the dimension of Uncertainty Avoidance. According to figure 10, India, the
Philippines, and the U.S. are considered fairly weak in regard to avoiding
uncertainty. In contrast, Thailand with the score of 64 is slightly indicating a

preference for avoiding uncertainty.



87

100

20

Uncertainty Avoidance

Thaiand mindie mFPhilippines United States

FIGURE 10. Strong versus Weak Uncertainty Avoidance

Consequently, in order to minimalize the level of uncertainty, policies and rules
are implemented in Thailand. Changes are not easily accepted and adopted un-
less they can be seen for the greater good of the group. On the other hand, the
rest of the countries with weaker uncertainty avoidance characteristics tend to
avoid unnecessary rules and deviance from the norms is easily tolerated. (Hof-

stede-Insights n.d.)

10.3.2 Risk management in different situations at SUMIS Elementary

In the survey (see Appendix 4), statement pairs 9-12 were about finding out
whether the participants are comfortable to deal with uncertainty in different situ-
ations. Figure 11 illustrates these statement pairs of the Google Form. As it is
seen, the smaller numbers on the Likert scale indicate if an individual shares
characteristics of a weak uncertainty avoidance culture. Meantime, the greater
the number, the stronger avoidance the individual represents in uncertain parent-

teacher-student relationships.
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9. Students are encouraged to explore - Students are expected to follow the teacher’s order *
Mark only one oval.

Students are encouraged Students are expected to
to explore follow the teacher’s order

10. Innovative approach to problem-solving is awarded - Accuracy in problem-solving is awarded

Mark only one oval.

1 2 3 4 5
Innovative approach to problem- ACC{;JIFaCy InI o
solving is awarded problem-solving IS
awarded

11. Disagreements are part of the solution process -Disagreements are interpreted as breach of
trust *
Mark only one oval.

Disagreements are

Disagreements are part of the interpreted as breach

solution process

of trust
12. Teachers seek parents’ ideas - Teachers consider themselves experts *
Mark only one oval.
1 2 3 4 5
Teachers seek parents’ Teachers consider themselves
ideas experts

FIGURE 11. Risk management in parent-teacher-student interactions

Below, table 13 shows the results of the above four statement pairs represented

by the four main cultural groups at SUMIS Elementary.

TABLE 13. Survey results regarding questions 9-12

Culture group Thai Filipino Indian Western
Mode 3.2 2.5 2.6 2.5

According to table 13, the relatively low scores of the Filipino, Indian, and Western
respondents indicate a weak preference for avoiding uncertainty. All of these re-

sults of this study are in agreement with Hofstede’s country projections which
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state that India, the Philippines, and the U.S. are among the countries where un-
certainty avoidance is weak and Thailand has a preference for avoiding uncer-

tainty.

10.4 LINE

JHeROPWRACEO®

The LINE app is an integral part of the Thai culture by leading the country’s mes-
saging app market with an approximate 44 million active users (LINE Q3 2018
Earnings Results 2018). Its huge success is due to creating “an ecosystem of
apps that deliver various consumer needs — from photo sharing to games and
music” (Lawrence 2017). Another possible explanation is that Thai people like to
use its colourful stickers and emoticons when interacting with others. The result
of this study show that even foreign parents accept the fact that LINE is the most
common way of communication in Thailand. As one of the Indian parents said,

“‘LINE is the best way and very convenient. In Thailand everybody uses LINE. “

The topic about whether the school should use LINE for its official communication
with parents sparkled a long and lively discussion among the Western teachers.
Some of them believe that LINE is not professional and it should not be used at
school. A possible explanation for this might be that LINE’s features like the cute
stickers do not seem to attract many Western teachers and parents. When West-
ern teachers send a message, they expect to receive a feedback from parents

instead of stickers.

| really understand that everybody has a favourite [means of commu-
nication]. Like where | come from, people use email for official com-
munication. Any chat group is not considered as official. (Western

teacher)

They claim that emails are also as easy to access on smartphones as the LINE
app. It seemed that their main concern was about the potential abuse of the app
by the parents. They agreed that certain rules or expectations must be set at the

beginning of the year in order to keep the comments professional such as giving
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positive and constructive feedback instead of only complaints. In addition, some
Western teachers felt that the constant comments/messages jeopardize their pri-

vate time:

| just want to say something from the teacher’s point of view...l know
you want to make it easy for them but | am not that type of person
who gets a message, won't look at it. If | get a message at ten, | am

going to look at it and may not be able to sleep. (Western teacher)

At the end of the discussion, teachers concluded that in spite of the fact that the
LINE app is not their preferred way of communication, it is effective when involv-

ing parents.

