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Preface

While finalisingthis dissertation, | read in several newspapers about a court

case between parents and a preschool somewhere in Flanders. A father went

G2 O2daNII 0S0OldzaS KAa RIdAKGESNDRE LINBaokKzz2ft |
shack (fruit or cookies) in the afternoofsccording to the media, the preschool

found it unnecessary to give children a snack since they already had a big lunch

Fd y22y® |1 26SOSNE GKAAa FlIGKSNI RARYy QiU | 3INBS
to court. He felt that, especially since his daughtefislender build, she should

eat something in the afternoon. The judge decided that it is up to the preschool

and not the parents to decide whether children have an afternoon snack or not.

¢tKS GSNRAOG ¢l & |a F2ff205aYtohtheShidl y y2iG Sl dz
GAGK GKS LISNE2YIFf gAaKSa 2F (GKS LI NBydaode

Without knowing the details of the actual situation, | was wondering how it
could come this far that parents sue the preschoot&bate @ring issues of
their children in preschool education. Itesas that a lot must have been going

on before somebody institutes legal proceedings. How was the relationship
between preschool staff and parents in this particular setting? Did possibilities
exist for parents and preschool staff to discuss and negotiage dare and
education of children? A lot of questions can be asked. But the impact of this
court case kept me especially puzzled and somewhat shocked, leading me to
ask: What will this mean now for the wddeing and learning of the involved
child? How willthe preschool teachers and the father be able to face each other
after disputing their disagreement in a legal procedusymbolisingthe
fundamental distrust between each other? What does this mean for other
parents and preschool staff in the same schdo the same region or for
parents and preschool staff in Flanders who also have read this story in the
news papers? It is hard to belief that an intervention of a judge is desirable in
order to decide how parents and preschool staff shoulgedacate clidren.

Although | will not provide the right answers, our study attempted to explore
conceptualisations of care and education in preschool through the eyes of
different people like parents and preschool staff. It is hoped that the analysis in
this dissetation will be thought provoking and enrich the scholarly, policy and
practice debates on preschool education in a context of social inequalities and
diversity.






Table of contents | 15

Table of contents

Chapter 1
Introduction 19
I 11 oo [T i To ) PP PPPRRRPT 21
12 {OK22ft ATeAy3d LINBaAQK22f. . Ay.d.2. . YLINERL a0K22f Q
1.2.1 INVeSting IS PrevVeNtiNG........uuuveeeieeeeee it e e e e e e e e e e s seenrenreeeee s 21
1.2.2 Questioning theschoolification of preschool..............cccccooviiiinvinnnen. 23
1.2.3 Radicalising parental responsibility...........ccccccooiviiiiiiiiieeiieee s 25
1.3 Research questions and AiMS.........ccooiiiiiiieiiiiiiie e 27
1.4 The case of preschool education in Belgium / Flanders............cccccooueeee. 29
1.4.1 The golden 1960s 1970s: the idea of democratising presch
(=10 [UTo%= 11 (o] o R TP PP UOUPPPTPPPPPP 30
1.4.2 The mid1970s: dealing with the economic recession....................... 32
1.4.3 The 1980s and 1990s: interluditmy............ceeeeiieeeririeriiiiiiiiieeeeeeeennn 35
1.4.4 The new millennium: the revival of the idea of making preschool
(00T 10 Fo1 (o] Y APPSO P PP OOPP PP 36
1.4.4.1 Relaunching legislative propals............cccccccveiniieiennininennn, 36
1.4.4.2 Developing alternatives in order to increase preschool
AENAANCE FALES......euviiiiiiiieeeie it 40
1443 { KAFlGAYy3 @GASsa 2y G.KS.LINBIWK22f GSI OKSN.
1.4.5 Some transversal reflections.........cccccveeiiiiiciiiiiiiie e 46
1.5 Overview oOf the ChapLerS........cooiiiiiii e 47
1.6 REIEIENCES. ...t e e A8
Chapter 2
Methodological approach 61
% T [ 011 (o To [FTod 1o o NPT PO PPPPPPPPPRRY 63
2.2 Policy rspectives on care and education...........cc.eeeevrieeeeeeeiniieeee e 63
23t NByidiaQ YR tNBRaOKz22f adl FFQA...LIBNELISOGAGZSaE 2\
2.3.1 Videoelicited fOCUS QrOUPS.......ocuvreeeeiiiiiie ettt 65
2.3.1.1 MaKing @ MOVIE......uuiiiiiiiiiiiiee e 67
2.3.1.2 Inviting participantsS...........cccceeeeeeeeee e 72
2.3.2 Data ANalYSIS.......cooiiiieeeeeee e ——————— 78
2.4 Some reflections on the positionality of the researcher.............ccccccoonee. 81
2.4.1 Working on and working with my personal stance.......................... 82
2.4.2 The inevitability of research as anervention.............ccccceeviviiieennnnne 85

2.5 REIEIENCES. ...ccee et e e e ra e aaas 87



16|

Table of contents

Chapter 3
The Education and Care Divide: the role of the early childhood workforce in
15 European countries 91
0 I [ 011 o o (U T4 1o o PR PPPPPRPRRS 93
3.1.1 Schoalying the Early YEarS.......ccccceeviiiiieiiiieete e 94
3.1.2 Assisting Core Practitioners..........uueevieeeeiiiiicciiiiiiieeeee e e sseinnnenns 96
3.1.3 Integrating Caring and Learning.........ccccvveeeeeeeeiiesciiiniinineeeeeee e e 97
1C 072 Y/ 1= 1 To o [o] (o o Y/ SRS 98
3.2.1 Data SAmPIe......c.veiiiiiiiiii e a8
3.2.2 ColleCting DAt@......ccceiiiiiiiiieiiiiiiee et 98
3.2.3 ANAlYSING DAta.......ueiiiiiiiiiiee e 99
G TR T 10 To [ [PPSR 99
3.4 DISCUSSIOL....utiieieiieeeee e ettt ettt e e e e e e e et e e ettt e e e e e e e e s e ibbbbrreeeaaaaeeaeeeas 103
3.4.1 CariNg MaAterS.......uuuueeiiiiiiiii it eee e e e e e e e 104
3.4.2 From a Divide to a Hierarchy.........ccccooeiiiiieniiiii e 105
3.4.3 Conceptualisations Of Care..........ccceeeiiiiiiiieiiiiiee e 105
3.5 EUIOPEaAN PONICIES. ...oiiiiiiiiiei ittt 107
3.6 REIBIENCES. ...cci e 108
Chapter 4 5 o 5 . . o
¢tKS 5SY20NX GAO YR / FNAY3I 5STFAOALG Ay Wt NByuUlf
Perspectives of Migrant Parents on Preschool Education 115
ot R Vi o To 18 [ox 1o o T PP TP TR PUOPPPRPP 118
4.2 Reseach context: the Flemish Community of Belgium..............ccccovuvveenn. 121
I T 1 =1 1 T To [P RESRRERR 121
o LTS U SRR 123
4.4.1 The eagerass to know, experience, and communicate.................. 123
4.4.2 Questioning care in preschool practiCes........ccceveveveieeeeieeeeieieeeeiens 124
4.4.2.1 Care as an activity and mental dispositian....................... 125
4.4.2.2 Care as a phenomenon..........cccovveeiiiiiiiiei e 126
4.4.2.3 DiSCONLINUILY IN CAIE.......cceiiiiiiiiieiiiiiie e 127
4.4.3 Adopting a subordinate POSItioN............ccueeereiiiiieeeeiiiiiee e 128
4.4.3.1 From silent to silenced VOICES..........cccuvvviiiiiiiieeieeiieeis 128
4.4.3.2 Following scripted practiCes...........cccovvvvvvvieviveeeviniiieeeen, 130
4.4.3.3 Challenging scripted practices............cccevvvvvvvvvveeninvnnnnnnnnn. 131
I I 1 Yo 11 (o (SRR 132
I R L (=T (=] 1ot SRR 135
Chapter 5
Early learning in preschool: meaningful and inclusive for all? Exploring
perspectives of migrant parents and staff 141

51

L)oo [0 Tox 1 o] o AT 144

L



Table of contents | 17

5.2 RESEAIrCh CONEXL....ciiiiiiiieiie et e e e e e e 146

5.3 MENOUS. ..ot 147
5.3.1 INVitiNg reSPONUENTS.....ccciiuiiiieeiiiiiie et 147
5.3.2 Videoelicited fOCUS QrOUPS........cccvvririiiiiiee e e e e cciiiineee e e e 149
5.3.3 Data recording and data analysis...........ccccccveeeeeiee i, 149

B4 RESUILS. .. .eeiiie ittt e e 150
5.4.1 Fear of eXCIUSION.........oiiiiiiiiiiiie e 150
5.4.2 Managing the DOdY............ovoiiiiiiiii e 152
5.43 Readying children for early learning...........ccccoouvveiiiniiieieiiiieeen, 155

ST B Lo U 1T o USRS 156

5.6 Implications for policy and practiCe............covvvvvvvveeviniiiiiiciicice e 158

5.7 REIEIENCES. ...t 159

Chapter 6

The (in)convenience of care in preschool education: examining staff views on

educare 167

L0 A [ 01 o o 1o 1o T PP 170

62 I ' YAy3i2yQa (GKS2NE 27F SYO0.2RASR.LWIR LISNF2NNI A

6.3 RESEAICH CONEXL.....oi it a e 173

6.4 MELNOGS.......coiiiiie e 174

6.5 RESUILS. ..o 176
6.5.1 Embodied potential t0 Care..........cccovvvviiiiiiiiieiie e 176
6.5.2 Mind-body dualiSm..........ccooiiiiiiiiiiiiiee e 177
6.5.3 Professional identitiesS............oooviiiiiiiiieiiee e 178
6.5.4 The hierarchy between education and Care.........cccceceeveiiiiieereeeenn. 180
6.5.5 Educare as social JUSLICE.......ccceeeiiiiiee e 182

6.6 DISCUSSIO....euiiiiiiiieiei ittt e et e e e e e e e s e st eeeaaeaeeaeeeas 184

B.7 REIEIEBNCES. oo it it e e 187

Chapter 7

Challenging the feminisation of the workforce: rethinking the migbody

dualism in Early Childhood Education and Care 193

4% T [ 1o o (U T3 1 o PR 196

7.2 A retrospective look at the history of women as carers and educators....198
7.2.1 The origins: an ideal Mother............co oo, 198
7.2.2 The 1970s: equal rghLS.........ccooeeiiiiieie e 199
723 5SUyAGAZ2Yya 2F WOLNBOQ..OKNRAdzZZK2200 KA &i2NE
724 ¢KS GdzNYy 2F GKS QSy.0.dzNE.Y..2a.0K220 AUOI GA2Y

7.3 Mission accomplisShed?.... ..o 202

7.4 An almost entirely female workforce: missing @mpty goal?...................... 202

7.5 Rethinking the mindbody dualism in care from the perspective of contemporary
FEIMINISIML . 204

7.6 Corporeality in the ECEC WOTrKfOICE........uuuiiiiiiee i it e e 206



18| Table of contents

7.7 Conclusions and iMpPlCAtIONS..........c.uveiiiiiiiiiie e 209
7.8 REIEIENCES . ..oiiii i e e 210
Chapter 8
Conclusion 217
S i o o (U1 i o] o PRSPPI 219
8.2 Main fINAINGS......o oo e e e 220
821/ FNBY ¢KS ! OKAffSaQ . KSSi. . . Ay..LMREaOK22¢(
8.2.2 Continuing or disrupting the underlying mitady dualism............... 223
8.2.3 Uncovering the social and political potential of educare in preschool
(=10 [UTo%= 14 (o] o PP PP PR TOUOPPTPPPPP 225
8.24 Confirming and contesting social problem constructions............... 226
8.2.5 Intersecting the private and the public domain: debating
FESPONSIDITILIES. ... 228
8.3 Limitations of and recommendations for further research........................ 231
8.4 Recommendations for preschool policies and practices...............c.cc....... 234
8.4.1 Adopting a democratic commitnme to justice, equality and freedom
FOr @l e 234
8.4.2 Being attentive to caring needs in preschool education................. 237
8.4.3 Taking responsibility to care in preschool education...................... 239
8.4.4 Being responsive to the experiences of children and families....... 242
8.4.5 Being competent inare in preschool education..............cccccceeeeennn. 243
8.5 REIBIENCES....cci i 245
Nederlandstalige samenvatting 253

Data Storage Fact Sheets 271

S

R

dzO |



Chapter 1

Introduction







Chapter 1 21

1.1 Introduction

Early Childhood Education and Care (ECEC) is the term most commonly used in
international policy documents and research to desigrelterovision of care

and education for children before compulsory school age (Urban,
Vandenbroeck, Peeters, Lazzari, & Van Laere, 2011). Many countries, including
Belgium, are historically characterised by an ECEC split system, where care
services for cidren up to three years of ag&ideropvang are under the
auspices of the Minister for Welfare and preschool institutiddsuterschodl

for children from two and a half to compulsory school age are under the
auspices of the Minister for Education. ®hghout this dissertation, we focus

2y GKS fFAOGGSNI O2YLRYSY(d 27FQ 92 NI/ WIONB adgikA2y2E (i
edud { A BRefiteronderwijs)with special emphasis on the youngest children

in this provision.

In this introduction, we analyse a dominanténtational policy and research
discourse in which a social investment logic implies that preschool should be
dzy RSNRG22R & | WLINBL) 480K22ftQd . AaSR 2y (K¢
developed several research questions that involve exploring the petises

of parents and preschool staff on education and care in preschool in the Flemish
Community of Belgium in relation to policy perspectives in various European
countries. In the second part of this introduction, we demonstrate that
investing in the eqalising potential of preschool education is not an entirely
new idea in Belgium. This idea has permeated political and public debates on
preschool education since the 1960s and is exemplified by the political aspiring
to lower the compulsory school age.

12 VK22t AFeAy3I LINBaOKz22t Ayilz2 WLINE

1.2.1 Investing is preventing

Since the beginning of the new millennium, many international bodies have
been using social investment language to frame policy advice on preschool
education in both developed and developingpuntries (Jenson, 2009;

Morabito, 2015; Perkins, Nelms, & Smyth, 2004).We illustrate this perspective
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in the 2011 communication of the European Commission on childcare and
preschool education, which states:

If solid foundations are laid in the early yeaftater learning is more
effective and is more likely to continue ifag, lessening the risk of early school
leaving, increasing the equity of educational outcomes and reducing the costs for
society in terms of lost talent and of public spending onasoeealth and even
justice systems. (European Commission, 2011, p. 1)

Studies on economic returns (Barnett & Masse, 2007; Heckman, 2006) and the

positive effect on brain development (Shonkoff & Phillips, 2000) are used in this

policy debate to legitimiseinvestments in early childhood education.

Longitudinal studies in the USA and the UK have demonstrated thatjbagjty

LINBaOK22f OFyYy AYLINRGS 2dzid2YSa Ay (SNyxya 27
socicemotional functioning and educational performancezésreviews of

Lazarri & Vandenbroeck, 2013; Melhuish et al., 2015). Although preschool

SRdzOF A2y A& O2yaAARSNBR O0SYSTFAOALFE F2NJ I ff
expected for children from low soceconomic backgrounds and children with

migrant backgrounds, particularly those who speak a minority language at

home (Bennett, 2012; Leseman & Slot, 2014; Matthews & Jang, 2007; Melhuish

et al., 2015).

These arguments are further strengthened by evidence that early childhood
education reduces social prims such as early school leaving, school failure,
unemployment, and poverty (European Commission, 2011, 2013; OECD, 2012;
UNESCO, 2007). On an individual level, investing inqoiglity preschool
education would enable children to be better prepared farther schooling

and employment issues in our current economies (Williams, 2004). As children
are increasingly considered to be human capital for a future society (Perkins et
al., 2004; Williams, 2004), these individual prevention strategies serve the
purpose of creating better social and economic development for society at
large. In other words, existing inequalities and problems of exclusion are
predominantly framed from an economic point of view as poverty and
unemployment may hinder economic prosper{gng, 2014; Williams, 2004;
Wong & Turner, 2014).

Due to the emergence of social investment language in social policies, scholars
KIS ARSYGAFASR | INI Rdzl f AKATO FTNRY WS dz
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2L NI dzy AGASEQ Oa2NIF oA (b2 2080). ActoyliRglyy 6 N2 SO1 = H
public investments in preschool education and the family life of young children

gradually tend to prevail over income redistribution and other structural

measurements to combat social inequalities (Gray, 2013; Schiettecat, Roets, &

Vandenbroeck, 2015). Early childhood is identified as a crucial period in which

OKAf RNBYyQa 2dzi02YS&a NS RSGSNNYAYSR o0& OANJ
individual responsibility (Morabito & Vandenbroeck, 2015). Although the

educational gaps between childrenttvihigh and low socioeconomic status

(SES) and children with and without migrant backgrounds remains persistent in

many countries (OECD, 2013, 2014, 2016; Stanat & Chistensen, 2006), it is

believed that for those children at risk of school failure, presthamucation

even has the potential to compensatefor the unequal distribution of

opportunities allocated to them (Barnett, 1995; Dhuey, 2011)

By underlining the future equalising potential of the early years, preschool

education is increasingly constru&e  a | WLINBL) a0K22ft Q Ay 6KAOK
of preschool education lies in later stages of life (Ang, 2014; Vandenbroeck,

Coussee, & Bradt, 2010). This entails that in many countries more formalised

learning approaches, in which children are expecteddquire (pre) literacy,

(pre-) numeracy and (pr¢ scientific skills from a young age, are introduced

(OECD, 2006; Woodhead, 2006). This phenomenon has been labelled as the

WEOK22t ATAOIGAZ2YQ 2F LINBaAOK22f SRdzOlF GA2Y 6a

1.2.2 Questioning tle schoolification of preschool

Over the last decade, many researchers have debated and problematised the
possible effects of schoolification on preschool pedagogy. A primary criticism
O2yOSNya OKAftRNBYyQa fSINYyAy3d LINRBOSa&aSaA>E 4K,
since the main focus is on cognitive and language learning, there is a risk that
OKAf RNBYy Qa VI (i daylay, explogatioN,ffdegomh ofindvisihenitS 3 A S a
relations and discussions with other childremay be less encouraged
(Brostrém, 2006; Hjdr 2006; Noddings, 2005) Moreover, the interpretation of

learning as a preparation for compulsory schooling tends to limit the attention

given to the caring dimension of education (Alvestad, 2009; Forrester, 2005;
Kyriacou, Ellingsen, Stephens, & Sundar2@@9). Recent empirical studies,

both in split and integrated ECEC systems, claim that due to schoolification
tendencies, preschool curricula focus less on bodily care, emotions, relationality

and solidarity (Garnier, 2011; Léfdahl & Felkehtelius, 20%).
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Remarkably, the same international organisations that frame policy advice on
preschool using social investment language demonstrate an awareness of the
corresponding risks of schoolification. They concur that preschool education
should adopt a holistipedagogical view, in which education and care are
AYASLI NIro6fS O2yOSLiiaz Ffaz O2YvYz2yfe
Moss, 2011; European Commission, 2011; Kaga, Bennett, & Moss, 2010; Penn,
2009). Indeed, UNESCO describes the role of educationgdilnistime period

in the following way:

Early childhood is defined as the period from birth to eight years old. A time
of remarkable brain growth, these years lay the basis for subsequent
development. ECEC is more than a preparatory stage assisting thé BhQ a
transition to formal schooling. It places emphasis on developing the whole child
- attending to his or her social, emotional, cognitive and physical ne¢als
establish a solid and broad foundation for lifelong learning and wellbeing.
(http://en.unesco.org/themes/earkchildhoodcareand-educatior)

This UNESCO mission statement on ECEC shows how the international
community constructs preschool education as a preparatorgsghfor formal
schooling. Simultaneously, UNESCO highlights a possible tension that this
future oriented perspective can produce as it attempts to coexist with support
for the holistic development, at any time, of all children.

A second series of criticimmon schoolification deals with the more technical
conceptualisation of professionalism and the focus on prescribed learning goals
and curricula (Oberhuemer, 2005). Preschool teachers are seen as technical
experts teaching specific subjects that prepareyg children to enter primary
school. Their professional development includes mastering different subjects,

dzZaAy3 RARIFIOGAOa ol aSR 2y S@OARSYyOS 27

school programmes (Jensen, Brostrom, & Hansen, 2010; Samuelsson &
Sheridan2010). Moreover, the care dimension of preschool pedagogy is at risk
of being eliminated in the training of professionals (Brougére, 2015; Léfgren,
2015; Peeters, 2013; Warin, 2014). Yet, this is in conflict with international
policy and research reportsvhich are likeminded in their pleas for competent
systems where preschool staff members conjoin care and education (Children
in Europe, 2008; Kaga et al., 2010; Urban, Vandenbroeck, Van Laere, Lazzari, &
Peeters, 2012). Oberhuemer, Schreyer, and Neur@@hQ), as well as Dahlberg

NB F S NINJ
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and Moss (2005), underline the perspective that pedagogical quality should
encompass ethical and philosophical dimensions. Essentially, the argument
states that working and dialoguing with children, families and local
communities from diverse backgrounds are indeterminate, vaheund
practices which go beyond applying prescribed teaching methods (Kunneman,
2005).

1.2.3 Radicalising parental responsibility

CKS a20ALf Ay@SadyYSyid NKSGI2NAROz OFffa dalRy
Ay@dSait Ay GKSANI 26y KdzYly OFLRAGIE QoWSyazy:
their activation can reduce dependency ratios (Jenson, 2009; Jenson & Saint

Martin, 2006).The social investment paradigm caused an intensification or

according to Vandenbroeck, Roose, and De Bie (2011,-padicalisationof

parental responsibility in order to ensure positive child development and future

school success (K. Clarke, 2006yG2013; Jenson, 2009; Schiettecat et al.,

2015; Vandenbroeck, Roose, et al., 2011).

Besides inciting parents to send their children to preschool, international
organisations have recently been making pleas for more parental involvement
Ay OKAf RNMNBynGat hBreNdnd in the preschool environment
(European Commission, 2015; OECD, 2006, 2012). Research demonstrating how
parental involvement is associated with better learning outcomes and later
academic success (Arnold, Zeljo, Doctoroff, & OrtiJ82@Castro, Bryant,
PeisneffFeinberg, & Skinner, 2004; Eldridge, 2001; Galindo & Sheldon, 2012;
Halgunseth, 2009; Marcon, 1999; McWayne, Hampton, Fantuzzo, Cohen, &
Sekino, 2004; Miedel & Reynolds, 2000; Sylva, Melhuish, Sammons, Siraj
Blatchford, & Taggar2004)shows how parental involvement is considered as
an important means to reduce educational gaps between children with higher
and lower socioeconomic statuses (SES) and between children with and without
migrant backgrounds. In sum, ideas for closimgse educational gaps involve
action by the disadvantaged parents themselves.