In my opinion, it’'s not feasible [using emails] in Thailand because
here in Thailand people use Line for everything: buying petrol or your
groceries. So, in my opinion, we just have to balance and deal with
it and try to be ready. Because the faster we can respond, in the
parents’ perception, the better and more efficient we are as teachers.
Even if it’s not really helpful but we send out something. Every coun-
try has its own type of communication. Like in China they do WeChat
and in Thailand it’s Line. In my country, it is WhatsApp without pic-
tures and stickers. We just type. So, | believe that Thai parents are
so used to this. ... And | see parents driving their Mercedes and 50
Line messages popping up, so they do everything in Line. There are
no other means of communication. Like if they have would have to
make an exception to the rule, it will eat up their time. (Western

teacher)
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11 CONCLUSIONS AND DISCUSSION

The purpose of this study was to understand both parents’ and teachers’ beliefs
about parent involvement and describe the existing practices at SUIMIS Elemen-
tary, Thailand in order to foster a culturally respectful caring environment that
supports the full development of the children. Accordingly, the following research
questions emerged with the aim of gaining a valuable insight of how parent in-
volvement is interpreted and experienced in an international elementary school

setting with mainly Thai student population.

1. What are the existing practices of parent involvement at SUMIS Elemen-
tary?

2. What are the parents’ perceptions, motivations, and expectations for par-
ent involvement?

3. What are the teachers’ perceptions, motivations, and expectations for
parent involvement?

4. How does parents’ and teachers’ cultural background affect parent in-

volvement at SUMIS Elementary?

The case study research method was found the most appropriate approach for
the current study. The research was formed around focus group and individual
semi-structured interviews with the support of observations, studying organiza-
tional materials and artefacts, and conducting a follow-up survey. Table 14 sum-
marizes the six focus groups which unfolded after studying the school’s student

and teacher population by nationalities.

TABLE 14. Focus groups of the research

Type Nationalities
Parent Thai (A1) Indian (A2) Western (A3)
Teachers Thai (B1) Filipino (B2) Western (B3)

Influenced by the Hoover-Dempsey and Sandler’s theoretical model of the paren-
tal involvement process (Walker et al. 2005), the data collection and analysis
methods together with the evaluation of the results were presented accordingly:
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parents’ and teachers’ motivational beliefs regarding PI, parent’'s and teachers’
perceptions of specific invitations for Pl, and parents’ perceived life context. The
cultural influence on Pl was evaluated with the help of Hofstede’s cultural-dimen-
sions theory applied in teacher and student interactions (Hofstede 1986) and
Hwa-Froelich and Vigil's three aspects of cultural influence on communication
(2016) such as responsibility ownership, interpersonal relationships, and risk

management.

11.1 Main research findings

11.1.1 Current Pl practices at SUMIS Elementary

Findings indicate that the general school-to-home communication is at a moder-
ate level, both parents and teachers, in general, are satisfied. The school has
several policies and procedures to guideline school-to-home communication. Be-
cause of the large number of Thai families, Thai translation of every official letter
is required and translators are available for meetings. The elementary principal
has an open-door policy to meet with parents. Besides she makes an attempt to
be visible around the school and regularly hosts meetings for parents. The ele-
mentary school monthly offers special meeting opportunities for parents such as
Open House, PTCs, and Coffee Talks. These meetings are mainly formal occa-
sions with a broad selection of topics. The purpose of these meetings is to inform,
discuss, and receive feedback about different curricular and extra-curricular ac-
tivities, teaching strategies, learning progress, assessment procedures, or edu-
cational trends. There is also an Elementary PTO in place but its function is lim-
ited due to several factors: the language barrier, time constraint, lack of motiva-

tion, and unfamiliar school system.