However, scholars have questioned this radicalisation of parental responsibility
for how it individualises social problems like school failure, as shown in Figure
1 (K. Clarke,@®6; Vandenbroeck, Roose, et al., 2011). Through processes of
decontextualisationtesponsabilisation and pedagogisation, parents tend to be
held responsible for counteracting the school failure of their children,
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regardless of the societal conditions irhieh they live; or regardless of the
access they have to quality ECEC. Consequently, school failure risks to be
increasingly framed as a deficiency of families, rather than of schools or of
governance(K. Clarke, 2006; Vandenbroeck, Roose, et al., 2011)

Social Phenomenon New Social Question since 1970's

Globalisation, immigration, technologisation

> Social Problem School failure and Social Inequalities

Decontextualisation
—_— Educational Problem Early Learning in preschool as foundation

Responsabilisation

2 's Access to preschool
T— Individual Problem for poor and migrant children
Pedagogisation
e % fi | hool

L—» Individual Intervention FEY IR QRO By 00N Sge

Parental involvement in early learning
Figure 11.. The social construction of educational problems applied to school
failure (Vandenbroeck, Coussee, & Bradt 2010)

¢tKSNBE A& ONRGAOAAY GKFG LI NBydaqQ ©2A0S8a
in policy debates (Hughes & Mac Naughton, 208@yents are given a more
instrumental role in the learning process of their children, meaning that they

are expected to help their children to achieve the learning outcomes that the
educational system has set, without being involved in discussions om thes
outcomes or on the kind of education they want for their child (Brougére, 2010;

Doucet, 2011; Hughes & Mac Naughton, 2000; Lawson, 2003; Vandenbroeck,

De Stercke, & Gobeyn, 2013).
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1.3 Research questions and aims

The absence of parental voices is especialigst in the case of families that
are the object of concern for policy makers and scholars: children at risk of
school failure (i.e., children from families with migrant backgrounds and from
lower socieeconomic statuses). In order to gain a better urgtanding of the
meaning of preschool education in a context of social inequalities, one needs
G2 0SGGOSNI dzyRSNRGFYR LI NByiaQ fAGSR
the voices of preschool staff are also fairly absenhe debates on the meaning

of preschool and therefore preschool staff may be silenced in discussions on
their very profession.

The few existing studies on this topic have suggested that parents and
preschool teachers understand preschool education as a means to prepare
children forprimary education by teaching them pezademic and social skills
(Gill, Winters, & Friedman, 2006; Laeamisomo, Sidle Fuligni, Ritchie, Howes,

& Karoly, 2008; Lin, Lawrence, & Gorrell, 2003). Some studies revealed how
parents with migrant backgrounds dnpreschool teachers highlighted the
importance of care and social, emotional and physical support of children in
preschool (Brougére, 2015; Hvroelich & Westby, 2003; Vandenbroeck et al.,
2013; Wesley & Buysse, 2003). Despite a parental focus on chmdars have
warned that care may gradually disappear from preschool policies and practices
(curricula, professional profiles, etc.) due to schoolification tendencies
(Alvestad, 2009; Forrester, 2005; Kyriacou et al., 2009; Smith & Whyte, 2008).
This mightsuggest that the meaning parents give to care and education in
preschool is associated with the relation between preschool and educational
inequality and/or inequity. This is precisely what this study seeks to explore.



28| Chapter 1

By taking three different perspecti¢ (parents, policies, preschool staff), we
examine the following research questions:

126 R2 LINByGazr LINBaoOkKz22f &adGdFr¥F¥ FyR LRfA
WSRAzOF GA2YQ AY LINBaOKz22f K

T2KFEG R2 aAYAEFNI FYyR 2LJJ2aAy3d O2yOSLlidzZ £ Aal
signify for the increasing attention givempreschool education as an
important equalising condition for later school success?

1 How do diverse and opposingpnceptualisationsf care and education
relate to ontgoing inequalities in the educational system?

Inthis study, we focus alternately on European and Flemish fields of preschool
education as compelling cases in relation to the alleged equalising potential of
preschool. The first research question will be explored in the different chapters
of the dissertdon. Although we briefly touch upon the relation between
conceptualisations and social inequalities in the discussion of each chapter, the
overall conclusion of this study specifically connects the first with the second
and third research questions.

In order to examine the policy perspectives, we conducted an analysis of policy
documents in 15 European countries from 2010 and 2011. This was part of a
larger study on Competence Requirements for Early Childhood Education (the
CoRe Study), commissioned by theropean Commission, Directorate General
for Education and Culture (Urban et al., 2011; Urban et al., 2012). In a
subsequent study, we organised 10 vidgliited focus groups in the cities of
Ghent, Antwerp and Brussels with parents who are the objectooicern for

the Flemish Government, i.e. predominantly parents with migrant
backgrounds. The focus groups in Brussels were part of a larger study on
transitions from home and childcare to preschool, commissioned by the
Flemish Community Commissidrigams Gemeenschapscommis$idt has to

be noted that we did not assume that parents with a migrant history are a
homogenous category, nor that they have some essential features in common.
We also did not assume that they differ in opinion from parents withou
migrant backgrounds. In addition, we organised six vieigoted focus groups

with diverse preschool staff in the cities of Ghent and Brussels. The overarching
data analysis of the focus groups corresponds with principles of abductive
analysis, which iga creative inferential process aimed at producing new
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KeLRGKSadSa8 YR GKS2NASAa o6FaSR 2y adz2NLINRAaAy3
& Tavory, 2012, p. 170).The three chapters that cover different ways of

presenting the qualitative data from the focus groupbave different

approaches: chapters four and five are more data driven, while chapter six is

more theory driven.

Our study adopts a social pedagogical perspective in social work research. Social
work intervenes in sites, such as preschool education, where the private
concerns of families or individuals and public concerns intersect (BouvBrme

Bie, 2015;Neyrand,2010; Parton, 1998). A social pedagogical perspective
signifies that preschool pedagogical practices are always analysed and situated
in relation to social and political contexts and the broader structures of society.
More specifically, we examine the wagsvhich conceptualisations of care and
education in preschool are challenging or confirming social inequalities
(Vandenbroeck, Coussée, Bradt, & Roose, 2011). In so doing, we aim to
continually reexamine what the problem might be in participatory waywl
contribute to the international body of theoretical and empirical knowledge on
preschool education, early learning and parental involvement in the context of
social inequalities and increasing social and cultural diversity. In addition, we
hope we enrih the current international and national policy debates in which
preschool is reduced to a means to equalise opportunities. Finally,
recommendations for preschool practices and policy recommendations will be
given.

1.4 The case of preschool education in Belgiu Flanders

Investing in the equalising potential of preschool education is not entirely a new
idea in Belgium. Since the 1960s, political discussions have repeatedly taken
place regarding making preschool education mandatory in order to raise the
educatbnal attainment of, originally, working class children, and later children
with migrant (Van Laere & Vandenbroeck, 2014). The 1914 law on compulsory
schooling set the starting age of compulsory education in Belgium at six years
old (De Vroede, 1970). Ineahfollowing section, we situate the political and
public debates on lowering the compulsory school age that started in the 1960s
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in order to explore socigpolitical objectives and the legitimation of preschool
educatiort.

Education became a competence the Flemish Community in 1988, while
determining the compulsory school age has remained a federal competence.
Before, education belong to the federal government. Therefore, we focus
alternately on both Belgium as a federal government and the Flemish
Commurity as a regional government. We also draw attention to the fact that
in the Dutch language there is a substantial difference betwsmmoedingand
onderwijs.Many discussions have taken place on how to translate these terms
into English, as bothterms cblR 6 S  NJ y & f ROp8dedingsian WS RdzOF (G A 2y
intentional intervention in the socialisation processes of a child (Bouvebae

Bie, 2015) (cfr. upbringing and raising children) anderwijsisconcerned with
learning and instruction, usually (yet nexclusively) in a school setting (CBS,
2015).For the remainder of the document, we will use these English terms,
followed by the original Dutch: educatiqopvoeding, educators ¢pvoeder}
learning /schooling / school®nderwijs)and teachersdnderwigers.

1.4.1 The golden 1960s1970s: the idea of democratising
preschool education

In the 1960s, there was growing concern about the discrepancy between the
ideals of democracy and actual social inequalities. Inspired by previous
proposals by educationacientists such as Dujardin in 1962, liberal senator
Bascour RVV- Partij voor Vrijheid en Vooruitgapgroposed in 1968 to lower

the compulsory school age to five as a means to reduce grade retention in the
first grade of primary school (Brackeva, 198i)ilding on the preparatory work

of the socialist trade unio(VSGVereniging van het Socialistisch Onderwijzend
Personeeland the socialist partyBSP/PSB Belgische Socialistische Paftij
Parti Socialiste Belge}he socialist Minister of Educatioof the French
Community, Abel Dubois, joined Bascour in his plea to combat selective
mechanisms in primary education that harmed the educational success of
working class children. He founded a special commission in 1970 that included
0 KS LI NXB yahiCOAP Corféaldatidn inationale des Associations de

IThis section is an adaptation of an article published as Van Laere, K, and M Vandenbroeck QR2Jady.

leerplicht in Belgié: en nu de kleuters? [100 years of compulsory school in Belgium: and now the toddlers? ]
Pedagogield4 (3):191208.
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Parents de I'Enseignement lip@nd proposed to lower the compulsory school
age. At the same time, he also initiated a educational structure for children
between five and seven years of age, integdatiee preschool programme into
primary school education, aimed to ameliorate parschool contact and
aimed to lower the studenteacher ratio in classes. Dubois started pedagogical
experiments with a mandatory transition class in preschool soysae-old
children could be prepared for primary school. He underlined that class
activities at all times should start from the physical, affective, intellectual and
social being and becoming of children (Brackeva, 1986). From a similar position
of concern, the gcialist Minister of Education of the Flemish Community, Willy
Claes (BSP) initiated, in 1972, open discussions with all educational
stakeholders regarding lowering the compulsory school age while also
rethinking preschool and primary school educationpj®urted by the socialist
(VSQ and Christian trade unions(ACW - Algemeen Christelijk
WerknemersverbondCOW+ Christelijke Onderwijzersverbondeveral schools
experimented with the integration of preschool and primary school education
within a coherent pedagogical climate and vision based on the holistic
development of children between twand-a-half and twelve years of ag¥1(O

- Vernieuwd Lager Onderwij@rackeva, 1986).

For the first time, preschool education was given the explicit function of rgakin

g2N]J Ay3 OfFaa OKA fsenddhijp)and Nibnin&idgsodia2 NJ 4 OK22f Q
Odzft G dzNF f WKFYRAOFILIAQ® !'G GKS alyYS GAYSzI O:
preschool education should support the holistic development of children and

avoid a schoolified approacto learning based solely on the didactics and

norms of primary school (Brackeva, 1986). During this time period, preschool

staff was portrayed predominantly as educatorspyoeders)rather than

teachers (onderwijzers)as illustrated in the followingexception from a

professional journal for preschool educators :
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G/ 2yl dzSNJ 6K SIA NI KKSS FaNINel G S3e > al yR @2dz aKz2dzZ R
aK2g GKIG @2dz t20S (KSYéd /FNBaaiAy3a |yR Kdz@3axi
0S0FdzaS o KAOK (2RRf SthdleRpibtheyamgof grioy & G2 0SS NROT
the lap of the educator (leidste? hyft & Ay F OfAYIFGS 2F FNBSR2Y |
every toddler (irrespective of their social origins or family circumstances) can
come out of their shél(Depaepe 199(. 27; translation by athor)

These professional journals suggested that they had to act as mibieer
figures in terms of being naturally affectionate and playful towards children
(Depaepel990).

1.4.2 The mid1970s: dealing with the economic recession

From the mid1970s, the econmic trend changed and a recession took place

over a considerable amount of time. Belgium faced its biggest economic crisis

since World War II. Proposals to lower the compulsory school were
instrumentalised to prevent massive unemployment (De Ceulaer, 199@®

liberal Minister of Education for the Flemish Community, Herman De Croo

(PVV), introduced his innovative plans in order to confront the technological

revolution and growing job insecurity. School became an instrument for the
selfrealisation of childen in future uncertain economic times (Brackeva, 1986;

De Croo, 1975). De Croo proposed a new fundamental structure in which

preschool would stop at the age of five and primary school would be comprised

of two educational structures: from five to severaye of age and from eight to

eleven years of age. In addition to lowering the compulsory school age, it was

felt that primary school should initiate a playful learning clag®eélleerklasin

which children learn basic skills like mathematics, readingégahh G Ay 3 &2 daGKS
best possible conditions are provided for the best possible course of the school

GNI 2SOG2NE 2F SIOK OKAftRéE 65S / NR2Z MPTTI LI

However, children had to take a school readiness teshdolrijpheidstest)
before entering this playful learning class. Scholars of the University of Leuven
and the Vrije Universiteit Brussel contested the selectivity of this test since it
would contradict the original intention of Minister De Croo, in which he, in line
with previous Miristers, wanted to prevent grade retention in primary school

2 CSPP, LXVII (1960) 152. (in Depake0)
30, LXVI (1969) 366. (in Depagh@90)
40, LXVIII (1971) 34/ Depaepel990)
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FYR O2YLISyaliasS GKS waz2oO0az Odz G dzN €
(Vlaamse Onderwijsraad, 2004). Moreover the sociéiS#p and the Christian
democrat CVP- ChristelijkeVolkspartij) paties, the parent associations and
the Christian trade uniofACW)denounced the economic goals of efficiency
and performance since this new structure would exclude working class children
YR 2yt & 0 SngefbegaaidejidrerifBraskew, 1686; Meulaer,
1990).

Despite the criticism, De Croo initiated pedagogical experimentation in several
schools. At the same time, the Christian Democratic Minister of Education of
the French Community, Antoine HumbI&SC Parti Social Chrétiejproposed

a similar change in the foundations of education in combination with lowering
the compulsory school age. His proposal was received more positively by the
trade unions and the French speaking Catholic schools on the condition that
learning would not start immedtely at the age of five. Nevertheless, in
contrast to the beginning of the 1970s, the parent associations of Catholic
education(CNAR; CNP)were strongly against this plan. They referred to the
free educational gpvoeding responsibility of parents anthe fact that the
learning time of children would be extended. They also feared that the free
school choice of parents, embedded in the Belgian constitution, would be
hindered since lowering the compulsory school age would have implications on
the peacefulagreement ¢choolvrede)between different school providers
(Catholic, state, municipalitiesYhe latter argument prevailed in the later
opposition of especially Catholic entities and the Christian Democrat political
parties (Brackeva, 1986; De Ceulae99@; De Smet, 1977; De Volksmacht,
13/6/78). Both Ministers De Croo and Humblet eventually did not manage to

convert their proposals into laws (Brackeva, 1986; De Ceulaer, 1990), however.

. 80FdzasS 2F GKS F20SNYYSY(iQa LINGad NR G &

government inserted a proposal to lower the compulsory school age to five

8SINB 2fR Ay (GKS O2ltAdAazy FaINBSYSy

cultural inequalities and affective handicaps so they will not be transformed
into scholastic delagschoolse achterstanéfJRegering Tindemans I, 7/6/77, p.
23, translation by author). The educational Ministers of both the Flemish and
French Communities, Jef Ramaeke®BSR) and Joseph Michel(PSG)
transformed this intention into multiple legislativproposals. Ramaekers
argued that children should be made resilient for scheohfolweerbaarand

KFEyYRAO!

2F M
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the transition between preschool and primary school education could be

organised more smoothly (Het Nieuwsblad, 1/09/1977; Vooruit, 4/2/78). He

accentuated s view that teachers should not provide techniques in

mathematics, reading and writing to toddlers. Instead they should focus on

playful activities, in which conditions are created to bring children gradually to

more systemic and intentional oriented am@ches of learning (Ramaekers,

1977, 1979). By lowering the compulsory school age, the Minister hoped to

reach out to workinerlass children and children who did not attend preschool

(Het Laatste Nieuws, 6/12/77; Vlaams Weekblad, 5/12/77). For the socialis

party, the aim of educationopvoeding)and schooling(onderwijs)was to

enable the social, cultural, political and economic emancipatimtvpogding)

of workingclass children: the educational attainment should by no means rely

on the social origins od person (Colebunders, 1980). It was argued that, by

NBII OKAy3 Y2NB g2NJAy3d Oftlaa OKAfRNBY i Fy
affective disorders could be intercepted and disadvantages from the social

background could be compensated in prescool+2f 1 &3 1T SGS GKkHKTY
translation by author).

At the same time, they wanted to offer a broad social environment to children

in preschool in order to further develop their personalities and socially

integrate them into the broader community (Vlaams Weekbl&/12/77;

Volksgazet, 9/2/78). Minister Ramaekers, however, drew attention to the fact

that the school could not do this alone, pointing to the educationpl/peding)
NBalLlRyaArAoAftAde 2F LINBydao 1S adNeBy3ate | dzs
parents who onsider school to be an easy parking spot for their children and

who think that children need to be educatedpoeded Ay LINBaOK22f oYYyl O
24/08/77, p. 12, translation by author).

His proposal to lower the compulsory school age was connected with angoin

pedagogical experimentation projects (VLO and Cy@gib both the Flemish

and French Communities. Besides some local parent associations, most national

parent associations QNAP, NCOV- Nationale Confederatie van

Ouderverenigingen, CNIEonseil Natioal des Parentsjepresentatives of the

Catholic schools and Christian trade unio@®Wg ACW)were rather resistant

to making the last year of preschool mandatory. Although they concurred with

0KS ARSI G2 O2Yol i I yRivb@SYy téte (EKSBEYAVEGS
that more research was needed on the impact of early intervention on the
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school career of children, on the five percent of toddlers that were not enrolled

in preschool and on the effect of good aduahild ratios and pedagogic support

for teachers(Brackeva, 1986; Het Belang van Limburg, 21/12/77; Vlaams
Weekblad, 5/12/77)Additionally, they asked whether it was better to
WR S & O Kéh@adhdlemtbedtirst years of primary school and make it more
age appropriate and playful instead bINB LJF NAy 3 (G2 RRf SNE FT2NJ G4KS
(De Smet, 1977). As stated before, an important bottleneck for them was to
maintain the peaceful agreemensghoolvredepetween the different school
providers (Catholic, state, cities, municipalities) since lawgetihe compulsory
school would raise questions about which schools would have enough students
and, thus, could continue to exist (Brackeva, 1986; De Ceulaer, 1990; De Smet,
1977; De Volksmacht, 13/6/78).

Despite many legislative proposals (20/12/1977, 742979, 18/12/1980,
5/5/1981) and the fact that lowering the compulsory school age was inserted

in all coalition agreements of the Belgian government from 1977 until 1981
(Tindemans II, Martens I, 11, Ill, IV, Van den Boeynants |, en Eyskens I), no change
in the law ever resulted. Due to the economic crisis, the sqkdical
discourse regarding enabling the social and cultural emancipation of working
class children was increasingly contrasted with a more economic approach in
which the future employabily of children and the prevention of school failure

and later unemployment were seen as key elements for economic growth (De
Ceulaer, 1990; Brackeva, 1986; Van Laere & Vandenbroeck, 2014). Accordingly,
this time period was characterised by a continuouscdésion of desirable
pedagogical approaches for preschool education: Should preschool education
imitate primary school education and initiate learning activities from a young
age or should preschool education maintain and develop its own pedagogical,
playful identity?

1.4.3 The 1980s and 1990s: interludium

In the beginning of the 1980s, more people, led by the French speaking parent
associations and the Christian PaBS(; progressively opposed the idea of
lowering the compulsory school age. Out of fear othoslified approach to
preschool, they preferred stimulating, rather than coercive measures (Conseil
National Des Parents, 1980; De Ceulaer, 1990). Only the socialist Minister of
Education of the Flemish Community of Belgium, Willy Calewaert, kept
submitting legislative proposals to lower the compulsory school age in 1980 and
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1981. The next Christian Democrat Minister of Education, Daniel Coens,
managed in 1983 to pass a new law extending the compulsory school age from
14 years to 16 years (Coens, 1985)p@sely, he did not include the idea of
lowering the compulsory school age, referring to the high numbers of toddlers
already attending preschool and confirming the schoolification concerns of the
French speaking parent associations (Brackeva, 1986; Csmm®or
Opvoeding Wetenschapsbeleid en Cultuur, 9/6/1983). He continued supporting
the pedagogical VLO experiments, initially started by Willy Claes, but he did not
mainstream them into the majority of schools. After the passage of a new law
extending thecompulsory school age, the topic of lowering the age was
dismissed in political debates and thus not addressed for approximately two
decades (Van Laere & Vandenbroeck, 2014).

1.4.4 The new millennium: the revival of the idea of making
preschool mandatory

1.4.4.1 Relaurhing legislative proposals

After nearly two decades of silence, the idea of lowering the compulsory school
age was put forward by a liberal representative of the people, Marleen
VanderpoortenYLD- Vlaamse Liberalen en Democratendrder to ameliorate

the situation of children with migrant backgrounds in education. Her plea
however, received little support in the Flemish parliament (Vlaams Parlement,
1998, 1999). In the French Community, the question of lowering the
compulsory age arose because of thplementation of the five to eight cycle

in which the last year of preschool and the first two years of primary school
were organised as one pedagogic unit. The ecologist Minister of Education,
JeanMarc Nollet Ecolo)claimed that when children of socialtlisadvantaged
families did not attend preschool regularly, their chances for a successful school
career would significantly decrease (Klasse, 2000; Knack, 30/8/2000). Two years
later, he commissioned a study to examine this statement. Researchers of the
Université Catholique de Louvaid@L)demonstrated how social inequalities
are shaped early in the educational system.

bSOSNIKSt Saas (KS& NBFdziSR b2ffSiQa Ke&LRUKS
2F OKAf RNBYy Q& LINBaAOK22f reSntphddithadthddS A & Sljdz £
frequency of attendance (Mangez, Joseph, & Delvaux, 2002). Despite these

results, the Minister continued to defend the proposal to lower the compulsory
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school age. Since changing compulsory school age is only possible by federal
law, he asked the Flemish and Germspeaking communities in 2000 and 2004

to consider this as well (Dautrebande, 2008). During that time, there was no
apparent consensus in the Flemish Community on this issue; attention was
instead devoted to sensitising andiiding parents to send their children to
preschool (Commissie voor Onderwijs Vorming en Wetenschapsbeleid,
28/9/2002).

In 2004, several federal legislative proposals were submitted by Dutch and
French speaking liberal and socialist MPs, all of whom uséahikar problem
analysis and definition (Belgische kamer van volksvertegenwoordigers,
7/1/2004, 16/2/2004). They assumed that irregular attendance of children who
do not have French or Dutch as their home language would cause them to suffer
FNR Y If Sfl INd/ 3 NERKAJRtE $tdn@®BY obliging parents to send their
five-yearold children to preschool, it was assumed that these children could
a0 NI Ay LINRYFNE aOK 2etielijke ddgéigkps theit S al YS o 32
peers. The last year in presaiavas constructed as a period in which toddlers
learn the basics of mathematics and reading, while stating that preschool
should not completely become schoolified according to the norms of primary
school (Belgische kamer van volksvertegenwoordigers, 042 16/2/2004).
Reinforced by poor results by Belgium in relation to social inequalities on the
PISA studiesPfogramme for International Student Assessm@EIECD2003),
these proposals gained political attention at the beginning of the new
millennium (Agirdag, 2016; Stanat & Chistensen, 2006; Van Laere &
Vandenbroeck, 2014).

Moreover the HIVAOnderzoeksinstituut voor Arbeid en Samenléviagearch

centre, basd at the University of Louvain, conducted a study in 2003
statistically demonstrating how social inequalities are reproduced in the
Flemish school system. The researchers, Groenez, Van den Brande, and Nicaise
(2003) suggested that if children do attend gechool frequently, they would
RSOSt2L) I WESINYyAy3I RStlFeQ Ay GKS f1adGd @&SIFN
case for children who had a ndfuropean language or did not have Belgian
nationality, as well as for children of lower educated parents, singithers,
seltemployed parents or parents working in liberal professions (Groenez et al.,
2003). Moreover, they recommended lowering the compulsory school age to
three years, albeit halftime (Groenez et al., 2003). The trade uniB¥Y, ACV
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and ACLVREnd the Flemish education coundiL(OR Vlaamse Onderwijsraad

raised concerns that these legislative proposals were no guarantee for the
LINBGSylGAzy 2F WiSINyAy3a RStreaQ Ay
backgrounds. Alternatively, the governmertutd better invest in ensuring

OKA f

ddt t AGe SRAOIFGA2Y o0& LINRPFSaaA2ylfAaAy3

2 L2 NI dzy A 1 A Sa RFOKGA|jBOnderdijs KiNghiOdk@er f 0
was established in 2002 to give schools extra funding based on the SES and
ethnic backgrounds of the populations they served (Agirdag, 2016).

In 2006, socialist federal Minister of societal integration, Christian Dupont
(PS)revivedthe discussion to lower the compulsory school age to five years old
as part of poverty reduction mearements (De Standaard, 29/4/2006). In
response, several local poverty organisations and the federal poverty
organisation,Steunpunt tot bestrijding van armoede bestaansonzekerheid en
sociale uitsluitingunderlined the importance of investing in qualégucation

for children living in poverty, better partnerships with parents and the
establishment of a welcoming atmosphere with respect for diversity and
awareness of social inequalities (Steunpunt tot bestrijding van armoede
bestaansonzekerheid en socialésluiting, 2006). With the exception of the
French speaking Catholic parent associatidRAPEE€Union des Fédérations
des Associations de Parents de I'Enseignement Cathplidpe plea received
little attention (Dautrebande, 2008). In 2007 and 2008 federal government
inserted the proposal to lower the compulsory school age to five years old in
the coalition agreements (Federale Regering Leterme |, 18/3/2008; Federale
Regering Verhofstadt Il, 21/12/2007). French speaking liberal, socialist and
Chiistian democrat representatives have submitted legislative proposals up till
today without any success. By referring to the UCL study of 2002 (Mangez et
al.,, 2002), it was assumed that high educational attainment and good
employability depends on an earbasis in preschool (Belgische kamer van
volksvertegenwoordigers, 7/3/2008; Belgische Senaat, 18/3/2008).

In 2011, Dutch speaking liberal representatives proposed a new law, inspired
08 GGKS wuwnno 1 L+x! &GdzRé ODNRSySing Si
RStF&aQ | yR UsghOokidehé off ¢hildrverd dafh Omigrant
backgrounds, children of single parents and children of low educated parents
(Belgische kamer van volksvertegenwoordigers, 25/2/2011). In the same
period, several members of the litsd party (e.g., Bart Somers and Marleen

Ff &%
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Vanderpoorten)called upon members of the socialist party to successfully lower
the compulsory school age to three years old (De Tijd, 31/05/2012). Their plea
was worded as follows:

Education (onderwijs) must emanatp and must not create social
AySldzt t AGéd® LG aKz2dzZ R SyadzaNB Sljdzrf adl NIAy3 2L
Social origin is and remains determinative for the schooling career
(schoolloopbaan) of a child. On aage, 36 percent of children with mant
backgroundshetween two and a half and three years of age do not attend
preschool. Also, the children of single parents and children from lower educated
parents are less likely to attend the first year in preschool compared with their
peers from a dferent SES. Because these underprivileged children (kansarme
1AYRSNByoy 2yfeé 332 (2 &a0OKz22ft |G Fy 2tRSNJ 38T
Studies show how they deal with learning delays that will follow them for the rest
of their studies, leading to anincreasing outflow of school leavers
(schoolverlaters) without successfully completing secondary sctidel.Tijd
31/05/2012, http://www.bartsomers.be/verlaagde-leerplichthoevroeger
naarschoothoebeter; translation by author)

Gradually, debates in parliament and the senate began to focus on increasing
the attendance rates of the thregearold in preschool instead of solely five
yearold children. Early gular attendance in preschool of underprivileged
three-yearolds was considered a means for preventing later early school
leaving yroegtijdig schoolverlatenplthough the new federal government, Di
Rupo |, did not include an intention to make the lastayef preschool
mandatory in 2004, legislative proposals by different political parties continued
to be submitted (Belgische kamer van volksvertegenwoordigers, 9/7/2014). The
regionalist French speaking representatives of the FHodh{ démocratique des
francophonesysubmitted a proposal in 2013 to lower the compulsory school
age to three years old.

By referring to economic return studies in the USA, they stated that the
education ¢pvoeding)of children living in poverty would significantly improve
because their families are believed to be lacking the skills to offer a good
education to their children dpvoeding) (Belgische kamer van
volksvertegenwoordigers, 27/5/2013). In 2016, the senate commission on
transversal issues concerning different comntiasi, led by socialist senator
Ingrid Lieten $P.3, proposed to lower the compulsory school age from six to


http://www.bartsomers.be/verlaag-de-leerplicht-hoe-vroeger-naar-school-hoe-beter
http://www.bartsomers.be/verlaag-de-leerplicht-hoe-vroeger-naar-school-hoe-beter
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three as one measure to combat child poverty (Commissie voor de Transversale
Aangelegenheden Gemeenschapsbevoegdheden, 1/02/2016).

By using thework of Heckman (2006) on the returns on investment, these

senators made a plea for investing in preschool and childcare services in order

to stimulate the future learning processes of underprivileged children since

later high educational attainment is uatstood as a crucial factor in

overcoming poverty (Commissie voor de Transversale Aangelegenheden
Gemeenschapsbevoegdheden, 1/02/2016). Senator Lieghajunderlined

GKIFIG 0SSOl dzaS dzy RSNLINR A f StahbaRn) adKldck RNByYy K| @S
social skills, they must attend preschool as early as possible (De Morgen,

1/02/2016). The senators urged that parents need to realise the importance of

GKAa SFENIe AyGSNBSyidrzy aAyOS Al 61 & I NBISR

do not think it is necessap send their children to preschool, although the

2LIL2a8AGS A& GNHzSé o6/ 2YYAaarAS G@2N) RS ¢ NIy

Gemeenschapsbevoegdheden 1/02/2016, p. 97, translation by author). This
proposal has so far been well received and unanimously approvbad senate
commission. fie plan tolower the compulsory school age to three also found
support in political discussions in the French Community of Bel@@ugnPacte

pour un Enseignement d'Excellence

1.4.4.2 Developing alternatives in order to increase prasah
attendance rates

Since lowering the compulsory school age is only possible by federal law, the
Flemish government developed and implemented alternative pathways to
increase the attendance rates of toddlers in preschool. In 2004, the Flemish
governmentproposed that all children in Flanders should attend preschool for
at least one year (Vlaamse Regering Leterme |, 22/7/2004). The socialist Flemish
Minister of Education Frank Vandenbroucl&P(a promised to support the
federal initiatives to lower the gopulsory school age on the condition that it is
financially feasible for the Flemish community and that the change would be
accompanied by other measures, e.g. sensitising parents of vulnerable children

Ay 2NRSNJ GKIFG  (KS@ 6 2eddy &nd eduiritoddled 8 G KS A Y LI

LJ- NI A OA LI G A AGommisgie \aBEdENKij8 Zainiing Wetenschap
en Innovatie, 24/3/2005, p. 22, translation by author; Vandenbroucke, 2004).
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Former Minister Vandenbroucke gradually distanced himself from the federal

debae and started developing his own policy in order to stimulatecaled

Wi2RRt SN WentEtpart@ipatiah\lard2nfroucke, 2007). He focused

on the group of children that were enrolled yet attend preschool irregularly

0SSOI dza § a S Eldréniivihe livdiirkKudsirgturdkhame environment,

KFEdS +y | RRAGAZ2YIf YSSR F2NJ SRdzOlF GA2Yy | € a
(Vandenbroucke, 2007, p. 2, translation by auth®y referring to the HIVA

dlidzReé 6DNRSyST Si If &3 speniallypearly inténki® a Ay A & G SNJ
intervention in a structured environment will have positive effects for the social

weak and it will diminish the risk of having a learning delay in primary

d40K22ft 0+ YRSYONRdzO1 S HForthEse ledos,o T G NJ yaf I
KS RS@OSt2LISR | adAYdzdza LI LY AYy wnnt F2N Wi
pillars

9 Gathering efficient statistical data on the enrolment and attendance rates
of toddlers. The Departments of Educatiofgbdi)and Child and Family
(Kind & Gezimeed to collaborate and exchange data. Parents with migrant
backgrounds and parents living in poverty receive a home visit when their
child is between 30 and 36 months to convince them of the benefits of
attending preschool. This is repeated when they doewtol their child.

1 Building a support system for the preschools by providing extra staff
(preschool teachers and childcare workers) to pay special attention to the
care of the youngest children.

1 Eliminating financial barriers for parents by granting thecholarships on
the condition that children attend preschool a minimum 220 half days.

1 Attributing an official role to the Centres for Pupil Guidaii€&B- Centra
voor Leerlingbegeleidingh supporting the schools to sensitize parents,
doing a followup of toddlers who do not attend regularly and collaborating
with welfare and health organisations in order to increase the attendance
rates.

1 Attributing an official role to the Local Consultation Platfoiiit®R; Lokaal
Overlegplatform)in equal parts foiinformation sharing regarding toddler
participation statistics and actions with schools.

1 Ensuring a smooth transition between childcare services or out of school
care and preschools.

1 Setting up campaigns to raise awareness for parents.
(Vandenbrouckg2007)
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+ yYRSYoNRdzO1 SQa 4dzZBB8 DRYNR ydz§ R OINKA § YRl 2 BR
LJ- NI A OA LJ Keuterpartidigatiebel€dam aléo initiated a language
test in 2010 for children who were present less than 220 half days in the last
year of preschool and dinot have Dutch as their main home languatie.
children did not pass this test, they had to attend an extra year of preschool
before being allowed in primary school (Commissie voor Onderwijs en Gelijke
Kansen, 8/10/2009; Commissie voor Onderwijs Vormiigtenschap en
Innovatie, 23/4/2009)After years of criticism by several stakeholders, the
language test was abolished in 2014. Instead, the class colkiads€nraden)

now decide whether children are admitted to primasghool when they have

not attendedthe required number of half days (220) during the final year of
preschool (Commissie voor Onderwijs en Gelijke Kansen, 11/4/2014; De
Standaard, 1/09/2014; Departement Onderwijs en Vorming, 20fh4ddition,
some policy makers (e.g., the liberal poléiciGeert Versnick in 2012) proposed

to make welfare allowances conditional upon the regular attendance of
children in preschool (Commissie voor Onderwijs en Gelijke Kansen, 19/4/2012;
Het Nieuwsblad, 27/3/2012). The current Christian Democrat Minister of
Education, Hilde CrevitOD&VO2 Y 1 A Yy dzSR (G KS G G2 RRf SNJ LI NIi A OA
her predecessors, while stating that lowering the compulsory school age is not
an urgent issue(Crevits, 2015; De Standaéf@1/2015, 30/04/2015; Vlaamse
Regering Bourgeois, 237/2014).

Commissioned by Minister Crevits, the Department of Educatimah Training

executed in 2015 a qualitative study of literature and focus groups with

stakeholders, as well as a quantitative analysis of statistics concerning

enrolment and attendane of toddlers (Departement Onderwijs, 2015). The

gualitative study hypothesised several barriers hindering the increase of
WHi2RRESNI LI NOIAOALI A2y Qs &adzOK | a | fF01 27
parents, a parental concern on caring questions, mappropriate care

infrastructure, a lack of a smooth transition between childcare and preschool,

and different home and school cultures. From that perspective, better

parental involvement before and after children start in preschool, attention for

childSy Qa LIKe&aaAiOol t -beyigrRa Boveinclaske/ dpfroaah $of f

vulnerable families and high quality professional preschool staff are
KeLRGKSAAaSR (2 6S 322R fSOSNER (2 AyONBI &S
2016; Departement Onderwijs, 2015jhe quantitative part of the study

revealed that 99 percent of fivgearold children and 82,2 percent of twand
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a-half-yearold children are enrolled in preschool in the Flemish Community of
Belgium. Children of neBelgian nationality, especially thobetween two and

four years of age, are enrolled later, compared to their peers. The figures
further indicate that 97,5 percent of fivgearold children attend preschool
more than 220 half days and 94,3 percent of thyemrold children attend
preschoolmore than 150 half days. The probability of children not attending
preschoolfrequently enough, according to theepartment of Education and
Training increases when children are non Belgian nationals, have a lower
educated mother, receive a school alloveanand/or speak a language other
than Dutch at homeMoreover, the report suggests that a later start in
preschool is associated with grate retentiam primary school, yether
variables could be at stake in explaining the grade retention in primary school.
According to multivariate analysis, the criteria lmdiving a lower educated
mother, receiving a school allowance and/or speaking a language other than
Dutch at home, eglains 12,9 % of grade retention. Additionally, when in this
analysis theyalso addthe trajectory of atoddler in preschool (e.g, how many
days present fo every ayjehis explains 18,1 % grade retention, which implies
that the trajectory of a toddler clifies 6% of the grade retentigPepartement
Onderwijs, 2015).

By referring to these results, the responsabilisation of parents also permeated
the new legislation on child allowancesrpeipakket op maat voor elk kind en
gezin)that was approved by the &ish government in May 2016 (Vlaamse
Regering, 31/05/2016). From 2019 on, child allowances will be divided into
different types of benefits: (1) a standard unconditional benefit, (2) a selective
social benefit for the family in case of special neetsgoeslag and sociale
toeslag and (3) participation allowanceBdrticipatietoeslagen}he latter are
conditional(Vlaamse Bgering, 31/05/2016)

1 Universal participation allowance:
When the children are officially enrolled in preschool within two months
atSN) GKSANI GKANR OANIKRFI&X (GKS LI NByia NB
FYy20KSNE wmpn | 8SFENI ftFGSNE 2y GKS O2yRAGA

SBefore three years of age, a minimum attendance of 100 half days is required:yteaeelds are required
to attend a minimum of 150 half days; feyearold, a minimum required attendance of 185 half days; for at
five-yearolds, a miimum attendance of 220 half days is required.
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four-yearold child again in preschool and that the child regularly attended
preschool in that year. When childfe | N§ FA O3S &SI N 2f
35per year.

9 Selective participation allowance:
Parents living in poverty can receive an additional financial allowance to pay
school costs, on the condition that they have enrolled and have sent their
children regilarly to preschool. This allowance replaces the scholarship

R (GKSe@

ANI yGS AYAGAFGSR 68 aAyAadSNI zl yRSY 6 NRdzO] ¢

LI NOHAOALN GA2yQ LRfAOET GKFG LI NBy
yearold child has attended preschool ammum of 220 half days (Vlaamse
Regering 31/05/2016).

a O2dz R

Ly Fy FOGA2y LXIyYysS GAGESR Wt NBaOKz22t O2dzyi

subsequently proposed to increase the minimal attendance from 220 to 250
half days for fiveyearold children. She argued &h this would preventa
scholastic delayand would prepare children better for the primary school.
(Crevits, 2016De Standaard, 23/12/20)6

In sum, since lowering the compulsory school age is only possible by changing
federal law, the Flemish Communitys bypassed this constitutional issue by
RSOSt2LIAY3I  WiE2RRE SNJ LI NOGAOALI GAz2Yy
system, aiming to increase the attendance rates of underprivileged children in
preschool as early as possible. In so doing they adaedhé parental
responsibilities and to the framing of the preschool as the solution to
educational inequality in primary school.

1.4.43 ShiftinggA Sga 2y (GKS Lid&SaOK2 2t

The desired profile of the preschool teacher has changed over the years. In the
1980s the Christian democrat Minister of Education Daniel Coénd)
dzy RSNI AYySR GKIG LINBaoOKz22f (S OKSNRaA

(opvoedendeR S @St 2 LIYSYy (> | aa20AFGSR gAGK |

approach, with their teachingonderwijzende)role having less emphasis
(Coens, 1985). By 1998 and 2007, however, the first official professional profiles
were established which attributed preschool teachers with ten roles, including
clear teachinglérende)and educationalopvoedend)roles (Vlaamse Regering,
5/10/2007). It was the first time that the preschool teacher was made gender
neutral and consequently all references to motherly love were eliminated. As a

Q LRt AOS
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result, the educationalgpvoedendeyole encompassed, among other thig
GKS GSIFOKSNBRQ NBalLRyaAoAt Adebeh@add AyadzNRy 3 i
health of children (Vlaamse Regering, 5/10/2007).

58SaLAGS GKS FIFOG GKFEG GKS LINBaokKz22f GSIOKSNH
roles was approved and disseminated bye tirlemish government, the

educational ¢pvoedendgrole has been questioned during recent years by the

current Flemish government and its Christian democrat Minister of Education,

Hilde Crevits @D&V).The coalition agreement of the Flemish government

Boumeois stated that the schools should refocus on their core task of learning,

stating that

The government must also be more reluctant in allocating new tasks to the
schools (onderwijs), such as those concerning social problems or even
educational (opvoedende) issues. The focus must once again lay on the core task
of the schools (onderwijs): ddeping necessary knowledge, skills and attitudes
in order to become persons that can participate and contribute to society in a
more critical, societal engaged, autonomous, tolerant, creative and responsible
way (Vlaamse regering Bourgeois 23/07/20A495; translation by author).

In this line of thinking, the Minister of Education recently emphasised in a
discussion on potty training, that educationp{zoeden)is the core task of
families and not school®derwijs):

| think we can draw boundaries and as®e that schools (onderwijs) will
not do certain things. When | see that now some parents realise that children are
being potty trained in the preschool and are taught all kinds of healgted
things, then | consider this beyond the limits of the schd@drents who bring a
child into the world have a task as well. Education (opvoeding) is foremost the
task of the families at home (VRT Paf6/10/2016;De Standaard26/10/2016,
translation by author).

Although the professional profile of the preschtehcher encompasses a clear
educational role in which, among other things, supporting physical and health
aspects of development of children is important, the Minister tends to reduce
the educational gpvoedendeyole in favour of a sole focus on the teauot
(onderwijzendejole of prestiool teachers (Vlaamse Regeribgl 0/2007).
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1.4.5 Some transversal reflections

The case of preschool education in Belgium / Flanders demonstrates how
politicians over more than 50 years have been showing a considerable interest
in investing in preschool because of it allegestiyalisingpotential. Whereas

in the 1960s and the 1970s the focus was on the social and cultural
emancipation and social mobility of working class children, future employability
became more important in th second half of the 1970s, encouraged by the
economic recession. The 1960s and 1970s were characterised by ideological
debates between the different political parties accompanied by discussions and
pedagogical experiments on what are appropriate preschppattices for all
children. One of the concerns was that, due to lowering the compulsory school
age, preschool education could become more schoolified and, by doing so,
preschool could lose its playful identity and could fail to address all aspects of
the development of the whole child. This early fear indicates that concerns
about the schoolification of preschool are not new in Belgium or in Flanders.

Since its amplification in the new millennium, the social investment discourse

has intensified without much questioning. Belgian and Flemish politicians

relaunched the debate on lowering the compulsory school age in the early

2000s, assuming that early leeng in preschool is a most important foundation

for later success both in school and in the labour market. Irrespective of the

political party, it is generally believed that the earlier and the more frequently

underprivileged children attend preschodhgt less chance children will have to

RSOSt 2L Wi SIHNYAyYy3 RBSHeraldadlitzianABArt SoimarsS NJ SRdzOl G A
O2yFANNYSR (GKAA AY HAMHY a{AyOS az20ArtAad I
similar legislative proposals, it is clear that there is no idaotdault line in

GKA&a YFGGSNE 05S ¢ACRY OoOMKAPKHAMHO® LYRSSR.
Morabito, 2015) constructing preschool education as means to equalise

2L NI dzyAGASE a SIEINIe& Fa LiRraairoftsS agAftft 2¢
theconcer? ¥ (1 KS WLREAGAOFE €STUQ FT2NJ a20Atft 2dz
0KS WLREAGAOFE NRIKGEQ FT2NI AYRAGARIZ f NBaALRY
ALISYRAYIEOtlFSa RS . FNNRa Ay az2NIXoAl23 Hamp:
that supporting this @im could however result in a total depoliticisation of

social policies since the political will to invest in equalising outcomes tends to

be further pushed to the background (M. Clarke, 2012; Fielding & Moss, 2011,

Morabito, 2015; Nicaise, 2012). Consenqthg, social policies could gradually
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move away from a structural welfare approach to a dominant focus on
interventions in preschool education and in the families of children (Gray, 2013;
Schiettecat et al., 2015). So, in short, it is as if there is natdepossible
anymore about the meaning of preschool. In contrast to earlier political
discussions, these discussions were less accompanied with the fear of
schoolifying the early years and the question of what kind of pedagogy would
be appropriate for a diersity of children. Moreover, it seems that the social
investment discourse on preschool education has contributed to a uniformity
of the social construction of educational problems such as school failure.
Because of the allegedly overwhelming consensuess political parties that
school failure can and will be solved by enforcing higher preschool attendances,
parental responsibility tends to be furtheadicalisedwithout exploring other
possible problem constructions and ways to address social phenanigris
again makes it harder for parents to contribute to the discussion of exactly what
GKSANI WLINROGESYQ A&

1.5 Overview of the chapters

The different chapters are, with the exception of the methodological chapter,
clustered according to the three differemerspectives we explore in the
research questions: policies, parents, and preschool staff.

Chapter 2: Methodological Approach

Chapter two describes the methodological framework of this study, including
some reflections on the postionality of myself as thain researcher.

Chapter 3: Palicy

Chapter three presents a document analysis of policy documents in 15
European countries. We specifically focus on concepts of care and education in
the workforce profiles of preschool staff.

Chapters 4 and 5: Parents

Chapers four and five explore the perspectives of parents with migrant
backgrounds on conceptualisations of care and education derived from the
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videoSt AOAUGUSR T20dza 3IAINRdzLJA AY GKAA &dddRRéed ¢KS
general understandings of presaticeducation embedded in the scholarly and

L2t A0 RSoO6FGS 2y LINBYyidlf Ay@2f dSYSyidod ¢KS
understanding of the relationship of preschool staff to early learning in

preschool as this is assumed to be an important foundatiaridter life in a

social investment paradigm.

Chapters 5, 6 and 7: Preschool staff

Chapters five, six and seven address the meamaging of preschool staff.

I KFLIWGSN) FAGS adl NIa oAdGK LINBaOKz2f adl ¥F¥Qa
preschool,andhowi KA a A& &AAYATf I NI 2NJ RAFFSNBYG FNRY
2F SENXeée tSENYyAy3Iod / KFLWGSN aAE &idlNIa o6AGK
Conceptualisations of care seem to have a strongly gendered dimension.

Therefore, in chapter seven we exploredmore nceptual theoretical

implications of the connections among preschool professionalism, care and

gender. Although the starting point of this particular chapter is the normative

guestion on how to attract more male preschool teachers, for the purpose of

this dissertation the historical perspective and conceptual theoretical

contemplation are our interest.

Chapter 8: Conclusion

Chapter eight brings the different chapters together in concluding results and
reflections. In addition, limitations of the study arecommendations towards
preschool policies, practices and research will be given.
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2.1 Introduction

In our study, we examine how parents, preschool staff and policies
O2yOSLJidzZ f AaS WOINBQ |yR WSRdAOFIiiA2yQd 2SS F;
Flemish fields of preschool education as compelling cases in relatitimeto

alleged equalising potential of preschool. In order to examine the policy

perspectives on care and education, we conducted an analysis of policy

documents in 15 European countries in 2010 and 2011. This analysis was part

of a larger study on Competen&equirements for Early Childhood Education

(the CoRe Study), commissioned by the European Commission, Directorate

General for Education and Culture, and carried out by the University of East

London and the Ghent Universifrban, Vandenbroeck, Peetergzizari, &

Van Laere, 2011; Urban, Vandenbroeck, Van Laere, Lazzari, & Peeterdn2012).