Currently, Pl at SUMIS Elementary is mainly challenged by the language barrier,
the international school setting, and different perceptions and expectations about
Pl. Therefore, the findings of this study suggest that the school administration
should provide more bilingual training and workshop opportunities for both par-

ents and teachers about the importance of Pl in children’s overall development.
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11.1.2 Parents’ perceptions, motivations, and expectations regarding PI

This study has argued that according to the revised Hoover-Dempsey and
Sandler parent involvement model (Hoover-Dempsey & Sandler 2005; Walker et
al. 2005), parents’ motivational beliefs regarding involvement, parents’ percep-
tions of invitations for involvement from others, and parents’ perceived life con-
texts are the three main psychological and contextual constructs of motivation for
involvement. All involved parents in this study - regardless of their nationali-
ties/ethnicities - strive to provide the best education possible for their children.
For this reason, all participants have strong motivational feelings regarding their
involvement. Involved parents advocate active involvement and school support
because they believe that having these attitudes support their children to succeed
at school. At the same time, parents’ perceptions of engagement show both sim-
ilarities and differences among specific ethnicities. For example, Thai and Indian
parents may base their motivational beliefs on their personal relationship with a
particular teacher. Moreover, involved Thai and Indian parents favor face-to-face
communication with the school and precise guidelines from the teacher. Unlike
Thai and Indian parents, westerners tend to form their opinions about involvement

based on the overall performance of the school.

The findings of this study show that parents’ willingness to involvement both at
home and at school is positively influenced by specific invitations as it is sug-
gested by Epstein (1986) and others (Reynolds et al. 2015). Parents’ perceptions
of specific invitations for Pl at SUIMIS Elementary are predominantly influenced
by the teacher because the findings of this study revealed that most Thai and
many Indian parents perceive their attitude towards Pl based on their personal
experience with the teacher. It was also found that children of those involved par-
ents who participated in the interviews, especially in lower elementary grades do
invite their parents to be involved in both explicit and implicit ways. Findings of PlI
influenced by parent network support previous studies (Sheldon 2002, Curry &
Adams 2014) that indicate that there is limited contact among parents in the
school. At the same time, parents with access to more social capital are more

likely to be involved in their child’s education than those with less access. Actively
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involved parents find their network effective in many ways; from sharing infor-
mation and school supplies to a better understanding of school policies and as-

signments.

Concerning parents’ self-perceived skills and knowledge, findings from this study
support previous studies by Mapp (2003) and Williams and Sanchez (2012). In-
volved parents are actively engaged both at home and at school but they consider
involvement at home more valuable than their involvement at school. The finding
of this study indicates that involved parents do spend time with their kids as a
priority despite the constant time limits. In Thai and Indian families, mainly moth-
ers are involved in Pl but parental roles are shared most of the time. Conversely,
in families with dual nationals, Pl is the western fathers’ role. It may be explained
that the international school system is more familiar to the western fathers’ own
learning experience than to that of the Thai mothers. Study results also revealed
that parents’ self-perceived skills and knowledge are higher when there are ex-
plicit instructions or guidelines available. Despite all the support, parents, in gen-
eral, feel challenged regarding their skills and knowledge because of the technol-

ogy, unfamiliar school system, and the changes in educational practices.

The results of this research support the idea of Westerman (2012) that interac-
tions between families and the school such as Open House, Coffee Talks, or
PTCs should encourage parents to actively participate in the school’s decision-
making process about important projects or reform initiatives by asking questions,
voicing out their opinions, and giving constructive input. These findings have
other significant implications for the better understanding of how parents are mo-
tivated in involvement. For example, the school should set a volunteer program
and create volunteering practices for parents by surveying them about their inter-
ests or talent and providing a training about how to become a volunteer at the
school. Additionally, in order to involve new parents and support them in setting
up their parent network, the school should foster more activities such as friendly
parent-teacher games or family picnic. These events would also potentially in-

crease and reinforce the feeling of involvement among the existing parents.

11.1.3 Teachers’ perceptions, motivations, and expectations regarding Pl
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Similar to parents’ understanding, the elementary teachers at SIMIS are child-
centered and consider Pl very important regarding students’ overall performance.
For example, as Lawson (2003) stated and this study confirmed that firm, mutu-
ally beneficial partnership between the school and families is vital regarding chil-
dren’s learning for both teachers and parents. The findings of this study revealed
that teachers’ perceptions of Pl are different by ethnicities and individuals but all
teachers want parents to be involved. When teachers think of parental roles, they
focus on the development of the children’s learning and the support parents
should provide to the school and the teachers. Meanwhile, when it comes to
teachers’ roles, teachers and parents have similar ideas. The findings also sug-
gest that teachers’ own learning experiences as a child significantly impact on

their attitudes towards their self-perception as a teacher.