2NRSNJ 2 SEIFIYAYS LINByiGaQ FyR LINBaoOKz2ft ai
education, we organised 16 videticited focus groups in the cities of Ghent,

Antwerp and Brasels. The focus groups in Brussels were part of a larger study

on transitions from the home environmentor childcare to preschool,

commissioned by the Flemish Community Commissiovlaamse
Gemeenschapscommissje In this chapter, we clarify the methodologl

F LILINEF OKSa 2F 020K (GKS aiddzRe 2y LRftAOe LISNA
FYR adlF FF¥FQa LISNELISOGAYSE 2y OFNB FyR SRdzO!l i
some reflections on the positionality of the researcher.

2.2 Policy perspectives on care and eduuat

We conducted an analysis of policy documents from 15 European countries in
2010 and 2011. Countries in the geographically balanced sample included
Belgium (both the Flemish (FI) and Fressgleaking (Fr) communities), Croatia,
Denmark, France, Greeceeland, Italy, Lithuania, the Netherlands, Poland,
Romania, Slovenia, Spain, Sweden and the United Kingdom (England and
Wales). In order to gather the data for each country, we asked lebaligd
researchers, selected for their lorsganding expertise irthe field and their
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knowledge of both legislation and practice, to collabofafEhese twenty local
ECEC experts from 15 EU countries provided data on competence requirements
for ECEC practitioners, including the assisting staff, according to official
reguations. A semstructured questionnaire was sent to these experts. It
contained questions about competence requirements for all ECEC staff and
their working conditions (aduithild ratio, professional support system, salaries
and unions). The opeended qiestions related to competence requirements

in official regulations and national and regional policy documents. Local policies
(at the municipal level, for instance) were not included. The local experts were
also asked to analyse Strengths, Weaknesses,o@ppties and Threats
(SWOT), including personal opinions about the effects of the implementation
of formal regulations in dato-day practice. Hence, the data are a combination
of factual information and subjective, informed interpretations by the ECEC
experts who decided autonomously how to collect the data (in collaboration
with experts from the local field, through focus groups, etc.).

The country reports produced by the experts served as raw data for our study,
presented in the framework of the preseRhD in Chapter three. A preliminary
analysis showed that their nature varied widely. Some contained more
extensive contextual information than others. In order to contextualise some
of the data, concepts needed to be negotiated for a full understandfripe
meaning through consultation via email and individual interviews via Internet
telephony (Skype®). Key issues and fields of tension were identified in a
thematic analysis and afterwards discussed in a focus group with 15 of the 20
local experts and ¥e international scientific supervisors of the CoRe study

6 Dr Ana Ancheta Arrabal (Departamento de Educaciéon Comparada, Universitat de Valencia, Spain), Ana del
Barrio Saiz (Bureau Mutant, The Netherlands), Anna Tornberg (Lararférbundet, Sweden), Anke van Keulen
(Burau Mutant), Carmen Anghelescu (CEDP Step by Step, Romania), Dr Claire Cameron (Care Work in
Europe, Thomas Coram (Research Unit, Institute of Education, University of London), Colette Murray (Pavee
Point and EDeNn, Ireland), Prof. Dr Florence Pirardd&fi RS t I bl Aaalyo0S Si RS fQ9y Tl yOoS |
Liege, Belgium), Helena Buric (Open Academy Step by Step, Croatia), Jytte Juul Jensen (College of Pedagogy,
Arhus, Denmark), Mariacristina Picchio (ICINIR, Rome), Marie Paule Thollon Behar (Ecole Riekefe

Lyont Université Lumiére Lyon 2, France), Dr Natassa Papaprokopiou (Technological Educational Institute

of Athens, Greece), Nives Milinovic (Open Academy Step by Step, Croatia), Pascale Camus (Office de la
brAraal y0S SiG RS f Q@geFBeldidf, Reging Sabaiddshdned (C&htreRd Innovative
Education, Lithuania), Dr Tatjana Vonta (DR@Blijana, Slovenia), Teresa Ogrodzinska (Comenius
Foundation for Child Development, Poland), Dr Tullia Musatti {C3YRRome, Italy) and Stig hd (BUPL,
Denmark).

7 Pamela Oberhuemer (SEEPRO, Staatsinstitut fur Frihpadagogik, Munich), Dr Claire Cameron (Thomas
Coram Research Unit, Institute of Education, University of London), Dennis Sinyolo (Education International),

Dr John Bennett and Profnda Miller (Open University, Milton Keynes, United Kingdom).
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One of the main themes concerned the relationship between preschool
teachers and assistants, seemingly reflecting an underlying divide and even
hierarchy between education and care.

z N

23 t I NBYyUOGBHRBRaOKR2t adl F¥Qa LISNBRLISOIU A
education

2.3.1 Videcelicited focus groups

In the search for a suitable research methoe, dvew upon the work of Barbier

(2009 K2 YIRS I RAaGAYyOlA2Y Ay (GKS CNBYyOK f
WAAIAYAFTKONBREBY RSy asSQ O02yOSNYya GKS AyldzaGAaz2
02y aidNHzOG NBIFNRAY3I (GKSANI [ OlAzya G261 NRa
ability to give meaning to this feeling and impression towards external people

(Barbier, 2009). Although there isdali N2y 3 O2yySOGA2Yy 0SG6SSy W
WAAIAYATAOLIGA2Y QY GKS&AS SyidaidasSa NB yz2i Syl
2NRSNJ 2F NBLINBaSyialraazy G2 2ySasStT¥ yR Waa

communication towards others (Barbier, 2009). The experieiwelf, the

memory of the experience, the representation of this experience, the meaning

that people explicate towards others and connecting different meanings into a

concept, are actions often happening at different points in time (Barbier, 2009).

Some paents may have clear educational ideas due to conversations with their

children, other parents and educators. Other parents may notice certain things

and develop an intuition, but do not necessarily connect this with a concrete

idea or concept. Since thagicipants in our study are often passive bystanders

in terms of thinking about and changing preschool practices and policies, an
AYLRNIFY(G ljdzSaGgAz2y 6Fay al2g¢g OFy aLl O0Sa 0685 (
are often in a subordinate position, felt ackmledged and worthy enough to

RA&A0dzaa GKSANJ FSStAy3Iax AYLINBaarazyaszr (K2dAl
WSRAzOF GA2YQ AY LINBaOK22f K¢E

Focus groups are a good research method since they are a form of collective

research of participants, in which the authority the researcher is decentred

(Howitt, 2011a; Kamberilis & Dimitriadis, 2003). By having multiple participants,

several perspectives can be brought into the discussion, and this variety of

perspectives can result in a dynamic process in which particgpaan

GNF yaF2NY (GKSAN WaSyasSQ Ayia2 WAAIYATFAOFIGAZ2Y
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[ FKYFYyZXZ g9 DSA&aGE wnanmmO® LY GKAA @SAYy>X GKS
OWSPAAAGSROQ YR W KAfRNBY / NRaaiAy3d . 2NRSNa
important ources of inspiration (Tobin, 2009, 2016; Tobin, Arzubiaga, & Adair,

2013; Tobin, Wu, & Davidson, 1989). Tobin and colleagues drew on the

philosophical work of Spivak (1988), who rhetorically asked whgubealtern

cannot speak. In an unpublished paper the methodology of videlicited

focus groups, Tobin (2009) explained that there are several reasons why

parents with migrant backgrounds may not speak up in relation to the school

and why it is very difficult to capture their meaning rirakin researchThese

include:

1 Unfamiliarity with the task and conversational conventions of engaging in
discussion with teachers.

9 Discomfort in the school setting (sometimes due to bad memories from their
own student days).

9 Language barriers (which produces parents jugt an inability to express
oneself but also frustration that the version of oneself one is expressing
when speaking a second language will come across as unsophisticated,
banal, or even stupid).

1 A lack of trust and fearfulness that expressing complainteven making
suggestions may provoke negative reactions from school staff directed at
them or their children. This can lead to the belief that speaking out can be a
trap and that it is safer to say nothing.

TCLOFIfAAY O6dab20GKAYTI L RABTIRBYVIGCS OKBNEG KA  { N.

TtFENByGaQ az20Aalt AaztliAz2y IyR SO2y2YAO ai
them to attend meetings and to form alliances with other parents when they
do). Most parents with migrant backgrounds do not come to school as
members ofa coherent preexisting group (they often come to school not
knowing the other parents with children in the same class on more than a
nodding basis).

1 A tendency (stronger among some communities with migrant backgrounds
than others) to show deference to aehers and to the host society, even
when one does not agree.

(Tobin, 2009, pp. ¥45)

In response to these difficulties, Tobin and colleagues developed a method by
which parents with migrant backgrounds are invited to express themselves in
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ways that thg can be heard and understood by researchers, practitioners, and

L2t A0 YIFI{SNR 06¢20AYX Hnndpuvd ¢KSe& aK2gSR |
preschool to the participants in the focus group in order to evoke genuine,

spontaneous reactions and reflections of eats and staff. The movie

stimulates a sensorial, emotional and intellectual experience within the viewers

(Tobin, 2009; Tobin & Hsueh, 2007; Tobin, Mantovani, & Bove, 2010). It has

been demonstrated that this stimulus is richer, better contextualised, lags

abstract than a verbal question asked in an interview (Tobin, 2009) It should be

noted that the movie is not considered as data, but as a trigger for the data to

occur.

The thread in the focus groups is a question asking whether people consider

the preschool practice shown in the movie as a typical practice. Different from

classical positivistic viewpoints in anthropology where typicality and

representativeness are measurable characteristics of people, events, or

institutions, Tobin (1992) usesthey® S LJi 2 F Wie LA OFftAGeQ G2 NBC
underlying social and political core beliefs and cultural phenomena on which

parents and preschool staff build their discourses. The question that should

interest and concern us is not whether the movie showd#&a & LJA OF £ Q Cf SYA &K
LINBaOKz22f |yR ¢KIFG GKS OKIFNY¥OGSNRAGAOA 27F
wlkEiGKSNE o0& laliAy3a GKS [jdSatAaz2y a52 &2dz FTAYF
the focus groups have the opportunity, power, and responsibility to decide

whether the movie is consistent with their own experiences (Tobin, 1992). This

method has proven to be an accessible way for participants to discuss their own

experiences, thoughts, feelings and ideas without necessarily having to express

any disloyal feelingstvards their preschool and its staff.

In the following sections, we clarify how the movie in our study was made, how
the participants for the focus groups were organised and how the empiric data
were analysed.

2.3.1.1 Making a movie

In order to create a movie, thimllowing steps were undertaken in 2013 and
2014:
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Exploratory visits to eight preschool#\pril-June 2013)

In 2013, we conducted an exploratory round in which we visited eight

preschools in Genk, Sihliklaas and Lokeren. These visits, which lasted

between one and three days, allowed us to gain more insight on how preschools

organise the care and education of the youngest children and at the same time

search for a suitable movie location. We explained the purpose of our visit to

the director, the teacherss yR GKS (S OKSNRa Faaradlydaa |
permission for us to assist them in the daily routines (circle time, play time in

the class and in the playground, toilet, etc). The exploratory and participatory

visits gave us a sensorial and bodily experiasfdbe work of a preschool staff

member and made us more familiar with our research context. At moments we

were emotionally and physically overwhelmed by the many children who

needed help with putting their jackets on or by children crying in the outdoor

playground or competing to hold our hands. Some scholars have used the

O2yOSLIi 2F WaONARLIISR LN} OGAOSZIQ Ay 6KAOK Y
neutral context as it directs human action much as scripts do (Antaki, Ten Have,

& Koole, 2004; Bernsteir2009; Vuorisalo, Rutanen, & Raittila, 2015). By

dzy RSNH2 Ay 3 iKS WA ONA LJG SR LIN} Ot AOSQ 27T 0 K
conversations occurred with professionals about their struggles matching their

pedagogical ideals with the practical daily reality. Forngxa, a preschool

teacher whispered while we were supervising children who were sleeping in the

afternoon:

LQY y2iG FtofS (2 62N] 6A0GK GKS @2dzy3Said G2RRf
time. Once | worked in the reception class and there was one child who was
crying nonstop for a week. That drove me crazy. The children, of course,
experience anxiety but you have to be able to ignore this. You need a heart of
stone.

While she was whispering this, her body and voice were trembling. We

documented these little aoversations and observations, personal reflections,

impressions and feelings in a research diary without the intent of considering

this as data in our study. Nevertheless, two years later, some of these

conversations, like the citation above, helped usit®@2 yy SO0 a2YS R2Ga¢ Ay
data analysis.
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The exploratory visits created opportunities for us to learn how to explain the

research objectives to preschool staff and parents in personalised ways. We

noticed that informing people and being transparent abdbe research

objectives, seup and ethical principles required time and continuous

awareness to rephrase. Even when the preschool staff gave permission for us

to be there, they repeatedly asked what the purpose of the study was later in

the day. This cabe interpreted in multiple ways. But most importantly, this

experience gave us a deeper understanding about the ethical importance of

FLILINBF OKAY3I WAYF2NN¥SR O2yasSyidQ +a aly Ayl
researcher and participant, where the prospective pApant comes to an

understanding of what the research project is about and what participation

would involve and makes his or her own free decision about whether, and on

gKIG GSN¥Yaszx (2 LINIAOALI (GS¢ oDdzAtt SYAY 9 DA

Preparing and shootinghe movie (September, October 2013)

From the eight exploratory visits, we selected the entry classapklag of the
LINBEOK22f W5dzA1 SYyR@2S0GQ Ay GKS OAlGe 2F [217°
Y2BASd ¢KS GSIFOKSNI I yR {(ifade mor€thabKB N & | aaiai
years of professional experience, had strong personalities and were intrigued

by the research subject and the method of vidgl@ited focus groups. As a

result, they agreed that the footage could be shown in different locations

throughaut the country. Establishing a respectful, trustworthy relationship

between the researcher and the preschool staff was and still is of great

importance. Based on our experiences in the exploratory round, we

deliberately took time to discuss and-discusshe goals and method of this

research with parents and staff in various, personalised ways. They gave their

permission by signing informed consent forms. One mother did not agree, and

we made sure that she was not in the movie. We provided a passive ieform

consent form to the parents, children and teachers of the other classes who

might appear in the background. The ethical committee of the Faculty of

Psychology and Educational Sciences of the Ghent University approved this

procedure.

Before shooting thenovie, we observed the class for five days in order to
identify the specific routines and get to know the children, parents and staff.
Because structuring the day is an important aspect of the first class of
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preschool, we decided that the scenario of thevie should be based on the
chronological, rather predictable class routines and time slots. Following the
advice of Tobin and colleagues, we selected a limited number of three children
who would function as protagonists in the movie, and they were foltbwere
closely than the others in order for future viewers of the movie to identify with
the children. While we were looking for children who expressed both
educational and caring needs, we deliberately avoided selecting children who
were predominantly andery explicitly in need of care (expressed for instance
by ongoing crying or repeated crises).

For videos of classrooms to function effectively as provocations and stimuli,
they must be hybrid constructions, blurred genres that are simultaneously
social scientific documents and works of artf they come across as
insufficiently systematic, they will be dismissed for lacking rigor; if they feel
insufficiently artful, they will be ignored for being boring and visually
unappealing (Tobin & Hsueh, 2007, p).79

On the 17" and the 18 of October 2013, we had the opportunity to work with

a professional camera crew to shoot the mévi#/orking with a professional
crew ensured high quality images that would be appealing for outsiders to
watch, while moving therin emotional, sensorial or intellectual ways according

to what they see. Two cameras and microphones were available for the staff
members. Before filming, we discussed a scenario with the camera crew, based
on the daily routines we had observed and on ttmeee children we had
selected in advance. While daily routines tend to be rather predictable, actual
interactions between children, staff and parents are, of course, unpredictable,
and we tried not to steer or stage interactions. After the first day afogimg,

we had a first look at the footage and, based on this first analysis, we decided
on the focus of the next day of shooting. Since the final movie would depict only
one day in the preschool class, the second shooting day was more focused on
filming moments we were unable to film properly on the first day (lunch, etc.).
Parents were asked to ensure that their children wear the same clothes both
days.

8 www.deepfocus.be
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Editing the movie (October 2018January 2014)

We edited, with the technical support of the professancrew, the

approximately 25 hours of footage into a roughly 60 minute film. We decided
to have a mix of scenes in which the three children were closely followed, as
well as other interesting incidents. On November 15, the rough version was

shown to the NE A OK22t (GSIFOKSNJ FyR (GKS (SIFOKSNRA

opportunity to veto specific scenes they did not feel comfortable with. Then,

we asked them if this represented a typical day, according to them. Based on
these discussions, we-aglited the movigo a shorter version of approximately

25 minutes. The version was discussed with the gym teacher in a separate
YSSGGAY3 FYR F3IFLAY gAGK GKS LINBaoOKz22f GSt
YSSliAy3a GKS GSHFOKSNJ FyR GSFOmSiheRa | aaa
intentions and ideas were behind certain attitudes, activities and routines in the

movie. These insider explanations were used during the focus groups to inform
participants when clarification or more contextualisation was needed. After

receiving saff member permission, the movie was shown to parents in two

group meetings and two individual meetings on Decembét, 2P13. In these

meetings, parents gave their permission to show the movie to a broader

audience of parents and preschool staff. As @i who obviously needed

much care drew a lot of attention, we decided to talk to her parents in an

individual conversation and check how they felt about this movie. It turned out

that the mother, father and the older sister were happy to be able to skatw

their daughter was experiencing throughout the day. They were convinced that
0KSANI RIFdzZZKGSNRA aAddzr A2y ¢2dAZ R AYLINRGS
elder sister. Moreover, they gave permission to portray her as a protagonist.

After the meetingsith the parents, the film was shown to the other teachers,

the preschool director and lunch supervisory staff of the preschool. All the

parents and staff members involved received a copy of the movie on DVD
afterwards. Additionally, the movie was sulil in four languages (Dutch,

French, English and Turkish) for use in multilingual focus groups.

The final movie can be viewed at the following link:
https://vimeo.com/199802331

%


https://vimeo.com/199802331
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2.3.1.2 Inviting participants

In doingresearch in local early childhood education and care settings, we
held to the belief that it is more important to adjust to local wishes, needs, and
conditions than to attempt to impose methodological rigidity (Tobin et al., 2013,
p. 27).

Parents

We conduted 10 focus groups with 69 parents in the cities of Ghent, Antwerp
and Brussels. We decided to particularly invite parents to participate who are
202S0Ga 2F LRtAOE YI{Ay3a O0ADPSd GKS CtSYAAK
kleuterparticipatiebeleijlyet are seldom heard in the public debate. This entails

a focus on parents with a migrant family history. It should be noted that our
study does not frame parents with a migrant history as one homogenous
category, nor do we assume that these parents hewme essential features in
common. We also do not assume that they differ in opinion from parents
without migrant backgrounds. We first organised a series of five focus groups
in Ghent and one focus group in Antwerp in 2014. A second series of focus
groups was organised in Brussels, where the local authorities (i.e.
VlaamseGemeenschapscommis&igpressed a desire to look into this. These
cities are characterised by a high concentration of poverty and having many
inhabitants with migrant backgrounds.

Whether participants should know each other or not is a much debated subject

in the scientific literature on focus groups. Some researchers prefer that

participants not know each other in order for them to feel free enough to speak

(Tonkiss in Hopkins, 2007 arfcipants who are used to sharing reflections on

life may have developed a common discourse previous to the focus group,

which makes it more difficult to have an open debate with possible

disagreement. Morgan and Krueger (in Peek & Fothergill, 2009)evVerw

demystified the idea that participants in focus groups ideally should not know

each other beforehand. They argue that working with existing friend, familyand

O2fft SAAIf NBflFdA2yakKAaLlasz OFy SylrofS I RALT:
data. Throughi KS YSGK2R 2F W/ dzf GdzN> f f & wSalLRyairgs
and colleagues (2011) underlined that researchers should look feexsting

groups because respondents will feel safe and comfortable enough to share
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their unique interpretation with each o#r in the presence of an outsider
researcher (Rodriguez et al., 2011). Holbrook and Jackson (in Hopkins, 2007)
emphasise that there is no right or wrong way in organising focus groups. Each
choice has its advantages and disadvantages.

Consequently, in oustudy we were open to both possibilities as for some
parents knowing each other could be supportive, while for others it could be
threatening. Rodriguez and colleagues (2011) stated that the location of the
focus group is a more critical factor than whetfparticipants know each other.

It is recommended that the location of the focus groups be accessible. They also
Aa0NBaaSR GKS AYLRNIFYyOS 2F 2NHIFyAaAy3ad F2O0dz
known to the participants, especially in the case of participaviie are often
marginalised (Rodriguez et al., 2011). One obvious known environment for
parents of young children is the preschool institution itself. The moment that
parents bring their children to the preschool in the morning presents an
interesting occaion for the organisation of immediate, adjoining focus groups.
Nevertheless, the preschool as a location for the focus groups may also be a
threatening experience because of the policy pressure to send their children as
much and as early as possible tegcrhool or because of the fear that the
anonymity of their narratives would not be guaranteed.

Therefore, we decided to also invite parents through social workers they know
from intermediary social and communibased health organisations. However,
surprisngly, we reached more parents by inviting them through the preschools
than through social and communityased health organisations. This may have
biased our results. With the exception of some parents that we met through a
communitybased toy library in Bent, the perspective of parents who do not
send their children regularly is less present in our study. Nevertheless, the
multiple perspectives of parents who send their children regularly to preschool
also revealed possible dynamics about why some pareméy be more
reluctant to send their children and would prefer to keep them at home longer.

Much time was devoted to establishing trusting contacts with the parents. In
two weeks prior to the focus group, we met parents several times at the school
gates otrin intermediary organisations (see Table 1 below). We invited them to
participate in the study by repeatedly discussing the research goals, the design
and ethical principles. Parents had the opportunity to explore and question our
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intentions as a necessastep to trust that we would listen and analyse their
stories and discussions in a respectful, anonymous aneemploitative way. It

was important to ensure that parents not only were fully aware of
theirvoluntary engagement, but that they understood thiaey could end their
participation at any time. They also needed to know that we were outsiders to
the school and that we guaranteed confidentiality and anonymity. We also
discussed what parents would need in order to fully participate in the focus
group. Some parents would bring friends for translation or we looked for
translators. Other parents wanted to come if they could bring their youngest
child. So then we planned a peaceful space with toys in the focus group room.
Additionally, we gave parents aper version of the invitation, available in four
different languages (Dutch, French, English and Turkish). During the focus
groups, participants gave permission to participate in this study by oral
informed consent and approval was received from the ethbtommittee of the
Faculty of Psychology and Educational Sciences of the Ghent University.

In order to also reach fathers, we planned two focus groups specifically for men.
According to Howitt (2011a) and Rodriguez et al. (2011), it is productive for the
dynamic of a focus group to put participants together who have a similar
societal status, with similar experiences and group identities, such as being a
father with a migrant background in Flanders (Howitt, 2011a; Rodriguez et al.,
2011). This is especialimportant when it concerns participants who have a
rather invisible role in the educational debate of young children (Fallon &
Brown, 2002; Madriz, 1998; Tavecchio, 2002). However, thedutron these

two occasions was extremely low, reaching only damer with a migrant
background (FGB8) in a focus group of three participants. The other focus group
had to be cancelled. The general focus groups reached four more fathers.

In one intermediary organisation (a toy library), a mother who participated in

an earlier focus group in the community based health centre supported us by

explaining the goal of the study and the course of the focus group in Turkish.

This mother gave a motivating speech advocating attendance in the focus group

by referring to her own fous group experience in which she felt that she was

WNBIFffe tAaGSYSR (2Qd t2aaAiro0fe o0SOFdzasS 27F
the following focus group. In some intermediary organisations, social workers

or doctors invited the parents of young chigdr to join the focus groups. This

approach of inviting parents was, however, generally less successful.
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According to the scientific literature, a focus group needs to be small enough
for participants to feel safe and be able to speak up. At the same arfegus
group needs to be large enough in order to have a variety of perspectives that
create a dynamic discussion amongst participants (Howitt, 2011a). In our study,
the attendance rates of the focus groups varied considerably from two
participants to 13We noted, however, that the dynamic of the interaction and
discussion depended less on the group size than on the specific combination of
people who were interacting in a specific context. For instance, a small focus
group of three parents had a much maredepth and diverse debate than a
larger focus group of ten parents who shared a similar understanding on
education and care. Because the circumstances, the context and the course of

GKS F20dza 3INRdzZLJA 6SNBE RAFFSNByidz |

document these aspects immediately after the focus groups. It required a lot of
flexibility to deal with unexpected practical and ethical situations in the
moment (e.g., a teacher, visibly annoyed, enter the room at the start of one
focus group because shants to use the computer and states that the parents
should not pay attention to her). Moreover, in the majority of the focus groups,
we arranged for other researchers from Ghent University and VBJK to help us
conduct the focus groups. Besides their pieait support, they followed up the
general content of the discussions, asked folgw questions to the
participants if needed, and identified first themes by taking notes of the general
themes that are discussed.

&
Q¢

w
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Table 2.1Participants of the focus grougpfor parents

v 9 N o0&
Zef| ems g SEe 5
S| *|®| v g588| 5>5 2q 208 3
o 5 g : ] § E;g 24
FP1 | 3 1|2 0 3 Dutch Researcher and Ghent
social workers in
NGO for
undocumented
persons
FP2* | 8 0|8 2 6 Dutch, Turkish, | Researcher in Ghent
Slovak and English*] municipal school
FP3 | 3 0|3 0 3 Turkish and Dutch**| Social workers in Ghent
community health
center
FP4 | 11 1]110]|1 10 Dutch, Turkish ang Researcher in Ghent
Arabic catholic school
FP5 | 8 0|8 2 6 Turkish** Researcher and Ghent
social workers in toy
library
FP6 | 2 0|2 |2 0 Dutch Social workers in Antwerp
meeting space for
young children and
parents and doctors
in community based
health centre
FP7 | 8 1|7 1 7 Dutch, French and Researcher in stat§ Brussels
English school
FP8 | 1 1|0 0 1 French and Dutch Researcher in out| Brussels
Fkk of-school care
and state school /
Social worker of]
center for
intercultural
community
development
FP9 | 13 1]112|2 11 Dutch, French,| Researcher inl Brussels
Turkish and English| private NGO schoo
(Catholic)
FP10| 9 0|9 1 8 Dutch, French,| Researcher inl Brussels
Turkish, Arabic ang private NGO schoo
English** (Catholic)
Total | 66 | 5 | 61 | 11 55

* Including 1 grandmother
** \With professional translator Turkidbutch, TurkistFrench
** Three fathers participated in this focus group, one of which had a migrant backgrounds

Preschool Staff

We conducted six focus groups with 69 preschool staff members (preschool

iSFOKSNEE G(SIOKSNDRa aaradlydas FFGSNI 40K22
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care coordinators) in the cities of Ghent and Brussels. We chose to include the
different professional profiles that work directly with young children and their
families. Preschool teachers of children between{avaica-half and four years

ofageoftenh®@S | RRAGAZ2Y I &AdzLIR2 NI FNBY | (S OKSNR

per week, depending on the number of toddlers. All preschool teachers hold
ol OKSf 2 NRa -IINGINEBNSER SIRMAzAUNBA 2y S FyR (S|
have a secondary vocational degreechildcare. Many preschools collaborate
with after school care services either within or outside of the school building.
After school care workers organise the leisure time of children after school and
may also supervise children between educational && and during lunch.
They have a minimum of three months of training and many hold a secondary
vocational degree in childcare. Some preschools have staff members who act
Fd I YoNAR3ISQO 0SivSSy (KS adkKz2z2f | yR
families. This staff profile began in the late 1990s after concerns about the
growing achievement gap between children with migrant and/or poor
backgrounds and other children. Although some of these bridge persons may
have a teaching background, this is not auiegment, as their selection is
based on social, communication, and organisational skills, as well as on their
experience within the local communities (Agirdag & Van Houtte, 2011). Since
the beginning of the new millennium, every school has a care codadiméno

is responsible for developing a care policy with the aim of improving
educational opportunities of all children. Care coordinators, responsible mostly
for pupil guidance, consist of teachers, speech therapists, special needs
educators or other pexns with a social or educational bachelor's degree
(Blommaert, 2011).

These various professionals were personally invited by key persons in the
pedagogical guidance centers of different educational umbrella networks or by
key persons intheirregionalschd Yy S g2N] a® ¢KS T2 Odza
assistants, the bridge figures and the care coordinators were planned within a
pre-existing consultation forum for this professional group. We planned
preparatory meetings with these key persons to discusgélsearch goals, the
design and the ethical principles so they were able to invite and talk with
potential participants. Key persons received invitations to send to the potential
participants. Participants gave permission to participate in this study ewr
informed consent and approval was received from the ethical committee of the
Faculty of Psychology and Educational Sciences of the Ghent University.

OKSNRa

LI NBy

3 NER dzLJa
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In order to invited school directors, we worked with key persons in the
pedagogical guidance centre$ different educational networks; we attended

I RANBOG2NRQ YSSiAy3a (2 Ay@AdS GKSY
contacted several directors by phone. Despite these efforts in three different
locations (Ghent, Brussels and Antwerp), thdseus groups had to be
cancelled because only two directors were willing to participate. Consequently,
the perspective of school directors is unfortunately absent in our study.

Table 22. Participantsof the Focus Group®r Preschool Staff

o o c
8_5 |82 22 e
5 | B 25 58| I -
= = X5 X0 © T E )
n a # | & | o | WX | e ws o
FS1 | Preschool 8 8 0 4 4 Catholic education Ghent
teachers
FS2 | ¢S OKSNJX 13 |13 |0 5 8 Catholic education Dender*
assistants
FS3 | Preschool 12 |12 | O 10 2 Catholic, municipal| Brussels
teachers  and Flemish  community
S OKSNI education
assistants
FS4 | Bridge figures 11 |11 | O 6 5 Catholic and municipa| Ghent
education
FS5 | Care 16 [ 16 | O 5 11 Go! ¢ Education of the| Ghent
coordinators Flemish Community
FS 6 | Supervisory and 9 8 1 9 0 Different outof- | Brussels
out-off  school school centers having
care staff children from schools
from various
educational umbrellas
Total 69 |68 | 1 39 30

* The pedagogical guidance service of the Catholic schools, situat8beint, organises twice a year a

2

02ttt SOGAGS YSSGAy3a F2N) G6SI OKSNDa laaradlyda Ay GKS

2.3.2 Data Analysis

All focus groups were audiaped and transcribed in 2014 and 2015 by us and
by two Master Degree students in gakpolitical and medical sciences, who
have mastered three languages (Dutch, French and English). As part of the
transcription process, the bilingual group facilitator (FG 5) first translated the
group discussions from Turkish into Dutch.

Because thactual meaning making and the understanding of parents and staff
on education and care are at the heart of our study, predefined and strict

LJF

NI
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concepts of care and education were not designated at the start of the data

analysis. In 2015, we conducted a themaitnalysis after the first series of focus

groups in Ghent and Antwerp and a second thematic analysis after the second

series of focus groups in Brussels (Howitt, 2011b). Transcripts of the focus

groups were coded along this initial coding scheme by ubm§lVivo software.

This first phase of the data analysis was characterised by getting to know the

data and exploring the different voices and debates in the focus groups. This

describing and exploratory phase gradually evolved towards identifying

underhA y3 02y OSLIidzr t AalGA2ya 2F WOFNBQ | yR WS
interpretations and hypotheses that went beyond what was literally said in the

focus groups. This shift in the process of analysing the data can best be

described by referring to the conce@ ¥ Wl 6 RdzOGAGS |yl fearaqQy
inferential process aimed at producing new hypotheses and theories based on

AdzNIINR AaAYy3 NBaSFNOK SOARSYOSE O0¢CAYYSNXYIya 3

An abductive analysis seeks to find an answer on the inductive dilemma of

grounded theory in which researchers try to develop new theoretical insights

without adhering to preexisting theories. Yet, they are expected to develop a

theoretical sensitivity combined with an ability to make something of insights

(Corbin & Strauss, 20Dp&8oreover, Timmermans and Tavory (2012) claimed

that both induction and deduction do not logically lead to novel theoretical

insight as intended. In the case of deduction, we find, guided by the theory,

what we expected to find. Timmermans and Tavoryl@Oproblematised the

juxtaposition between induction and deduction by stating that researchers

WYdzad 0S YSAGKSNI GKS2NBGAOFE FGKSAaGa y2NI |
0KS2NBGAOI f 3y2adA0aQ Ay 2NRSNJ (2 RS@St
(Timmermans & Tary, 2012, p. 169). Instead of an inductive or deductive

logic, they called upon an abductive logic, developed by the pragmatist

philosopher Charles S. Peirce. Abduction starts with consequences and then

constructs reasons:

The surprising fact, C, is obged.
But if A were true, C would be a matter of course.

Hence, there is reason to suspect that A is true.
(Pierce in Svennevig, 2001; Pierce in Timmermans & Tavory, 2012)
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An example of the abductive process in our study where data and theory merge
is the Dllowing:

The starting point is identifying surprising facts that cannot be simply

explained by induction or deduction. For example, several preschool

teachers perceived caring activities as a burden or as a necessary evil.

Surprisingly, the majority of #se participants felt emotionally and

bodily touched and disturbed by the movie footage in which a little girl

GAGK LI OAFASNI ONASa | t23G owye KSENI ONP
to engage in care, they did notice and identify possible emotional and

physical care needs of this child. How can we clarify this field of tension?

By repeatedly revisiting the phenomenon, defamiliarising the taken for

AN YGOSR | aadzylliaAzya yR FftOGSNYFGASBS OFaiy:
can occur according to Timmermans arfgvory (2012). Many

hypotheses exist why teachers tend to perceive care as a burden. One

popular hypothesis is that preschool teachers in split systems are not

trained in and expected to care due to the institutional split between

childcare centres and eschool institutions (Kaga, Bennett, & Moss,

2010). Another hypothesis could be that teachers associate care with a

deprofessionalisation tendency and devaluation for their job (Cameron,

Moss, & Owen, 1999). Or maybe care is constructed as a private or

parochial matter (Tronto, 1993). Yet, these hypotheses do not explain

why teachers did identify caring needs of the crying child in the movie.

This field of tension and especially one phrase in the focus group with

aGFFTT YSYOSNB | SLIg S S MadzATR SyR2 (F 230 @S gAKyA f(S2Y
referring to refusing to hug a child that is crying rsiap for weeks. |

heard this phrase before in the preparatory visits in which preschool

GSIFOKSNAR G2tfR YS WL akKz2dZ R y20 3IABS AyQI ¢
grab myhand on the outdoor playground. These comments gave me the

impression that | was perceived as a weak, soft and naive adult in the

a0K22fd ¢KS ¢g2NRA WgS aKzdrelmtoy2d IAAOBS AyQ
what exactly? Give in to whom? To our soft side, tolmglies, to the

child, to the other colleagues? | gradually started making the association

with what a preschool teacher told me in another preparatory visit about

WKIFGAYy3 | KSIENI 2F aid2ySQed 2KAtS aKS GKAAL
was trembling. At tb same time, | was reading the work of Maurice

Hamington (2004) on an embodied approach of care ethics (Hamington,
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2004). In the process of connecting all the dots, the words of Hamington

started making sense. He made the ontological statement that human

bodies are built to care, thus everybody as a human being has the

potential to care due to the conscious and unconscious caring knowledge

and habits situated in and maintained by our bodies. By telling each

20KSN) WgS aKz2dzZ R y20 edles@® actlugh> Al &aSSvya
developed and cultivated to restrain or suppress caring responses. This

Ad Iy SEFYLXS 2F |[o0RdZOGAGS GKAYLAYy3IY ai
explanatory means that it should account for the concrete, observable

phenomena by invoking facts oules from some other domain, for

AyaidlyOS a2YS Fo0aldNIXOlG g 2NIy2y20aSNDIof
p. 3).

In repeatedly revisiting the phenomenon, defamiliarising the taken for granted
assumptions and alternative casing, the positionality of the redes is
approached as a strength instead of a hindrance in the data analysis. Therefore,
we conclude this methodological chapter with some critical reflections on the
positionality and the personal stance of the main researcher.

2.4 Some reflections on the p&itionality of the researcher

To achieve pure objectivism is a naive quest, and we can never truly divorce
ourselves of subjectivity. We can strive to remain objective, but must be ever
mindful of our subjectivities. Such is positionality. We haaekmowledge who
we are as individuals, and as members of groups, and as resting in and moving
within social positions. (Bourke, 2014, p. 3)

Social science has been critiqued for the manner in which it, obscures the
dominant powerful position of the researer and does not make the
motivations of the researcher transparent, possibly out of concern for being
objective (Moffatt, George, Lee, & McGrath, 2005). Many scholars, however,
underline how subjectivity in research can become an opportunity rather than
a problem by engaging in reflexive analysis (Finlay, 2002a, 2002b). In this
section, we demonstrate how my personal stance could be a hindrance and at
the same time a strength in our study. Finally, we demonstrate how research is
never a neutral process aridevitably tends to intervene in social problem
constructions and in the lives of the participants and the researcher.
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2.4.1 Working on and working with my personal stance

Since my teenage years, | have been developing a strong interest in how we as
human being socially, politically and culturally can flourish as a superdiverse
and multilingual society in which social injustice, inequalities and oppression
are proactively fought and human rights are respected and protected. Living as
an 18yearold exchange stent in a so called Coloured community in Seuth
Africa and studying educational sciences at Ghent University helped me to
move away from an essentialist multicultural discourse and to specialise myself
in issues of social inclusion, third wave feminisnspext for diversity and
accessibility of social and educational organisations. After my initial training, |
was fortunate to get a job in VBJK, a Centre for Innovation in the Early Years.
Since its origins in 1986, VBJK has heavily invested in actiomategeajects

with a focus on professionalising the ECEC workforce and improving the quality
and accessibility of ECEC for a diversity of children, parents, and local
communities. In 2010, the opportunity arose to develop a PhD study in Social
Work on the &cessibility of preschool education in relation to
conceptualisations of care and education.

Social work is, besides being a practiesed profession, a more recent
academic discipline that promotessocial change, social cohesion, and the
empowerment andberation of people. Principles of social justice, human rights,
collective responsibility and respect for diversities are central to social work
(IFSW, 2014).

Although my personal stance has a clear common ground with the
international, value driven defition of Social Work, | questioned since the
beginning whether | was the right fit for this PhD study. | considered my
personal stance and motivations to be both the biggest strength and,
simultaneously, the biggest weakness of our study. Would | be tsediand
thus too blind to understand the empiric data and construct new knowledge in
a scientific manner? Or, on the contrary, did | have a relevant profile to do this
study considering my professional history and my internally motivated quest
for developng new concepts and ideas on how to live in a super diverse society?
As this seemingly contradiction kept me puzzled for a long time, | developed
several strategies to enable myself to be as open as possible for different
discourses, theories and multipileterpretations.



Chapter 2 | 83

A main strategy was to first allow myself time and space to express my personal
feelings, thoughts and normative viewpoints on my experiences and the data
during different research phases. By not suppressing or denying it, but making
mysdf aware of this personal stance, | felt mentally much more capable to
make multiple interpretation of the data. Building upon the work of Camilleri
and CoherEmerique (1989), | kept a diary in the exploratory round in which |
wrote down my cultural shock$rom a broad sense) on how, for example, the
children and parents were approached or even, in my view, sometimes
neglected in preschool practice. By visiting the preschools, my childhood
memories came back in a quite emotional and even frustrating mammeome
schools it seemed that practices had not really changed since | was a toddler in
preschool in the second half of the 1980s. Another strategy to try to mentally
separate my own personal normative views from my research activities, was to
audiotad (g2 GelLlSa 2F RANBOG2NDa O02YYSyidl NE
commentary, | expressed my personal, normative reflections on the movie
scenes. In the second commentary, | clarified the editing choices from a
scientific perspective. A third strategy wastmain research method itself:
working with videeelicited focus groups ensured that the power of the
researcher was more decentered. The movie served, therefore, as an accessible
stimulus for further open discussion.

At one point in the study, | was socigsed on trying to mentally separate my
normative views that | was not aware how my personal stance also brought me
some specific advantages in the research process. Because of my interest in
living in a diverse society, my personal life is also affectethis. | lived as a
White, European, middtelass outsider in a lower income Coloured community
in SouthAfrica for a year. | moved from a homogeneous White miaitss
village to a socially, culturally and economically diverse neighbourhood in
Ghent. Imarried someone who migrated from the United States to Belgium,
and | have several friends with migrant backgrounds who each face their own
challenges in the migration process. Throughout these encounters, | have
developed (broad) intercultural skills, su@s negotiating understandings,
interacting in mixed multiple languages and dealing with uncertainty. All these
skills proved to be very useful in inviting participants and facilitating the focus
groups for the present research.
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In the focus groups, | hatie habit of not discussing my own motivations and

personal stance concerning this research. Although I did not want to steer and
AYFEdzSSyO0S GKS LINIAOALIYGAQ RAAO2dzNESE (22
participants needed to know what my persorsahnce was in relation to our

study. In one focus group, for example, we discussed with 13 mothers different

fragments of the movie. The discussions were intense, and it seemed like all the

participants were engrossed in it and enjoying the meeting. After hours a

Y2GKSN) adzZRRSyf & Gdz2NYySR G2 YS FyR a1SRY 4a. dz
G2 1y26 TFTNRY dzaaKE¢ ¢KAa ljdzSadAazy Ol dAKG YS 6
participating intensively in the discussion, | thought that the goal of this focus

group was clear by now for everybody. | slightly felt like | was a busted in having

a secret agenda or | was deceiving the participants by taking a more neutral

stance. | decided to reveal a bit more about my own personal stance in terms

of working on issues of spect for diversity, social inclusion and accessibility of

preschool. | told them that this study would not just be theoretical research and

that their discussions could be essential input to rethink some quality issues of

preschool education, aiming todlude instead of exclude children and families.

People listened carefully while some were nearbally agreeing. After my

NBIljdzSaGSR WwW2dziAy3aQ>x G(GKS Y20KSNBR O2yGAydzsSR i
exclusion of children with migrant backgrounds in presthAt the end of the

focus group many mothers told me that they wanted to engage in these types

of group meetings on a more regular basis.

This incident kept me busy afterwards. It demonstrates that it is not just a
YFEGGSNI 2F WNBGSI helnyomhel, ay & reskakth paRitipant, | £ a2
ohas power in the production of knowledge as she has her own agenda with the
researcher and decides what to share and how to share, i.e. using veiletxe

' YRk 2 NJ 0 2 Rvan Stabefe 220414, SL&)his motheR & |j dzSad A2y O2dz R
signify many things. One possibility is that the participants needed to know

what my intentions were in order for them to open up even more: Are you
trustworthy? How will you as a nemigrant women without children portray

us, like silenvictims or more like agents? How will you present and report the

data? What will change for our children? On one hand, one could argue that |
influenced the further course of the focus group. Yet, on the other hand,

mothers started pointing out elementsf @eemingly discriminatory practices,

which they would not have told us otherwise. Maybe parents were reassured

with my answer that our aim is by no means to portray them as silent victims
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and that this study will give recommendations towards preschodtigd and
practices. These are solely possible interpretations since talking about what
exactly is going on meta level requires more trust between the participants and
the researcher.

2.4.2 The inevitability of research as an intervention

For nearly 10 yearshhve been working in VBJK, a Centre for Innovation in the
Early Years. In order for innovative practices and policies to thrive, VBJK
collaborates with several actors in the field of ECEC, and with civil society and
social policy makers. In contrast to thetion-oriented studies we conduct in
VBJK, my intention was not to directly intervene in practices involved in this
PhD study. Adopting a social pedagogical perspective in research, allowed me
G2 Wilr1S | adSL) ol 01 Q T NP YaccésShilitg 6f2 LIAy 3 | OG A
9/ 9/ ® L O2yaARSNBR Al Yé NBaLRyaroAtAGEe I &
process in which international and local scholars, practitioners, policy makers
and even organisations including VBJK seem to find common ground in the
future equdising potential of the early years. In this study, we attempted to
unravel dominant social problem constructions by asking the following
guestions: what exactly is the problem and by whom is it defina?argued

that international and national policy arstholarly debates need to encompass
the perspectives of the people whom it concerns more, i.e. children, parents,
local communities and preschool staff. It needs to be said that by widening the
debates while attempting to disrupt the tunnel vision tive future equalising
potential of preschool educatigrnwe as researchers are not simply outsiders
but are actually intervening in dominant social problem constructions as well.
While we address it, we contributewhether we want it or not; to the idea

for example that the educational gap can be closed in preschool, outside of the
primary school system.

Notwithstanding our non interventional research approaittshould be noted

that participants had strong agency in deciding what this research could mean

for themselves. It became clear that the focus groups were more than simply a

research method as they acted as spaces in which pedagogy, theory, research

and politics came together (Kamberilis & Dimitriadis, 2003). In several cases,

participants turned the fous groups into opportunities to connect with each

20KSNE (2 SEOKIy3S SELSNASYyOSaE IyR SgSy WNB
AY I OFNAY3 yR ydzNIdzNAy3 O2yidSHalii® hyS Y2iK.
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SELISNASYOSQ o0& f A&lsSy awp Dtheii othérs aRdh & Odza & A 2 Y
realising she could also ask questions to the preschool staff. Although she
claimed to have a lot of questions on caring issues, it never crossed her mind to

ask these questions out loud as she thought that she was not in theo#iti

change the system. In another focus group, one of the care coordinators was
Y2@SR Ay | aSya2Wdh | KS I NiRanosN@R¢uSe@ing, t o6 W
discussing and interpreting the situation of the crying girl in the movie. She
stated that becausef this focus group experience, she came to the realisation

that she urgently had to deal with her ongoing discomfort in not addressing a

child emotional and bodily caring needs. She decided to take action and to
confront the teacher and support her in tialg care of a child that cried daily

for nearly 10 months.

Although the focus group could be an enriching and supporting experience for
participants , this was not always the case. One school director was initially very
excited that | would organise a faegroup for parents in the preschool because
in the near future he wanted to improve the relationship between the parents
and the school. Distancing myself from my action oriented VBJK position, |
made it clear that there would be no immediate answerstfem asthis was

not my goal andhe datashould remairanonymous. Yet, at the end of the study

I was definitely open to discuss the anonymous respiitall the focus groups
with the school team. During the preparatory conversations and visits, they
warned me that parents probably would not attend the focus group due to a
lack of interest and care in the education of their children. On the day of the
focus group, the director was present and somehow it seemed like he wanted
to see with his own eyes how weould manage or struggle to reach parents.
At one point he was even standing in front of the entrance of the room of the
focus group, which for some parents seemed like a hindrance to enter the
room. Eventually, many parents participated in the focus grawg requested

that the school would organise more of these group meetings. When | called
the director to thank him for his collaboration, he was rather quiet and curt in
comparison with our first conversations. Although they initially wanted to
enable moe dialogue with parents, it is quite possible that our study created
an opposite effect and may have contributed to their dominant deficit view of
parents: Why do parents go to a focus group for a study, but they do not want
to come to our own parent meeatgs? All these examples illustrate how

(
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research by itself is an intervention in the relationship between preschools and
parents, even when the researcher does not have the intention to intervene.