Concerning teachers’ perceptions of specific invitations for Pl, study results re-
vealed that teachers believe that the school does its maximum to make the envi-
ronment welcoming for parents to be involved. The research has also shown that
teachers’ observations about effective types of communication corroborate with
parents’ expectations, but most of the time do not correspond with their preferred
way of communication. Teachers see their role important in involving parents and
they intentionally use student invitations to increase PI at the school. The finding
further emphasizes the role of parents’ social network and it indicates that teach-
ers consider parents’ social network both positive and negative. One of the most
significant findings of teachers’ perceptions of specific invitations for Pl to emerge
from this study is that teachers view the language barrier and the translation as
a big burden. Therefore, the various stakeholders of international schools such
as parents, teachers, school administrators, and students need to consider not
only the content and the importance of proper translation but the potential inter-

pretation modifications in school-home interactions.

In general, it seems that the elementary teachers at SUMIS acknowledge Pl as a
significant factor in children’s learning process but they do not consider that family
values should be incorporated into students’ learning goals. Taken together,
these results suggest that teachers need to be better prepared to understand
culturally and linguistically diverse families and be culturally adept in their com-

munication practices.
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11.1.4 Cultural influence on PI

The present study was designed to determine the effect of the participants’ di-
verse cultural background on PI. in order to do that, Hofstede’s cultural dimen-
sions theory applied in teacher-student interactions (1986) was used as a frame-
work and supported by Hwa-Froelich and Vigil’s literature review about the three
aspects of cultural influence on communication (2016). The findings of this study
confirmed that parents from societies with weak uncertainty avoidance prefer to
solve problems creatively by asking questions and discussing ideas. At the same
time, parents from societies with strong uncertainty avoidance such as in Thai-
land try to avoid conflicts by using less controversial opinions. Given what we
know about Hofstede’s country profiles regarding individualism and power dis-
tance and their influence on responsibility and interpersonal relationships, the
findings of this study revealed interesting deviations. For example, most partici-
pants (including Thai parents and teachers) share individualistic values regarding
responsibility relationships. These findings have significant implications for the
understanding of how parents’ values - despite their cultural background - are

strongly biased towards the international working environment.

11.2 Validity, recommendations for further research and development

There are several limitations that must be addressed in this study. First, the case-
study approach was focused on one school in a specific context and therefore
any generalizations to other school contexts should be considered carefully. Be-
sides, the small sample size did not allow to study involvement behaviours across

all available cultural/ethnical groups within the school population.

Next, in qualitative research, the researcher’s position as in this case - a parent
and a school administrator at SUMIS Elementary - also needs to be recognised
as it may affected the results to some extent. The presence of the researcher in
the focus group and individual interviews could also, possibly, influence partici-

pant feedback to the questions asked. Researcher bias concerning the evaluation
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of the current practices of Pl at SUMIS Elementary could be considered as a lim-

itation, especially because the researcher is the elementary principal at SIMIS.

Thirdly, the parent participants in the focus group and one-on-one interviews and
in the survey may be biased toward more involved parents, suggesting that the
most involved parents participated in this qualitative study. The researcher was
aware of these limitations, and the researcher was careful to interpret the results
in an attempt to accurately represent the perspectives of these involved parents

about their roles, their efficacy for involvement, and their educational beliefs.

In addition, this study was limited by the absence of a second coder to validate
the authenticity of the researcher’s coding process. Nevertheless, the pragmatic
iterative approach in the analysis process with the multiple-cycle coding and the
use of codebook system helped to maintain the accuracy of this research study.
The reliability or consistency of the study did not depend only on the coding pro-
cess. Other findings from observations, studying the documentation and several
artefacts corroborated the results of the coding process and gave substantial in-

sights to the research.