Because the researcher is inherently part of the researobess, the study also
AYGSNIBSySa Ay GKS NBaSINOKSNna (AFSd 2KSy
conducting the first focus groups with preschool staff, | was initially a bit

shocked how care was considered cumbersome and how some teachers would

even refused do caring activities or be caring towards the children. Because of

my judgemental first reflections, | was not able to make multiple valuable

interpretations of the dataWhile reading feminist literature on ethics of care

and the politics of care, | refcted a lot on my own struggle as a young girl in

dealing with gender (in)equality inschool and in aillage.Triggeredby my

own mother, grandmothers and great grandmother, | was from a young age

odzae (2 YIF1S &adaNB (KIF G QF NeydZE R oy22YiS yo S6Ge2Y SA a
0§KS adz 2 NRAY L (@ toinén inlg&nsralCoRsdgiiently,yl Rald

refuse to learn to cook, do household chores, knit, etc.... When reading feminist

studies on how care has been locked up in the private sphere, resulting in a

rather complicated or invisible position for many women, | started to realise

that | possiblyefused(besides lazines$) do caring activitiesut of fear that |

would not be taken serious as a girl or women in public lif¢hinking about

this, I started to read the data with different eyes and could somehow relate to

0KS adN¥z33atsS GKIFG aS@OSNIXft FSYIFES LINSAOK22(
were dealing with. How can we cultivate and be proud of a professional caring

identity without devaluatingour own job in a context of a patriarchal society?

Both the stories of the participants and the theoretical frameworks we used in

the seventh chapter of this dissertation, helped me to discover my own

embodiment, challenge my own midzbdy dualism and fuher develop my

female identity in which caring is inherently present. In sum, it is fair to say that

this study also intervened in my own life as the researcher.
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3.1 Introduction

Early childhood education and care (ECEC) has recently gained
acknowledgement in the European public and political sphere. Whereas
political discussions regarding ECEC have traditionally focused on quantity,
growing interest has been evidenced on the pafrpolicymakers in the quality

of provision at both local and international levels (European Commission, 2011;
OECD, 2001, 2006, 2012; Penn, 2009). Although conceptualisations of quality
vary considerably across countries, research and internationalypmjoorts

show a clear consensus. Quality in ECEC should encompass a broad, holistic
view on learning, caring, upbringing and social support for children. Quality
ASNIAOSAE (Kdza NBIldzZANBE 020K WOFINBQ YR WSRc
(European Commissio2011; Eurydice, 2009; UNESCO, 2010). Inthese debates,
theworkforceis seen as a critical factor (Oberhuemer, 2005;-Bleaghfordet

al.,, 2002). Several international policy and academic reports have helped to
better understand ECEC workforce profiles European and other OECD
countries since the 2000s (Cameron & Moss, 2007; Oberhuetradr, 2010).

Most, however, consider the staff profiles of core practitioners without
F20dzAAYy3d 2y (GKS LINRPFAESE 2F WwWhraaradlydiaqQ 2
higherqualified core practitioners in working with children and their families.

In this article, we examine their profiles in 15 European countries and relate
them to the ongoing quality debate in ECEC. What is the role of assistants in
guality ECEC baden a holistic conceptualisation of education and care? To
analyse this question, we frame it within the context of the increasing
schoolification of the early years. On the basis of academic discussions of the
concept of schoaolification, we argue thatcian lead to an education and care
divide which may be reinforced by the divided roles between assistants and
core practitioners. The methodology and results of a thematic analysis are
presented, followed by a discussion on the implications for practicepaticy.

The findings in this article are part of a European research project entitled
W/ 2YLISGSYOS wSIdANBYSYyGa Ay 9FNfe /KAfRK22I
conducted by the University of East London and the University of Ghent and
funded by the EuropeaaCommission (Urbagt al., 2011).
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3.1.1 Schoolifying the Early Years

Early years policies and practices take place in an international context of

WEOK22t ATAOIGA2YQ 6KSNB 9/ 9/ Aa AYyONBlIaay3at
compulsory schooling and the didaxdiof compulsory schooling therefore tend

to deter- mine ECEC programmes. Children are expected to acquire (pre

)literacy, (pre)numeracy and (préscientific skills from a young age (OECD,

2006, 2012). To ensure this, more formalised approaches have dubted,

goals and standards being distinctly formulated and indicators used to measure

OKAf RNByQa | OKAS@SYSyidia o6/ YSNRY 3 a?z
schoolsandprimary schools strive for a closer relation so that children
experience smoother transitionsThis approach has been criticised by
researchers and some international organisations, including UNESCO (2010)

and OECD (2006). The different standpoints were most obvious when countries

like Denmark, Sweden, Norway, France and the UK introduced eatg ye
programmes, partially influenced by the results of the triennial PISA
(Programme for International Student Assessment) studies. A growing criticism

of this trend towards schoolification can be observed.

Q)¢
Q)¢
M

I LINAYFNE ONRUGAOAAY ing procéss, dhdeh terilktGbe OKA f RNBY Q&
decontextualised with the development of predefined standards and

individualised learning goals. Since the main focus is on cognitive and language

f SFNYyAy3as (GKSNB Aa | NAal Okl play, OKAf RNBy Qa
exploration, freedom of movement, relations and discussions with other

childrent are less encouraged (Brostrom, 2006, 2009; Hjort, 2006). Moreover,

the interpretation of learning as a preparation for compulsory schooling tends

to limit the attention givento the caring dimension of education (Alvestad,

2009; Forrester, 2005; Kyriacetal., 2009). For example, according to Garnier

(2009, 2011), since the French government introduced an official school

programme for theécole maternelld Yy A G A I ( Y aGe TMNB IAROK 22t Q ARS
the care function seems to have disappeared from official texts. The

programme emphasises cognitive and language competence rather than

OKAf RNBYyQa &a20Alt YR IFFSOGALBS RSOSt 2LIVSy
Smith and Whyte (200&gree that schoolification results in a narrow view of

SRdzOF GA2Yy IyR O2yGNRAROGdziSa (2 GKS &aSLI NIGAZ2Y
services. This can hinder early year practitioners anesphmols in creating an

educational context that adopts aholiéti GAS G LR Ayl 2y OKAf RNBYy Q&
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takes into account the multiple identities of children and their families. Parents

are given a more instrumental role in the learning process of their children in

the sense that they can help them to achieve the learmntcomes that the

school or government has set. Hence, they are less involved in discussions on

the kind of education they want for their child (Garnier, 2010b; OECD, 2006;

Vandenbroecket al, forth- coming). Schoolifying the early years risks

educationd LINI OGAOS&a o6S02YAy3d YSNBfe LI OSa T2
places where children and parents can participate in democratic educational

practices (Brostrém, 2006).

A second series of criticisms deals with the more technical conceptualisation of
professonalism and the focus on prescribed learning goals and curricula
(Oberhuemer, 2005). Practitioners are seen as technical experts teaching
specific subjects that prepare young children to enter primary school. Their
professional development includes mastegidifferent subjects, using didactics
oFraSR 2y S@OARSYOS 2F WoKIG 62Nl aQ |yR | LILX &,
(Jenseret al., 2010; Samuelssona & Sheridan, 2010). Oberhueinalr (2010)

and Dahlberg and Moss (2005) question this conceptualisatinog svorking

on pedagogical quality should encompass an ethical and philosophical
dimension. Essentially, the argument states that working and dialoguing with
children, families and local communities from diverse backgrounds are
uncertain, valuébound pratices which go beyond applying prescribed
teaching methods (Kunneman, 2005). A normative conceptualisation which is
0FraSR 2y | GoNBFR FyR Ayl Sdingléa®iRg dzy RSNB U YR
and pedagogy which values reciprocal relationships and an eiewofenot-
1Y26Ay 3¢ 0 ktoa NB1AzPY £6)is proposed in this debate.
Considering the uncertain nature of social practices, professional development
should include time to document educational practices and reflect on these
with colleagues andaimilies (Peeters, 2008; Urban, 2008). Emotions should be
given an important place in work with children and their parents (Colley, 2006;
Osgood, 2006; Taggart, 2008). Caring and learning are thus approached equally.
Kyriacou and colleagues (2009) concuratth within a technical
conceptualisation of professionalism, the caring role of the teacher has been
continually marginalised.
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3.1.2 Assisting Core Practitioners

Several international policy and academic reports have analysed working
profiles of core practitiones. They are paid to work in ECEC services and are
respon sible for the care and education of a group of children and families.
Oberhuemer and colleagues (2010) identified a variety of recurrent profiles of
core practi tioners in European countries. Mostave a teaching profile, a
minority a socialpedagogical one. In split systems, where ECEC is divided into
childcare for the youngest (birth to three) and psehool for toddlers (&6-
yearolds), core praditioners predominantly have a caring or heafitofile. In
Europe, those with a teaching or sogmddagogical profile are more highly
gualified (bachelor, master) than those with a caring profile who are mostly
low- or nontqualified (lower or upper secondary level) (Oberhuerséral.,
2010). Thereis f 42 &adF FF GKFG Aa LIAR G2 WHaarado
Chartier and Geneix (2006) estimate their numbers to be high, there is very little
research on their role, status, position and identity. Studies on the tasks of
assistants intheFrencécoles maternellesin the UK and in the US are scarce,
contexts that are all characterised by a clear schoolification tendency in the
early years. In these countries, assistants have either no qualification or a lower
gualification than core practitioners. Ithe UK and the US, they mainly
contribute to better academic achievements of children and help with their
learning processes (Farretlal., 2010; Ratclifét al., 2011; Thomast al., 2004).

They have a cledeachingrole. Yet the substantial increase the number of
assistants in recent years in the UK and in the US has not led to the expected
improved learning outcomes and psmcial behaviour of children (Blatchfetd
al.,2007,2009; Finn & Pannozzo, 2004; Gedbetd., 2001; Hughes & Westgate,
1997{ 2aAyaleés DAfEAILIYZ wammo® {2YS aaradlyida
also fulfil abridgingrole. They need to raise educational attainment, especially

in Afroc American children, by serving as role models and bridging the gap
between schools and failiesandcommunities(Abbatgaughn&Paugh, 2009;
Manz et al, 2010; Villegas & Clewell, 1998). Both these roles are often
intertwined.

A third rolet the caring rolet can be observed in countries such as France.

The assistants in preschools are responsb2 NJ OKA f RNBy Qa Ke3IASyS> L
and emotional welbeing so that the teacher can focus on the learning

processes (Garnier, 2009, 2010a, 2011;Vasse, 2008). Compared to the learning
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and bridging role, the caring role of assistants is addressed fanlessdarch.

Barkham (2008), Dyer (1996) and Garnier (2010a) relate this role to the

gendered nature of the job. According to Barkham (2008, p. 851), assistants are

YiK2aS 6K2aS LISNOSAGSR LINAYINEB NRtS Aa GKI
who subordinatet8 A NJ Yy SSRa (2 (K2a$S 2F GKS OKAf RNBY
caring role is closely intertwined with their role as a mother. Qualitative

research shows that assistants, as well as parents and children, consider the

caring role as crucial. Garnier (2010shows that assistants believe it

Fdzy RIFYSyiGrt G2 OFNB F2NJ FyR Wi23SQ OKAf RNBY
English school, testifies:

One of the most important parts of my work is being good at making
connections between pupils, the teacher and nfysgbnnections are part of a
NBflFGA2YyaKALI F'yR | NB dzadzZdld.e SYz2iadA2ylfQ o6CSyf 2

Barkham (2008) states that some fear that their caring role will be neglected

because of professional development initiatives that are solely based on

professi/  t AaAy3 (GKS fSFENYyAy3a NRfSad CNRY GKS

FaaradlyiaqQ OFNARYy3I NRtS Aad AyRAALISyarof ST (
primary school, while the assistant takes care of their emotional needs. They

KSt LI (2 SyadaNB yiKlzid ft QAR St RINGS MISA2NIQ 6 DI NJ
G! al OKAf RAIFIAR 2FlF aaraidlyld 5S02Nl KY aKS NBI €

In sum, the scarce literature on assistants addresses three different roles: a
learning role, a bridging role and a caring role. The legrand bridging roles

are often emphasised, as assistants are expected to raise the gmademic
achievements of children, an idea which fits in with the schoolifying of ECEC.
The caring role is addressed less, despite its importance, as shown tatiyueli
research.

3.1.3 Integrating Caring and Learning

Notwithstanding the focus on ECEC as a preparation for compulsory schooling,

international reports emphasise the importance of a holistic view of education

GKIFG SldzZhtte ol fl y OSudpbridgidg dndRIedal/sapportt S+ Ny Ay 3=
(UNESCO, 2010). Tigtarting Strong 2report stressed that the task of

practitioners, whatever their profile, should be geared towards this holistic

FLILINBF OK 6h9/5% HnncoOd® | SyO0Ss WdzyAlGlNEQ 9,
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educatioral services are integrated at institutional level are often preferred

0/ KAt RNBY Ay 9dzNRBLISS HnnyT 9dzNRBLISIY /2YYAaa
in Europe, however. For historical reasons, some national and regional policies

on care and education haweveloped separately, leading to separate services

under the responsibility of different ministries (Bennett, 2003). It should be

noted, however, that schoolification also occurs in unitary systems (OECD,

2006). By collecting data on the workforce profitdsassistants in relation to

core practitioners in 15 European countries, we examined to what extent the

potential division between education and care was reinforced by workforce

profiles.

3.2 Methodology

3.2.1 Data Sample

¢2 addzRe GKS || aa iydaislinyelatio@to daB practitibngrs, i KS S NI @
we conducted a crossational survey in 15 countries as one phase of the CoRe

project. The countries were Belgium (Flemisand Frenckspeaking

communities), Croatia, Denmark, France, Greece, Ireland, Italy, hithua

theNether lands, Poland, Romania, Slovenia, Spain, Sweden and the UK

(England and Wales).

3.2.2 Collecting Data

Twenty local ECEC experts from 15 EU countries provided data on competence
requirements for assistants according to official regulations. These experts
were selected for their longtanding expertise in the field, their previous
contribution to three key Hropean networks (Diversity in Early Childhood
Education and Training, International Step by Step Association, Children in
Europe), and their knowledge of both legislation and practice. A -semi
structured questionnaire was sent to these experts. It contdimgiestions
about competence requirements for all ECEC staff and their working conditions
(adult/child ratio, professional support system, salaries and unions). The open
ended questions related to competence requirements in official regulations
and nationd'regional policy documents. Local policies (at the municipal level,
F2N Ayaidl yoOSo ¢SNB y-SNAKQY GISaESS RIS FTR/YSNRE | LEINIYC
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lines of the SEEPRO study (Oberhueenat., 2010) as early years workers with
agroup or centre responsiiA G @ ® 2 S dzaSR (G662 ONARGSNAI (2 RS

1. the assistants work directly with children and their families;

2. 0KS FaaradlryiQa YFAYy 220 Aa (G2 laarad GK
responsibilityforagroupofchildrenandfamilies. Theassistanthasnofinal
responsibility, yet supports a practitioner with a final responsibility.

The local experts were also asked to analyse Strengths, Weaknesses,
Opportunities and Threats (SWOT), including personal opinions about the
effects of the implementation of formal regations in dayto-day practice.
Hence, the data are a combination of factual information and subjective,
informed interpretations by the ECEC experts who decided autonomously how
to collect the data (in collaboration with experts from the local fieldptigh

focus groups, etc.).

3.2.3 Analysing Data

The country reports produced by the experts served as raw data for this study.
A preliminary analysis showed that their nature varied widely. Some contained
more extensive contextual information than others. In arde contextualise

some of the data, concepts needed to be negotiated for a full understanding of
the meaning through consultation via email and individual interviews via
Internet telephony (Skype®) (Fontana & Frey, 2008). Key issues and fields of
tensionwere identified in a thematic analysis. They were discussed in a focus
group with 15 of the 20 local experts and five international ECEC experts. One
of these tensions concerned the role of the assistants. We used the typology of
their learning, bridge andaring roles as a conceptual framework to analyse
these data. The local experts were asked to verify the thematic analysis. Space
precludes an overview of all the results in this article. We will therefore focus
2y G0KS |aaaradl yia e titRefcaepthafs®ionfoRcare 1 KS& NB T | |
and education.

3.3 Findings

Table | includes the official title of assistants in the original languages, their
numbers, whether or not they have a formal job and/or training competence
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profile, the role(s) they take up, andhsther or not they have formal
professional development opportunities.

In 13 of the 15 countries, assistants work to support core practitioners (in

I N2 GALl FYR LGlIfer WwWraaradgryiaQ Fa RSTAYSR
accounts of their numbers eve unavailable. Hence, our analysis is based

predominantly on estimations. Although in some countries (e.g. the

Netherlands, Poland) their numbers are limited, in many (e.g. France, Sweden,

Slovenia, Lithuania, Denmark), they make up as much as halfatidonce.
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It should be noted that the responsibility of assistants is rarely covered by policy

documents or official regulations, unlike that of core practitioners. Assistants

have far fewer job or training profiles. Moreover, they are poorly qualified

unqualified, unlike core practitioners, who have a wide range of qualification

f S@Stay FTNRBY dzLJLISN) aSO2y Rl NB c@iyraral a i SNDa f
olds), France, the Netherlands¢i@-yearolds), Slovenia, Sweden and the UK

have specific trainingequirements for assistants. Slovenia and Sweden are the

only countries that require a thredo four-year upper secondary vocational

gualification.

N>

Core practitioners working in unitary systems and in schools for the oldest

children (6-yearolds) in sjit systems have a clear educational or pedagogical

job and/or training profile. Those working with the uneiérees in split systems

have a caring or paramedical profile. Most countries seem to have assistants

who play a predominantligaringrole. Where @scriptions are available, they

FNBE 2FGSy FTNIYSR Ay GSOKyYyA GuMetojod OF NAy3IQ (I
padejejare described as technical workers who are in charge of cleaning the
FILOATtAGASEAE FTSSRAYy3I OKAfRNBY HufeR 20 KSNI WNP
supervising children, scheduling nap time, assisting with their hygiene routine,

dressing children to go outside, helping with discipline, etc. Care in many

countries is seen as offering practical help and satisfying the physical needs of

children, epecially the youngest, in ECEC services. In Belgium (Hemish

Frenchspeaking communities), assistants Be@eleider kinderopvang,

Puéricultrice Assistant aux instituteurs préscolaiydslp preschool teachers
(Kleuterleid(st)erlinstituteur/ Institutrice préscolairgby taking over the caring

duties for the youngest children in psehool to ensure that the core
LINEFSaaArzylt OFry F20dza 2y WSRAZOFIGA2YyQd hyfed
assistants Técnico/técnica o Asistente en educacion infaai$o responsible

F2NJ 0KS Oding RBafistastiongobtiiefr emotional and physical

needs. In the UK, France, Ireland, and The Netherlands, they also adopt a

learningrole according to the data. They have a supporting role in the learning

process of individual children (including those with special learning needs),

whereas the core practitioners have a teaching responsibility for the whole

group. In Scandinavian countries, core practitioners have a social pedagogical

role which encompasses leang and caring dimensions. Danish and Swedish

assistants have a socigbedagogical role under the supervision of core

practitioners.
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The bridging role of assistants, as described in the introduction, is mentioned
less frequently by the local experts (gnn Belgium (Fl), and Slovenia). These
assistants come mostly from local poor communities or ethnic minority
communities. They are employed to introduce the institutions to families and
local communities and enhance the accessibility of services forerabie
families. In Slovenia, Roma teaching assistants, who are separate from other
teaching assistants, are also employed to raise the educational attainment of
Roma children. In these cases, the bridging role is closely linked to the learning
role of assistants.

Assistants have far fewer opportunities to engage in professional development
activities. In Denmark, whereas some local governments provide core
practitioners Paedagog)wvith non-contact time for planning and pedagogical
documentation, this isslss usual for assistanBg&dagogmedhjeelperalthough

they have the same schedule and work with the same children and families.
This trend can be seen in most countries, yet there are notable exceptions. In
The Netherlands and France, all ECEC practisoieespective of their profile,
have the same opportunities and obligations regarding professional
development. In Slovenia, teacher assistants must participate in five days of
training per year. Moreover, assistants and teachers are entitled to exra t

O
(kN

i2 22Aydte LINBLINBZ LEFY YR SOFtdd G$

working conditions, it was difficult to find statistics on the salaries in the
different countries. Trade unions for assistants are quite rare. They only exist in
Slovenia, Swaden and Denmark. In Sweden and Denmark, the assistants are
represented by the union for nursery staff. In Slovenia, by the same trade union
as the core practitioner.

3.4 Discussion

There are several limitations in this study and conclusions need to be drawn
with some caution. First, the data are constructed from official national and

regional policy documents. For a full understanding of the role of assistants, the
local policy dynamics need to be understood. Sometimes local governments
have greater responsility for providing ECEC (Italy and Denmark) than regional

and national governments. Unfortunately, this study does not cover local policy
documents owing to budget and time constraints. Second, since many policy
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documents did not cover the role of assists, the local ECEC experts presented

SEGNY RIFEGE 2y GKS FaaradlyiQa NetS: ol asSR 2
are interpretative. Finally, there are considerable variations in the organisation

of ECEC both within and across countries and regionsrinst of historical,

social, and political contexts. Analysing workforce profiles in different countries

is a complex matter, and it is difficult to identify trends and common fields of

tensions without decontextualising national/regionalpolicies andprastic

Despite these limitations, by analysing policy documents and local ECEC
SELISNIAE&Q 2LAYA2YE AY wmMp 9dzNRBLISIY O2dzy i NASa&:
role of assistants in ECEC.

3.4.1 Caring Matters

Although academic research focuses on the learning and hgdgles of assist

ants and less on their caring role, the latter prevails in most EU countries. In
some countries, assistants also have a learning and/or bridging role. We
identified a divide in the tasks between core practitioners and assistants.
Whereads G KS O2NB LINI OGAGAZ2YSNIRA NRES A& Y2N
pedagogy), the assistants assume a more caring role. This divide seems to be
apparent in preschools for children from three to six in split systems, but also

in some unitary systems, despitetable exceptions. In Denmark, Sweden, and
Slovenia, which are unitary systems, both core practitioners and assistants have
a social pedagogical role which includes caring and learning. In services for the
underthrees in split systems, there is less ofdevision, since the core
practitioners, mostly women, share a caring profile with their assistants.

One could argue that this division of tasks does not necessarily jeopardise a
holistic view of educationwhere both caring andlearning are addressed. An
es®ential question, however, is whether holistic education needs to be
embodied in one person or whether it can be assumed by different people with
different roles. When holistic education is embodied in practitioners with
complementary tasks, it is of crutianportance to make sure that the caring
and learning functions are equally valued. In the current situation, this can be
challenging since assistants and core practitioners have unequal professional
statuses. The core practitioners are covered by offiggulations, whereas in
many countries assistants are not. They have professional competence profiles
and training requirements, higher salaries and more opportunities to
participate in professional development activities than assistants. The
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invisibility of assistants in most policy documents suggests a fragile position and
denies both the value of their work and their professional prospects.

3.4.2 From a Divide to a Hierarchy

Questions arise on the relation between education and care. There seems to be

a hiearchy between education and care, embodied in the different
LINEFSaaArzylt adlddzaSa 2F O2NB LINY OGAGA2YySNA
0S YIEINNRGSR R2¢6y (G2 tSFENYyAy3aZI FyR WOFINBQ A:
learning. This hinders a holistic aaptualisation of education in its broadest

sense, as advocated by many international reports. The hierarchy between

education and care fits in a European context of increasing schoolification. A

F20dza 2y GKS OKAft RNByQa OzeaAngthatdoded | yR € Iy 3d:
and emotional development are addressed to a lesser degree. The caring

dimension is overlooked. This is especially true ingut@ools (for 86-year

olds) that are increasingly perceived as preparing for learning in compulsory

schooling.

ly dKAa KASNI NOKeésx GKS FraaradlryitaqQ 220 Aa as
YySSRAX | RRNBaaiAyd tSINYyAy3d ySSRa 2F OKAf RN
(children with special needs or ethnic minority children), and connecting with

parents. The ideahat these are tasks that hinder education is reinforced. One

could also hypothesise that core practitioners do not feel competent to deal

with these aspects. This is supported by two sraadile studies on assistants

with a bridging role. Depoorter (200&hd Mihajlovic™ and Trikic™ (forthcoming)

showed that, althougtDoelgroepwerknemerand Roma teaching assistants

were hired because of the problems that core practitioners encountered in

communicating with ethnic minority families and families living ingrty, they

paradoxically tend to reinforce or maintain this perceived deficiency. When

KANRY3 Waaradlryidaq TNRY SGKYyAO YAY2NRGA
programmes may paradoxically reproduce the very communication gaps they

wish to eliminate (Depoorter2006). Hence, the presence of assistants may

devalue the competences of the core practitioners.

3.4.3 Conceptualisations of Care

The analysis of policy documents and opinions of ECEC experts suggests that
care is oftenseen asaddressing thephysical needsafrehil Thishas multiple
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interpretations. First, an underlying duality, as expressed by the Roman poet

Wdz@Sy £ Qa WwYYSya alyl Ay O2N1LR2NB alyz2Q oW
suggests that physical and emotional needs, as connected with the body, are

fundamentally different from intellectual needs, in line with the division of body

FYR &az2dz GKFG KFa LINBGFAfSR aiAyO0S SIENIeé / KNJ
physical needs need to be taken care of so that their minds are free for learning.

Hence, carig may be perceived as a necessary evil. Second, when care is

RSTAYSR |da IRRNBaaiaAy3a OKAf RRNBeaed LIKeaAOlf
concept. The results of our study suggest that assistants are responsible for the

youngest children in ECEC. Even imtoes with a socially pedagogical vision

which includes care and education for all children, assistants mostly work with

the youngest children, whereas qualified gehool educators mostly work

with the older children (Oberhuemer & Ulich, 1997). The iogpion is that, as

OKAf RNBY 0S02YS 2t RSNE (GKS& NBIdZANSE fSaa wo
LRAAGAZY AY HKAOK OKAfRNBY 3INIRdzZ ffe WINRS
LIKe@aAOlt OFNB G2 SyiSNI GKS Y2 NBtendKdzYl yQ &2 NJ
analysed from a deficit perspective. According to Cameron and Moss (2007),

this is especially true in English  andGerman
rootedlanguages.Childrenlacksomethingandneedhelpand practitioners must

Wg2NNEQ 62dzi GKSY® Ly ( Khidien th 8eédy S OF NB A &
meaning children who differ from the white, middidass, able norms. Finally,

YOIFNBQ Aa aSSy Fa | &aAYLX SqudifidddSNI ' yR Ol y
dzy' ljdz t AFASR LINI OGAGA2Yy SNBSS Yzaufte ¢2YSyod Li
does nd require specific training or professional development. Important

interactions such as feeding, putting children to bed, going to the toilet are

stripped of their educational value. These interpretations not only allude to a

narrow view of care, but alsnarrow the view of education, as they reduce

SRAzOI GA2y G2 O23yAlGA@GS RS@GSt2LIYSyids tSIHRAYS3
care and education.

The scarce qualitative research suggests that assistants and parents find the

caring dimension of education me important. Yet, as stated in the
LYGNRRdzOGA2YS (GKS& RSAONAROGS OFNB Ay GSNya 2
executing a technical job. Some scholars, along with assistants, relate this
conceptualisation to the gendered nature of the job. Ithasfodg A 1 K Wi 2 Ay 3 Q
children, ensuring good relations between teachers, children and parents and

GKFG OKAfRNBY tA1S GKSANI-astéeinz2Addsant I y R & dzLJL2 N
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Deborah, who works withd@- yearold children in an English school, describes

heNJ Sy 3+ 3aSyYSyid t+ta F2tft2¢aY aGhyS 2F Y& LISNA:
opportunity for the child to express him/herself within the school day. The
O2yaidNXAylta 2F + GAYSGFLotS R2 y24 Ftt2dg F2N
(Skuse, 2001, p.58)Sheadvdac Sa F2NJ 6 KS OKAf RNByQa | 3SyoQe
themselves and be respected in their identity. Care goes beyond a physical

dimension and encompasses an emotional, societal and political dimension. In

this context, it is seen as an important element offibdemocratic practice and

citizenship (Pols, 2006;Tronto, 1993). Since democratic practice takes place in

the present, care seems to be more oriented towards current experiences of

children and parents. In the trend towards schoolification, learningdeston

0KS OKAfRNBYQa TFdzidzNBo LT lFaairadlyda |yR LI
and loving interactions with children, what does this say about the role of the

core practitioner? Does this need of parents and assistants imply that core

practitioners have more distant interactions with children since they focus on

their cognitive and language learning processes? This type of professional fits

with the technical conceptualisation of professionalism, which is typically

endorsed by schoolification ansl meeting increasing criticism.

3.5 European Policies

Many reports plead for unitary systems where care and education meet at an

institutional level. Yet our study suggests that, even in unitary systems, a

hierarchy between care and education can exist, enidddn the relationship

between core practitioners and assistants. Early childhood poiakers

should be critical about what drives their policy and how their choices may be

Y2dzZ RSR o6& FyR O2y(iUNROGdziS (G2 &az2O0Alf Oz2yail
WLINRAETA2 Y I f AAYQX WljdzrfAGeQs SiOd !''a Ylyeé NBL
education in the early years, policy should be geared towards this. From a

systemic perspective, the integration of care and education needs policy

interventions at macro, meso andiono levels alike. Integrating care and

education at an institutional and regional or national level is an important

pathway, yet clearly not sufficient. The implementation of a holistic view of

education should be negotiated with all stakeholders (pramtiérs, parents,

local communities, schools, training institutions, local, regional, and national

governments, European polieyakers . . .) and be addressed in general
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frameworks on ECEC curricula, initial training and other professional
development initatives. Parents are thereby respected and invited te co
construct educational practices. This signals that we insist that explicit caring
tasks such as feeding or putting to bed are educational in nature, just like play,
that we consider learning as relatial and to be about developing cognitive,
motor, emotional, social, creative and other aspects of the child, that
supporting learning requires a caring attitude and that families and local
communities are partners in education. Garnier (2010a) states that
democratic collaboration between core practitioners and assistants is
impossible when their working conditions differ significantly. The deployment
2T lFaaradlyida akKz2dAZ R 32 06Seé2yR (GKSANI Wdza S¥o
part of an educational gamunity. The strongest working relationships are
developed when core practitioners involve assistants in planning, when they
meet regularly, when schools offer professional development opportunities for
all staff, and when opportunities are provided forasing and reflecting on
practices (Groom, 2006; Urba al., 2011).

Quialitative studies on how the conceptualisations of care and education are
related to assistants and core professionals remain all too scarce and the voice
of assistants and parents i$ten overlooked. Future research should address
these issues from multiple perspectives, including analysing how the
conceptualisations play out in daily practice. How do assistants perceive their
role(s) in a context of increasing schoolification? Whgnisicant roles do
assistants develop in the early education of children? The perspectives of the
core practitioners, the parents, children and local communities are also lacking.
Encountering these perspectives may help to reconceptualise workforce
profiles in order to enhance a holistic view of early childhood education.

3.6 References

ABBATE/AUGHN J. & PAUGH P. (2009) The paraprofessicmacher
pipeline: barriers and accomplishmentdpurnal of Developmental
Education 33, pp. 1629.

ALVESTADM. (2008prly childhood education and care policy in Norway,
European Early Childhood Education Research Jotihalp. 416424.



Chapter 3 | 109

BARKHAM J. (2008) Suitable work for women? Roles, relationships and
OKFy3Ay3a ARSYGAGASAE 2F W2 imkBitdh | Rdzf 6aQ Ay
Educational Research Journad, pp. 836853.

BENNETTJ. (2003) Starting Strong, the persistent division between care and
education,Journal of Early Childhood Reseatlpp. 2£48.

BLATCHFORD P., BASSETT P., BROWN P., KOUTSOUBOU M.,, MARTIN C.
RUSSELL A., WEBSTER R. &-RHBIES C. (200®eployment and
Impact of Support Staff in Schools. The Impact of Support Staff in Schools
(Results from Strand 2, Wave 2; London, Department for Children,
Schools and Families).

BLATCHFORD P., RUSSELAZSHT P., BROWN P. & MARTIN C. (2007) The
role and effects of teaching assistants in English primary schools (Years 4
to 6) 200@2003. Results from the Class Size and FAquilt Ratios
(CSPAR) KS2 Projdaritish Educational Research Jouyi3d, pp. §26.

BROSTROMS. (2006) Curriculum in preschaiginational Journal of Early
Childhoodl 38, pp. 6§76.

BROSTROM S. (200Bjversity in critical preschool educatioEECERA
conference, Strasbourg.

CAMERON C. and MOSS P. (2081 Work in Europe. Currésnderstandings
and Future Directiond.ondon, Routledge).

CAMERON C. & MOSS P. (2011) Social pedagogy: current understandings and
opportunities, in: C. CAMERON & P. MOSS @&msal Pedagogy and
Workingwith Children and Young People. Where Care and Huucat
Meet (London, Jessica Kingsley Publishers), ¢g2.7

CHARTIER-M. & GENEIX N. (200%@dagogical Approaches to Early Childhood
Education(EFA Global Monitoring Report Strong Foundations: Paris,
Early Childhood Care and Education).

CHILDREN IN EUROPE (2068)ren in Europe Policy Papsvw.vbjk.be/files/
CIE%20Policy%20Paper.pdf.

COLLEY H. (2006) Learning to labour with feeling: class, gender and emotion in
childcare education and traiimg, Contemporary Issues in Early Childhood
7, pp. 1529.

DAHLBERG G. & MOSS P. (2@iBjcs and politics in early childhood
educatior{Oxfordshire, Routledge Falmer).

DEPOORTERS.(2@4inschakelingvandoelgroepmedewerkersinhetteam
kinderopvang in Buuren nabijheidsdiensten. Kwalitatief veldonderzoek.
Onuitgegeven MeesterproéBGent, Universiteit Gent).

DYERH. (1996) Where do we go from hdssues in the professional
development of learning support assistarf&gsearch in Pogtompulsory
Education 1,pp. 18¢198.


http://www.vbjk.be/files/

110| Chapter 3

EUROPEAN COMMISSION (2Bady Childhood Education and Care: providing
all our children with the best start for the world of tomorrow
http://ec.europa.eu/education/school
education/doc/childhoodcom_en.pdf

EURYDICE (20@xarly Childhood Education and Care in Europe: tackling social
and cultural inequalitiegBrussels, EACEA).

FARRELL P., ALBORZ A., HOWES A.& PEARSON D. (2010) The impact of teaching
FaaAradlyda 2y AYLINRGAY3I LizZLAtaQ | OF RSYAC
schools: a review of the literatur&ducational Revievé2, pp. 436448.

CO9b[hb [® OS6HnAmMUO [2¥z(80QRA2VAARZNRYY YEPAWYD. ©
P.GARNER (Eddhtold Stories. Learning Support Assistants and their
work (Stoke on Trent, Trentham Books) ppg22.

FINN J. D. & PANNOZZO G. M. (2004) Classroom organization and student
behavior in kindergartenjournal of Edicational Researct®8, pp. 7992.

FONTANA A. & FREY J. H. (2008) The interview. From neutral stance to political
involvement, in: N.K. DENZIN & Y.S. LINCOLN @®dskting and
Interpreting Qualitative Material§Los Angeles, Sage Publications) pp.
115¢160.

Chww9{¢9w D® oO6Hnnpo 'ttt Ay [ RFeQa 62NJY LI
WO I NIenfié @nd Educatipn7, pp. 27¢287.

FOUCAULT M. (1984istoire de la sexualité lll. Le souci de @taris,

Gallimard).

GARNIER P. (2009) Préscolarisation ouNdola I G A2 Yy K [ QS@2f dziA2y Ay a
S OdzNNR Odzf | A NB Ravue frdngiSeQg pedagogised) SNy St t Sz
pp. 515.

GARNIER P. (2010a) Transformations du travail collaboratif entre maitre et
FaaAradlyd £ £QS02tS YI (3NgEStiehc®syy Sy (i NS LIN
RS f QSRdzOF A2y, a3 ghRE. f QINBE y2dz0Sft S

D! wbLO9wW t® oOHAMNoUO [/ 2SRdzZfjdzSNJ £ fQS02ftS Yl
significations, in: S. RAYNA, M. N. RUBIO & H. SCHEUWPdEut)
professionnels: la coéducation en ques{ibaulouse, Ees), pp. 11§126.

GARNIER P. (2011) The scholarisation of the French ecole maternelle:
institutional transformations since the 197@uropean Early Childhood
Education Research Journa®, pp. 558563.

GERBER S. B., FINN J. D., ACHILLES C. M-ZABEKRBS J. (2001) Teacher
FARS&a FyR &idzRSy (& 8dudattohaRESatuation ahdDK A S@SY Sy (.
Policy Analysj®3, pp. 128143.

GROOM B. (2006) Building relationships for learning: the developing role of the
teaching assistan§upport for Learning21, pp.199¢203.


http://ec.europa.eu/education/school-education/doc/childhoodcom_en.pdf
http://ec.europa.eu/education/school-education/doc/childhoodcom_en.pdf

Chapter 3 | 111

HJORT K. (2006) ‘@emokratization in Denmark? The intertwinning of
international educational strategies and Danish educational policy,
European Educational Research Jour8ad, pp. 234243.

HUGHES M. & WESTGATE D. (1997) Assistants-pertiadks in earlyyears
classrooms: Some issues of support and developmeguicational
Review 49, pp. §12.

JENSEN A. S., BROSTROM S. & HANSEN O. H. (2010) Critical perspectives on
Danish early childhood education and care: between the technical and
the political, Early Years. An International Journal of Research and
Development30, pp. 248254.

KUNNEMAN H. (2005) Social Work as laboratory for Normative
ProfessionalisatiorSocial Work & Societ@, pp. 19¢200.

KYRIACOU C., ELLINGSEN T., STEPHENS P. & SUNDARAM V. (2009) Social
pedagogy and the teacher: England and Norway compaedagogy,

Culture & Sociefyl7, pp. 7§87.

MANZP. H., POWERT. J., GINSHBIRGKM. & DOWRICKP. W. (2010)
Communityparaeducators: apaership-directedapproachforpreparing
and sustaining the involvement of community members in iAcigr
schools,The School Community Jourrizd, pp. 5§80.

MIHAJLOVIC® M.& TRIKIC® Z. (Forthconitog)a Pedagogic Assistants as
Agents of Change. The impance and meaning of their role, fields of
activity and influence on the changes in schools and in the Roma
community(Belgrade, OSCE).

MOSS P. & CAMERON C. (2011) Social Pedagogy: Future Directions? in: C.
CAMERON & P. MOSS (Rimjial Pedagogy and Worgimvith Children
and Young People.Where Care and Education Nlemtdon, Jessica
Kingsley Publishers) pp. XZ99.

OBERHUEMER P. (2005) Conceptualising the Early Childhood Pedagogue: Policy
Approaches and Issue of Professionalidgburopean Early Childhood
Education Research Journ&B, pp. §16.

OBERHUEMERP., SCHREYERI. & NEUMANM. Rgg&83ionals in Early
Childhood Education and Care Systems. European Profiles and
Perspectiveg-armington Hills, Barbara Budrich Publishers).

OBERHUEMER P. & ULICH M7 Working with Young Children in
Europe:Provision and Staff Trainifigondon, Paul Chapman).

OECD (2008tarting Strong, Early Childhood Education and (Rags, OECD).
OECD(2006}artingStrongll, EarlyChildhoodEducationand(®ags, OECD).

OECD (21») Starting Strong IIl. A quality toolbox for early childhood education
and care(Paris, OECD).



112| Chapter 3

OSGOOD J. (2006) Deconstructing Professionalism in Early Childhood
Education: resisting the regulatory gaZéontemporary Issues in Early
Childhood 7, pp. §14.

PEETERS J. (2008& Construction of a new Profession. A European Perspective
on Professionalism in EC@&mhsterdam, SWP).

PENN H. (200®arly Childhood Education and Care. Key Lessons from Research
for Policy Maker¢Brussels, Nesse).

POLS J. (2008Yashing the citizen: washing, cleanliness and citizenship in
mental health careCulture Medicine and PsychiatB0, pp. 7¢104.

RATCLIFF N. J., JONES C. R., VADEN S. R., SHEEHAN H. & HUNT G. H. (2011)
Paraprofessionals in Early Childhood Classrooms: xamieation of
duties and expectationgarly Years: An International Journal of Research
and Development31, pp. 168179.

SAMUELSSONA I. P. & SHERIDAN S. (2010) A turning point or a backward slide:
the challenge facing the Swedish preschool tod&grlyYars. An
International Journal of Research and Developmedtpp. 21§227.

SIRABLATCHFORD 1., SYLVA K., MUTTOCK S., GILDEN R. & BELL D. (2002)
Researching Effective Pedagogy in the Early Yeanslon, DfES).

{YI {9 5® oOHnnAMO 5S0KNIKK >{ GA2YNE Y¢ @ 2 IND AW IE9
GARNER (Edsptold Stories. Learning Support Assistants and their work
(Stoke on Trent, Trentham Books) ppg66.

SMITH M. & WHYTE B. (2008) Social education and social pedagogy: reclaiming
a Scottish tradition in social workuropean Journalof Social WpiK,
pp.15¢28.

SOSINSKY L. S. & GILLIAM W. S. (2011) Assistant teacheksnitiepgarten
programs: what roles do lead teachers feel assistants play in classroom
management and teachingZarly Education and Developmge®®, pp.
676¢706.

¢! DD! w¢ D® OHnnyv 52yQid 6S OFNBKYCKS
yearsprofessionalisnkarly Years. AninternationalJournalofResearchand
Development31, pp. 8895.

THOMAS H., BUTT G., FIELDING A., FOSTER J., GUNTER H., LANCE A.,
PILKINGTON R., POTTS L., POWERS S., RAYNER S., RUTHERFORD D.,
SELWOOD I. & SZWED C. (20bd)Evaluation of the Transforming the
School Workforce Pathfinder Projd&esearch report RR541; London,
Department for Education and Skills).

TRONTOJ.(199%8bralBaundaries: apoliticalargumentforanethicofcare
(London, Routledge).

(s}
c
7
>
O
O



Chapter 3 | 113

UNESCO (201@}aring andLearning Together. ACrpasionalStudyon the
IntegrationofEarlyChildhoodCareandEducationwithinEducé®ans,

UNESCO).

URBAN M. (2008) Dealing with uncertainty. iginges and possibilities for the
earlychildhoodprofessioiuropeanEarlyChildhoodEducationResearch
Journa) 16, pp. 13§152.

URBANM., VANDENBROECKM., PEETERSJ., LAZZARIA. & VAWAEREK.
Competence Requirements in Early Childhood Education and CRes. Co
Final Repor{Brussels, European Commission).

VANDENBROECK M., DE STERCKE N. & GOBEYN H. (Forthcoming) What if the
rich child has poor parents? The relationship from a Flemish perspective,
in. P. MOSS (Edgarly Childhood and Compulsory Education.
Recoweptualising the Relationsh{pondon, Routledge)

VAN LAERE K., VANDENBROECK M.& PEETERS J. (2011) Competence survey, in:
M. URBAN et al. (Ed§ompetence Requirements in Early Childhood
Education andCare. CoReResearchDocurfimissels,
EuropeanCommissidpp.3%;74.

VASSE T. (2008)f SEMenseignant: travailler ensemble. Le partenariat ville
école en questiofCRDP des Pays de la Loire).

VILLEGAS A. M. & CLEWELL B. C. (1998) Increasing teacher diversity by tapping
the paraprofessional poolheory into Pradte, 37, pp. 12¢130.






Chapter 4

PARENTS

The Democratic and Caring Deficit in
Wt | NByalrt Lyg@g2ft dSYSyidQ
Perspectives of Migrant Parents on
PreschooEducatior®

10 This article was submitted in December 2016 in the British Journal of Sociology of Education: Van Laere,
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Examining Pergetives of Migrant Parents on Preschool Education.






Chapter 4 | 117

Abstract

The discourse on parental involvement as a means to increase the educational

attainment of underprivileged children has gained ground in the scholarly and
policy field of preschool education. Nevertheldsss discourse is characterised
08 | WRSY2ONI GAO RSTAOAGQ AYy 6KAOK
determining goals and modalities of parental involvement in sociological and
educational studies (Tronto, 2013). 10 vidgl@ited focus groups witmigrant
parents were organised in the Flemish community of Belgium in order to
explore their meaningnaking of preschool education and the paresthool
relationship. The qualitative data suggest a perceived lack of attention for the
care dimension in agtation. While parents are eager to know more about

preschool, they cannot always express this eagerness. Based on these results,
we recommend that preschool policies, practices, and research should consider

communicative spaces for parents, professionalsd researchers in which
multiple, yet opposing, meanings can be discussed.

LI NBy i a
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4.1 Introduction

Since the 1960s, the relationship between social inequality and school has been

of considerable interest to sociological scholars and patiekers (Downey &

Condran, 2016). The mass dissemination of primary education in many

countries after WWII and of secondary education in the 1960s was envisioned

Fa Fy WSldzrfAaSNDR o6+xFy 12dz2idi ST mwnmcT tSaokK
affluent countries, the construction of presool education as an equaliser

before compulsory education gained momentum (Van Laere & Vandenbroeck,

2014; Zigler & Styfco, 2010). This is considered especially important for working

class children or children living in poverty, who are believed to need

O2YLISyal GA2y-O%# NUdINE S A NI WRA@A HLIa Q> Syl of Ay3
Slidzl £ F220Q 6AGK (GKS 20KSNJ OKAf RNBY Ay LN
+ YRSYONRSO1lZ Hnmno®d® ¢KS ARSIF 2F WLINBaOK22f
policies worldwide, consmlated by various studies that underlined the

importance of early learning as a foundation for reaching high educational

attainment and employment in later life, especially for children living in poverty

and children with migrant backgrounds (Heckman, 200&tthews & Jang,

2007; Unicef Innocenti Research Centre, 2008). In response to a recent
2OSNDASG 2F FAFTGE @SINAR 2F NBASENDK 2y WA\
Condron, 2016), Torche (2016) urged for the need to focus on preschool

education to give chiren equal educational opportunities, as societally

disadvantaged children have inequalities in skills that are critical for learning

even before children enter the formal educational system (Torche, 2016).