Although the current study is based on a small sample of participants and in a
specific context, the findings suggest that parents and teachers from different
cultural backgrounds may have different beliefs, expectations, communication
styles, and educational goals that affect parent involvement. Consequently, inter-
actions between the parties (school and family, parent and teacher) can cause
challenges beyond the language barrier. As most of the studies about Pl were
conducted in public American schools among culturally and economically diverse
parents and where teachers’ understandings on Pl were more homogeneous, this
research provides important aspects for consideration and ideas for further re-
search. One suggested area of further study could be about at what level individ-
uals - whether teachers or parents — adapt their own values to a multinational

environment.

As one of the purposes of this study was to understand Thai parents’ motivations,

expectations and perceptions about Pl — among other nationalities/ethnicities —
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at a private international school and not to examine Thai parents’ parent involve-
ment practices in general, further research is required to determine whether par-
ents of the mainstream culture share similar ideas about Pl in a public-school
setting. Furthermore, considerably more work will need to be done to determine

how international schools should better serve minorities to be involved.

Finally, ensuring appropriate systems, services, and support for creating a long-
term partnership among the culturally diverse stakeholders should be a priority

for international school leaders.
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APPENDICES

1(2)
Appendix 1. Parent interview guide with suggested questions

1. Introduction questions
® As an introduction, let’'s go around so that you can introduce yourselves,
and perhaps tell us your relationship to the child who studies here, and
his/her grade level.
2. Definition of parent involvement
® What does parent involvement mean to you?
3.  Motivational Beliefs
3.1 Role Activity Beliefs
® \What is your role in your child’s education?
® Who is a good teacher?
3.2 Valence/Values toward School

e What was your purpose enrolling your child in SUIMIS Elementary? What
criteria did you consider?

¢ How would you describe your child being successful at school?

® People have different feelings about school. Based on your personal ex-
perience as a student, how would you describe your feelings about your
school and teachers?

® How did your parents support you when you were a student?

3.3 Beliefs about Parental Self-Efficacy for Helping the Child Succeed in School

® How do you support your child to be successful at school?
® Do you talk with your child about his or her school day?
4. Perceptions of Invitations for Involvement
4.1 Perceptions of General School Invitations
® Do you feel welcome at the elementary school? Please give me a spe-
cific example.
® \What do you think about the school-to-home communication?
® What type of invitations would you like to see the most from school?
4.2 Perceptions of Specific Child Invitations

® Does your child ask you to help with his or her homework?

Does your child talk to you about the school day?

Does your child ask you to attend a special event at school?

Has your child ever asked you to talk with his or her teacher? Please
give an example.

4.3 Perceptions of Specific Teacher Invitations

® Are you satisfied with the level of communication coming from your
child’s teacher?

® What do you expect from your child’s teacher regarding communication/
interactions with the parents?
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2(2)

Parent interview guide with suggested questions

4.5 Perceptions of Other Parents Invitations

® How often do you communicate with other SUMIS parents about the
school?
® \What do you typically discuss with other parents about the school?
® How does your parent network help you being involved in your child’s
schooling?
Perceived Life Context
5.1 Self-Perceived Time and Energy
® Based on the previous school year, did you involve in your child’s
schooling as much as you wanted?
® Do you mainly engage in your child’s education at home or at school?
® \What kind of challenges do you face as a parent in the involvement in
your child’s educational process?
5.2 Self-Perceived Knowledge and Skills

® Do you involve effectively in your child’s education? Please give me ex-
amples.
Closure
® Can you suggest anything that could help us improve parental involve-

ment at our school?
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Appendix 2. Teacher interview guide with suggested questions

1. Introduction questions
® As an introduction, let’'s go around so that you can introduce yourselves,
and perhaps tell us your position at the elementary school.
2. Definition of parent involvement
® What does parent involvement mean to you?
3.  Motivational Beliefs
3.1 Role Activity Beliefs
® \What are the most important parental roles that you feel a parent should
have in relation to his or her child’s education?
® \What are your most important roles as a teacher?
3.2 Valence/Values toward School

® People have different feelings about school. Based on your personal ex-
perience as a student, how would you describe your feelings about your

school and teachers?
3.3 Beliefs about Parental Self-Efficacy for Helping the Child Succeed in School

® \What do you think about whether parents here at SUMIS elementary are
able to help their child do well in school?
4.  Perceptions of Invitations for Involvement
4.1 Perceptions of General School Invitations
® What do you think about the school-to-home communication?
® \What type of invitations would work the most effectively from school?
4.2 Perceptions of Specific Child Invitations

® Do you encourage your students talking about their school day with their
parents or engage their parents in other ways?
® Do you expect your students to pass on your messages to their par-
ents?
4.3 Perceptions of Specific Teacher Invitations

® How often do you communicate/interact with parents?

What do you usually communicate about with parents?

What ways do you prefer to communicate?

What kind of information do you think parents expect you to communi-
cate with them?

4.5 Perceptions of Other Parents Invitations

® \What do you think about parents’ social network and its effect to their
parental involvement?
5.  Perceived Life Context
5.1 Self-Perceived Time and Energy
® Do you mainly expect parents to be engaged in their child’s education at
home or at school?
5.2 Self-Perceived Knowledge and Skills

® \What kind of challenges do you face as a teacher about parental in-
volvement?
6. Closure
® Can you make any suggestions about how we should increase parent
involvement at our school?



Appendix 3. Field procedures

Interview Resources:

® Copies of the consent form for all the participants
Pens to sign
Phone with full battery to record the focus group interviews
Notepad & pen
Enough chairs arranged in a circle
Reserved room (have a do not disturb sign on the door!)
Available translator if needed
Thai Moderator for the A1 focus-group interview
Provide water or snack

Procedure for calling for assistance and guidance:

® Talk to each person involved in advance!

® Thai parents: Ms. Sarasin as the moderator for the A1 interview

® Consult with the Thai moderator in advance and discuss each question, share
with her the documents/resources necessary to understand the research project

® Technical assistant: IT teacher (LINE)

® Emergency assistant: Vice-Principal (LINE)

® Thai liaisons: elementary Thai teachers

Schedule of focus group interviews:
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1(2)

ers

Focus Group Date Time Venue No. of partici-
pants
A1 August 9th, 2019 . Lo , 9 (including 3
Thai parents and August 22nd 8:30 AM. Principal’s office couples)
A2 August 4th and 1:00 P.M./2:30 Princioal’s office 4 (including 1
Indian parents 6th P.M. P couple)
A3 (individual
interviews) Various dates Various times Principal’s office 3
Western par-
ents
B1 August 1st, 2019 3P.M Thai Room 4
Thai teachers 9 ’ o
B2
Filipino teach- | August 2nd, 2019 1:00 P.M. Music Room 7
ers
B3
Western teach- | August 8th, 2019 3:15 P.M. Principal’s office 5
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Field procedures

Group A — Parents:
A1 - Thai parents

A2 - Indian parents
A3 - Western parents

Group B - Teachers:
B1 - Thai teachers

B2 - Filipino teachers
B3 - Western teachers

Collecting evidence:

Taking pictures of the bulletin boards

Collecting samples of letters, flyers, or other messages (Homework Diary)
Visiting the school’s website and Facebook page

Observing interactions before and after school

Checking policies and announcements regarding parent involvement
Attending staff meetings and grade-level PLCs



107

1(3)

Appendix 4. Perceptions about education — Google Forms

Perceptions About Education

This survey is aimed to find out individuals' beliefs about education. There are no right and wrong
answers. Please choose your answer on the Likert scales according to which describes the best your
personal beliefs about education.

* Required

1. Respect tradition and age - new ideas are welcome *
Mark only one oval.

Respect traditonandage () ( ) ( ) ( ) ( ) Newideas are welcome

2. Young ones should listen to the older ones - Lifelong learning *
Mark only one oval.

Young ones should listen to the older — ,~— ~—— ~—— ~— Lifelong
ones M vy M vy L A A Iearning

3. Formal harmony needs to be maintained - Conflicts and discussions are acceptable *
Mark only one oval.

. — B P P Conflicts and
Jo ) ) () ) discussions are
acceptable

Formal harmony needs to be
maintained

4. Making mistakes is part of the learning process -Neither the teacher nor the parent should
lose face *

Mark only one oval.

) P I Neither the teacher nor
) () () the parentshould lose
face

Making mistakes is partofthe —— -~ r
learning process  ~— ~— &

5. Teacher respects the individuality of the students - Teachers are respected *
Mark only one oval.

Teacher respects the individuality ofthe  ——~ ~—— »~——~ ~ — Teachersare
students ~— ~—~ “~~ “~~“ “~  respected
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Perceptions about education — Google Forms

6. Teachers are facilitators - Teachers model the way to follow *
Mark only one oval.

Teachers are P T s T e N e T e Teachers model the way to
facilitators “~— ~— “~——~ “~~ 2  follow

7. Outside school, teachers are treated as equals - Respect for teachers is also shown outside
school *

Mark only one oval.

. Respect for teachers is
Qutside school, teachers are N Y Y Y oy P :
0 2 ) () () alsoshown outside
treated as equals — — — — ——
school

8. In teacher/student conflicts, parents are expected to side with the student - In teacher/student
conflicts, parents are expected to side with the teacher *

Mark only one oval.

1 2 3 4 5
In teacher/student
. i o o o - conflicts, parents
In teacher/student conflicts, parents TN Y TN Ty Ty
. . ) ) (L) () areexpectedto
are expected to side with the student — — — — — X :
side with the
teacher

9. Students are encouraged to explore - Students are expected to follow the teacher’s order *
Mark only one oval.

Students are encouraged ——~ ~—— ~—— ~  — Students are expected fo
to explore “~—~ “~—~ “~—~ “~—~ “~~/  follow the teacher's order

10. Innovative approach to problem-solving is awarded - Accuracy in problem-solving is awarded

Mark only one oval.

Innovative approach to problem- CY Y Y Oy O Agg:;arﬁyslgmn is
solving is awarded P 9
awarded
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Perceptions about education — Google Forms

11. Disagreements are part of the solution process -Disagreements are interpreted as breach of
trust *

Mark only one oval.

1 2 3 4 5
. . o o o o Disagreements are
Disagreements are part of the C )y C )Y C ) C ) () interpreted as breach
solution process — — — — —
of trust
12. Teachers seek parents’ ideas - Teachers consider themselves experts *
Mark only one oval.
1 2 3 4 5
Teachers seek parents’ Y Y Y Y Y Teachers consider themselves
ideas L R R R e S expeﬂs

13. Nationality *
Mark only one oval.

) Thai

) Filipino

) Indian

‘/‘. Other:

14.*
Mark only one oval.

) Parent
() Teacher
Powered by

H Google Forms



Begin focused
analysis

Organize and
prepare data

Appendix 5. Flowchart depicting iterative analysis process (Tracy 2013, 218)
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Appendix 6. Codebook

Codes and Descriptions

Description Letter code Color code
parental role construction PRC

parental self-efficacy PSE —
perceptions of (general) school invitations for involvement PSI

perceptions of ((specific) child invitations for involvement PCI

perceptions of (specific) teacher invitations for involvement PTI

perceptions of parent (network) invitations for involvement PPI

(self-)perceived time & energy PTE

(self-)perceived skills & knowledge PSK

perceived family culture PFC

111
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Appendix 7. Bulletin board samples

Momhe's Doy PrograT

wiC
To the mother with iove W Gev
Seyond Discrimination B Wicharee

Srudent Coundl reps.

Parents reps.

ks Ladda Wi Enuman
s Kathy W5 Kotchapor™
Mis Barbara Wr Scrachai
Wir Kewin Mz Bettie

Thai Traditional Blessing Dance — Thai Language
Closing Remarks Dr Puncarst Chinnapha
Dress =

- Students wear their school unifor Eﬂdﬁmm
- Parents & Teachers wear biue attire

19 Moo |, Phahanyathin Foad, Tamborn
Nangyso, Sarabur lm T
ot
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Appendix 8. Translation procedure — flow chart (SIMIS, 2019)

Procedure for letters being sent out

English Letter

From Teacher / Coordinator

l

Approval

2 From Mr. Kevin
b 7 S e e et e o 1
Translation g | Translation needs atleast |

Ve

3 By: Ajarn Rujee 7 : e :
R e |
e el i 1
Proof read »— =1 Printing on official letter |
- Make changes // | head needs at least 3 |
- Official version completed Ve days |
By Ms. Ladda | I
R . |

. : l

Involved Departments 5 Director
Proof Read

Makes suggestions
l“. Approved by all involved

- Ref.No
6 Print out
- Returned to Teacher / Coordinator
v
7 Associate Executive Director’s signature

Remark: Letters that are sent out with attached permission slips must be returned to Teachers or
Coordinators with parent signatures.