Despite this gradual shift in focus to the eqaalg potential of the early years,

the educational gap between children with high socioeconomic status and low

socioeconomic status (SES) and between children with and without migrant

backgrounds, remains persistent in many countries, albeit to a diffelegtee.

According to the latest PISA studies, Belgium is one of the countries with the

most pronounced educational gap, which is related to the home situation of the

children (OECD, 2013, 2016) .

Ly 2NRSNJ G2 wOft2aSQ (KS tiads NahisatioBsy & S RdzOl (A 2
have pleaded for increased parental involvement in preschool (European

Commission, 2015; OECD, 2006, 2012). Similar to studies in primary education

(Barnard, 2004; Carter, 2002; Hoo\Rempsey & Sandler, 1995), research

suggests that @rental involvement in the preschool learning of children is
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associated with better learning outcomes and later academic success (Arnold,

Zeljo, Doctoroff, & Ortiz, 2008; Castro, Bryant, Peigreanberg, & Skinner,

2004; Eldridge, 2001; Galindo & Sheld@0;12; Halgunseth, 2009; Marcon,

1999; McWayne, Hampton, Fantuzzo, Cohen, & Sekino, 2004; Miedel &

Reynolds, 2000; Sylva, Melhuish, Sammons,-Bliaaghford, & Taggart, 2004).

{SOSNIYt 2F GKSaS adGddzRASa RNI g dzZllRy GKS 9 LJ
InffluenDS Y2RSt 09LJAGSAYZE MbDyTI MdphbpT 9LAGSAY
model, different types of parental involvement are described in terms of what

parents can do at home and in the school environment to help their children

perform well at school and inter life (Epstein, 1987, 1995; Epstein & Salinas,

2004). Scholars in the field of sociology of education have criticised this line of

thought for several reasons (Lareau, 1987; Lareau & Horvat, 1999; Lareau &

Shumar, 1996). They point out that Epstein pates a model of consensus by

dzaAy3d GSN¥Xa adzOK Fa WLI NIYSNARAKALIQ YR WNEBI C
consensus, this model fails to acknowledge patterns of unequal power

distribution between diverse parents and schools (Lareau & Shumar, 1996;

Todd & HAY &S mMophpyod 2KSy 9LIAGSAYyQa G(KS2NBGAOI
SRdAzOF GA2Y I f L2t AOASAaY GKS F20dza Aa 2y Ay
involvement in education, starting from the assumption that all parents are

equal. According to Lareau (1987) and atkeholars who use concepts of the

Bourdieusian social reproduction theory, the equality of parents is a

problematic assumption, since parents have to deal with unequal financial,

social, and cultural resources. Parents, therefore, have different skills to

activate their cultural and social capital in order to create an educational

advantage for their child. By ignoring these differences, it is argued that it is

KFNR F2NJ LI NByda FTNBY @2NJAy3 2N £t 26SNI Of |
expectations about pantal involvement, as these are permeated by social and

cultural experiences of the economic middle class and elites (Horvat,

Weininger, & Lareau, 2003; Lareau, 1987; Lareau & Horvat, 1999; Lareau &

Shumar, 1996). Consequently, scholars pointoutthatachat Q STF2NIa G2 Ay @2
LI NByda YIF& LI NIR2EAOFIffte ONBFGS 3INBFGSN A
resulting in an even larger educational gap (Gillanders, Mc Kinney, & Ritchie,

2012; Horvat et al., 2003; Lee & Bowen, 2006).

A more participatory approdcon parental involvement may shed additional
light on this debate, by relating this sociological approach to a analysis of daily
practice and the lived experiences of parents themselves (Vandenbroeck,
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Coussée, Bradt,& Roose, 2011). It can indeed be mbtiwd both the work of

Epstein and Lareau bear a striking commonality: they do not question the

ultimate purpose of parental involvement and the very meaning of preschool

as increasing academic performances of especially underprivileged children. It

seemsthat the goals and modalities of parental involvement are defined

without the involvement of parents themselves. Tronto (2013) framed this
LIKSYy2YSy2y a4 | WRSY2ONI GAO RSTFAOAGQI GilKS
institutions (such as preschools) to refléicK S NB I @ f dzSa ' yR ARSI &
(Tronto, 2013, p. 17). As a result, they risk instrumentalising participation,

reducing the parents to spectators of their alleged problems.

This instrumentalisation of parents in the debates on parental involvernast
been severely criticized for thinkirgr parents, yet nowith parents (Rayna &
Rubio, 2010). Parents can help their children to achieve the learning outcomes
that the educational system puts forward; yet, they are hardly involved in
discussions on h kind of preschool education they want for their child
(Brougére, 2010; Doucet, 2011; Garnier, 2010; Hughes & Mac Naughton, 2000).
In this instrumentalising discourse, parental involvement has an alleged
preventive value in terms of avoiding school faluDne of the side effects of
this discourse is that noparticipation of parents is considered to be a problem
(BouverneDe Bie, Roose, Maeseele, & Vandenbroeck, 2012; Brougere, 2010).
All too often, it is assumed that poor and migrant parents therefoegedto
learnto participate. Doucet (2011) and Dahlstedt (2009) pointed out that ways
to increase parental involvement are actually codes or implicit strategies to
socialise underprivileged parents into the mainstream white middleclass
norms, but still wihin an inequitable educational project. Studies that give
voice to these parents, however, are only recently emerging (e.g. Tobin,
Arzubiaga, & Adair, 2013).

Ly &adzyx AyadadSIR 2F O2yaiNuzOGAy3a LI NByaGlrft A
educational gap in psehool, it is important to counter, what Tronto (2013)

NEFSNNBER (G2 FaziKS WRSY2ONI G4AO RSTAOAGQ FYR
parents themselves:what meanings do parents attribute to preschool

education? How do parents understand the relatibipswith the preschool

staff? In this article we explore multiple perspectives of parents with migrant

backgrounds in the Flemish Community of Belgium, as they are objects of

concern with regard to parental involvement and potential school failure of
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(et

their children (Dahlstedt, 2009; Doucet, 201C)A Y I f f 8 X S RAa0dzaa o6KI
meanings of preschool education signify for conventional approaches to
parental involvement.

4.2 Research context: the Flemish Community of Belgium

The Flemish Community of Belgiunhistorically characterised by a split system
with care services for children from zero to three years didderopvany
under the auspices of the Minister for Welfare; and preschool institutions
(kleuterschodglfor children from two and a half to six ysald belonging to the
educational system (Oberhuemer, Schreyer, & Neuman, 2010). Every child is
entitled to free preschool from two and a half years onwards. Over 99% of the
five-yearold children are enrolled in preschool, and 82.2% of the-amd-a-
half-yearolds are enrolled in a preschool in Flanders (Department of Education,
2015). Despite almost universal enrolment in preschool education, there is an
unequal attendance; children from migrant and/or poor families are more
often absent from preschodahan their more affluent peersthat causes policy
concerns, as it is associated with later school failure (Department of Education,
2015).

4.3 Methods

We organised ten focus groups in the autumn of 2014 and spring of 2015 of
parents with migrant backgrounde=66) in Ghent, Brussels, and Antwerp, the
three largest cities of the Belgian Flemish community. All parents in the focus
groups had children between two and a half and four years old. They gave
permission to participate in this study by oral informechsent and approval
gla NBEOSAGSR FTNRY (GKS SOGKAOFIT O2YYAadaaizy 27
of two weeks prior to the focus group, we met parents several times at the
school gates and repeatedly invited them to participate in this study. These
focus groups took place at the preschool premises without the presence of the
preschool staff. With the aim of including some hartiereach parents, we
also invited parents through the staff of five intermediary organisations that
work with young children é= Table 1). In order to include fathers, we
organised two focus groups solely for fathers. However, the-tutwas low,
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reaching only one father with migrant backgrounds (FG8) and one focus group
was cancelled.

Table 4.1Patrticipants of the focus groggdor parents

T
] . >T
S - | "
g °, 88| o0e| S2 3 o k5
5 2E23| 58| £3 Sg8 3
g #|=|_|088u|FT_.a Se EsES x
FP1 3 1|2 0 3 Dutch Researcher and socig Ghent
workers in NGO for
undocumented persons
FP2* 8 0|8 2 6 Dutch, Researcher in municipg Ghent
Turkish, school
Slovak and
English**
FP3 3 0|3 0 3 Turkish and| Social workers in Ghent
Dutch** community health
center
FP4 11|11 (10| 1 10 Dutch, Researcher in catholii Ghent
Turkish and| school
Arabic
FP5 8 0|8 2 6 Turkish** Researcher and socig Ghent
workers in toy library
FP6 2 |10|2 |2 0 Dutch Social workers in Antwerp
meeting space for young
children and parents and
doctors in community
based health centre
FP7 8 117 1 7 Dutch, Researcher in  statq Brussels
French and| school
English
FP8*** | 1 110 |0 1 French and| Researcher in ouwdf- | Brussels
Dutch school care
and state school / Socig
worker of center for
intercultural community
development
FP9 13|11 (122 11 Dutch, Researcher in privatq Brussels
French, NGO schoq|Catholic)
Turkish and
English
FP10 9 |0 |9 1 8 Dutch, Researcher in privatq Brussels
French, NGO school (Catholic)
Turkish,
Arabic and
English**
Total 66 | 5 | 61 | 11 55

* Including 1 grandmother
** With professional translator Turkigbutch, Turkistirrench
*** Three fathers participated in this focus group, one of which had a migrant backgrounds
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We chose to work with focus groups as they are considered a form of collective

research for participants in which the authority of the researcher is decentred

(Howitt, 2011aKamberilis & Dimitriadis, 2003). Furthermore, since the method

of video-elicited focus groups by Tobin (1992) has proven to be a good way to

OF LG dzNB LI NByiaQ @2A0Sa gA0GK Ydz GALIX S € y3o
reflections among parents were trigge by showing a 20 minute movie of a

day in preschool in the focus groups. This-sefle movie showed various

learning and caring moments and activities in a Flemish reception class starting

from the moment the parents and the children arrive at the presu.

Participants were invited to interrupt the movie and discuss it, which gave them

the opportunity to discuss meanings of preschool education without necessarily

having to criticise the school their children attended. They were also asked

whether theyF2dzy R GKS Y2@AS (2 0SS WieLAOIfQd 2 K)
underlying understandings and meanings of preschool education and the

relationship between parents and schools were identified (Tobin, 1992). The

focus group sessions lasted from between one arftalf to three and a half

hours.

All focus group sessions were autliped and transcribed verbatim. In

conducting a thematic analysis (Howitt, 2011b), we identified several general

themes that emerged from the data such as curiosity, inability to spedk

loud, care of the body, and belonging. Transcripts were coded along this initial

coding scheme. In a next step, we performed secondary coding guided by

additional literature on the dimensions of care and scripted practices, which
resultedintheidenfF A O GA2y 2F GKNBS YIAYy (GKSYSay LI NB
GKS @I tdzS 2F OFNAY3I LINFOGAOSAT YR LI NByGaQ

4.4 Results

44.1 The eagerness to know, experience, and
communicate

An eagerness to know more about the daily experiences of their chiligren
preschool ran through the discussions of parents, many of whom expressed the
hope that their children would feel well and actively participate in preschool
practice. They professed to having little knowledge about what exactly happens
at preschool and hHis was explained as having limited possibilities to
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communicate with the preschool staff and by an inability to enter the
classrooms in many preschools:

Every day | pass the school at about 10 a.m. You can see the children playing
at the playground. And laen your child is in one of the classes in front, you can
peek inside. But now my child is in one of the classes located on the other side of
GKS LI @3aNRdzyRd L 2dzali R2yQlU 1y2¢6T L Olyy2i( a
LINB&aOK22t (St OHKoSéherlage you@athg yiy2child wedl 6r S
not? (FB)

Many parents like this mother wanted to see for themselves and experience
how their children were doing in the preschool environment and how they were
being approached by the preschool staff. Otpharents stated that they did not
necessarily need to enter the preschool and talk to the teacher. Still, this did
not necessarily mean they were not eager to know what was happening. One
father claimed to not have a desire to enter the school; howeveurited out

at the end of the focus group that he was very curious to know more. He asked
the researcher for a copy of the movie so he could watch and discuss the movie
with his children. Generally, most parents expressed the desire to have more
contact wit the staff and not only as a oneay process of the school giving
information to the parents:

Parent 1: It would be a good idea if they could organise times at which the
school staff talks to the parents. How is it going for you as a parent?

Parent2: Sahey listen to our concerns about what we feel and experience.

Parent 3: It would be good to resolve some frustrations and even fears of
parents before the start of preschd@M®)

For several parents, the lack of concrete knowledge about what happened in
preschool, the perceived lack of reciprocal communication, or the inability to
be able to be present in preschool and experience it for themselves, generated
feelings of uncertainty, worries, and sometimes even frustration.

4.4.2 Questioning care in preschoolgmtices
¢KS SI3sSNySaa (2 1y26sx SELSNASYOSs yR 02Y)
preschool experiences was in many cases associated with questions about
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physical, emotional, and even political notions of care. A recurrent general
remark was that preschoallasses were understaffed which was believed to
hinder the ability to meet the care needs of all children.

4.4.2.1 Care as an activity and mental disposition

Many parents had questions about how preschool staff addressed the
physiological and emotional needstbe child during various moments of the
school day. Parents wondered how the school ensured that children ate and
drank enough during the school day as they had noticed that children often
came home with full lunchboxes. Parents also problematised toilents and

the perceived lack of followp by the staff, some of them having no idea if and
when their children were being taken care of after a toilet visit or after a peeing
accident or when their diaper was changed. Other parents complained that
their child was very tired from being in preschool. They stated that their child
needed sufficient sleep and were worried about the limited possibilities in
school to sleep or rest. The question of whether children were being well taken
care of not only concernethe physiological, but also the soedonotional,
needs of the child.

Parent: | noticed in the movie that the teacher does not want to see the
child.

Researcher: What do you mean by that?

Parent: During the whole morning she did not once go to the chitdiha
sitting alone and crying. At the start of the school day the teacher could embrace
the child and talk to the child. A teacher for me is a bit like a mother to the
children in the class. They have to be able to laugh with the child. Really embrace
the child! So the children can feel from the teacher that they are here and they
matter. | really was fed up with it last year. My child started in September and
everything went well until January. All of a sudden my child did not want to go
to school anymoreThis lasted until June.

Researcher: So what was happening?
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tF NBYydY L R2yQi 1y26H L NBFHffte R2yQl (1y26d L
KSNJ 6KIFIG g1 a 3F2Ay3 2y ¢KS (SIFOKSNJ 2dzad &l AR W
So | asked my son, he was just cryiBgeryday this was happening! | did not
1y26 6KFG GKS LINRBOfSY glad .dzi L R2y Qi GKAY]1 A
long time: six to seven months! The teacher needs to provide warmth if they do
this workg taking care of children. The child needst6fe WY& Y2(iKSNJ Aa 3J2ySs
odzi vYeé GSIFIO@WBANI Aa 6AGK YSQo

This mother addressed how care requires actual concrete actions like
embracing and talking to the child, which should stem from the preschool
teacher being caring and warm to children. Care was vieageboth an activity
and a mental disposition that the teacher should embody (Tronto, 1993).

4.4.2.2 Care as a phenomenon

The statements of this mother also reveal several symbolic meanings of care,
which ¢ according to Wikberg and Eriksson (20@B8Yyefer to careas a
phenomenon. In the last participantquofatz2 y = (G KS LJ NB yhé dz&
teacherR2Sa y20 6 yi ,iwhichidefe® indirgc8By toOtkeh f R ¢
importance of attention, a symbolic meaning of care that appeared repeatedly

in many stories of thearticipants. Several parents contested the perceived lack

of attentive supervisory staff during recess time: who supports the children,
particularly as some children can fall and hurt themselves or can be hurt by
other children in the outdoor playground®lthough attention as a symbolic
meaning of care was highly valued by the majority of parents, the way in which
OFNB Aa | OGSR 2dzi ¢6Fa SELINBaAadSR RAFFSNByt
personality, history, gender, soegonomic, and cultural backgroun¢ironto,

1993; Wikberg & Eriksson, 2008). Some parents thought that the supervisory

staff should be immediately adjacent to the children and protect them from

falling or fighting. Other parents underlined that falling is part of learning life,

yet the stdf should be attentive and able to comfort and actively listen to

OKAf RNBYy Qa vy S&wdaalhapperiedid be fathewg@Bniphasised

that children need to learn to defend themselves as many conflicts can occur in

the outdoor playground. They erhpsised the importance of an attentive staff

that can balance between giving freedom to children and intervening in order

to resolve a conflict or in order to physically take care of the child when they

are hurt.
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Besides the emphasis on attention, we idiéietl other symbolic meanings of

careinthe fodzd 3 NP dzLJA ® L y Redll§ ddbrdde té dhidih thel 2 y = &

last citation, the mother highlighted the need for bodily contact between the

preschool teacher and the child as a way to comfort and intesgtt the child.

'd GKS alyYS GAYS: aKS aevozfAortfte NBEFSNNBR
GKSNBQ YR Wly2gAiy3a (GKIFIGd GKS& YIFIGGdSNR® /I NB
to somebody and respecting and acknowledging the child in his/her individual

personality. The concern that children may be forgotten in the collective

preschool environment was patrticularly salient, as many children from the

participants had not mastered the dominant school language, which according

to the parents could jeopardize thell participation of the child in preschool

learning activities. From that perspective, parents hoped that children,

irrespective of their backgrounds, belonged to the group. Many parents

expressed fears that their child could be excluded in preschabklso in later

educational, societal, and economic life. The focus on attention, presence, and

belonging in the class and in society as symbolic meanings of care, seems to

touch upon a more political connotation of care (Hamington, 2015; Tronto,

1993).

4.4.2.3 Discontinuity in care

The mother finished her thought by articulating that the child needs to have the

feeling thatomy motheris3 2 y S o6dzi Yeé G Btte@inSglindh & SAGK YS¢
presence, and being connected are considered important symbolic meanings of

the care of a child in every life domain, including preschool and home. As care

permeates the human condition (Hamington, 2004; Wikberg & Eriksson, 2008),

several participants drew attention to a discontinuity of care between the home

and preschool envimmment. They expressed their wish for a more continuous

care across the privatpublic boundaries between home and preschool.

Parent: My child is actually not obliged to attend preschool yet. | think he
would rather stay with me. My child has a medical peoband | have asked the
teacher to ensure that he receives his medication with some yoghurt. When | told
KSNJ o2dzi (GKS @23KdNIiz aKS (2fR YS akKS 0O2dA R
Moreover, the teacher this week gave him triple the amount of medication tha
he actually needed. Thatade me angry and concerned. 2§P
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Due to the discontinuity of care, this mother claimed to feel a desire to keep
her child at home. Some parents proposed to collaborate more with the
preschool on the care of the children by, fexample, making healthy warm
food for the children in the preschool so they would eat.

4.4.3 Adopting a subordinate position

4431 From silent to silenced voices

While parents had questions on how care was provided in preschool, it did not
always occur to them thahey could raise these questions with the staff:

Parent 1: But you went to the teacher to ask this. | also have this question
but it never occurred to me to ask it, because school is a system and who am | to
change this system? Do you think it would reaitter if | asked this question?

Parent 2: That is not true. You cannot think like that. | had the same
experience: | thought it was too cold for the children to eat their fruit on the
outdoor playground. If you have aegtion, you should raise it. (BP

The first mother did not consider addressing questions about care because she
identified herself as being powerless in the school system. In response, the
second mother urged the first one to raise questions with the staff. But even
within the stories ofthe second mother, a dynamic of being silenced is
noticeable when she, for example, tried to ask the teacher why she was not
able to see her child in the classroom when she passed the school, as presented
earlier in this article.

Parent:l discussed thisith the preschool teacher. The teacher told me that
when she goes to higher grades, | will not be able to see her either. In the

beginning it was difficult for meto accef{h & > o6dzi y 26 3L QY dza SR

Moreover, this mother found it important to askuestions; yet, she perceived
her questions as an indication of being stupid:

Parent:l know that some of my questions avad or silly questions. It is a
personal issue: | experience psychological issues because my mother was never
really there for me wén | was young.

G2

Al o
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Researcher; So, according to you, what is another bad or silly question?

Parent: Let me think. For example, is there a toilet connected to the
classroom of my child? If not, how does my child has to go to the toilet by herself?
| asked thisquestion to the teacher andhe responded that children go
O2ttSOGA@GSte G2 GKS G2AtSdaod !'yR (G(KSy L
toiletswhichdo 2 G i 2Y 6Aff &8Bpdz 6ALIS FANARGKQOCt

It is remarkable that she by referring to her psychologicptoblemsg blamed

KSNARSET F2N KIGAy3d WolRQ ljdzSadAizya GKFG &SNS

concerns of other parents in the focus grougsiother mother implied that
staying silent is the best strategy for a parent in order to ensure that yald ch
will receive the best learning opportunities and not fail in preschool.

Parent: You are already happy that they do not send your child to special
needs education. Enefore, you accept the minimu(rP8)

Researcher: Any other reflections or thoughtstba movie?

Parent: No really big issues. | do not attach a lot of importance to the small
details of a preschool day. | know that it is not easy for a teacher to care for 15
children, for example when one cries. | do not want to judge this. | have other
things on my mind to think about: is my son doing well at school? Can he read
and write? That is what interests me the most. Ok, sometimes when he is

LJdza KSR 08 Fy2G3KSNI OKAfRX F2NJ SEIFYLX S K$

not say anything; | know thesthings can happen. Another time my son was
pushed and | had to come to the school myself to call an ambulance.(FP 8)

This quotation demonstrates that the father seemed to juggle between
consciously remaining silent and hoping that his child received gdadation

and care. In general, parents tended to be rather compliant and subordinate by
adapting their expectations to the implicit and explicit rules, norms, and
NRdziAySa 2F LINBaAOK22f AyaildAddziazyao
LINJ O (i mbié anaterial ¥ind social space is never a neutral context as it
directs human action as scripts (Antaki, Ten Have, & Koole, 2004; Bernstein,
2009; Vuorisalo, Rutanen, & Raittila, 2015). We found that some participants
tried to go along with these scriptegractices, while others challenged these
scripts.

{2YS

0 N.
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4.4.3.2 Following scripted practices

Despite some exceptions, most parents wished to have more contact with the
preschool staff. Nevertheless, since it was not customary in many preschools to
enter the class or hae extended talks with the teachers, parents tried to
approach the teacher, but restricted themselves to a maximum number of visits
per week.

ParentY L R2y Qi drf1 G2 GKS GSIFOKSNJ S@SNEB RIF& o
a week is perfect. [Other parimants nod their heads].

Parent 2 | try to contact the teacher once a week.

Researcher: Why this exact number?

Parent 1 If we talk every day to the teacher, it will be hard for her.
Researcher: Would you like this to be different?

Parent 1 Yes of coursd.ike, one hour per week so every day we can talk
with the teacher for 10 minutes. (EP

On the surface, it seems that these participants took a respectful position

towards the teachers in order not to bother them too much. Yet, their stance is

more likel to be coming from deference, acting according to the assumed

wishes or opinions of the teacher. The way parents engaged in activities that
the school organised to stimulate parental involvement, can also be interpreted
as yet another example of their sotdinate position.

Parent 1: Yesterday it was fruit day at the school. Parents cut the fruits and
brought them to all the preschool classes. Although | do not speak Dutch, by
AK2gAy3d Yé LINBaSyoOSs (KS LINBaOKz22ft adlFT¥sZ RANB
an involved parent.
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Parent 2: | have noticed that the more a mother is busy with the child, the
more the school will be concerned with the child and the mother. A lot of other
Y20KSNAE dzyF2Nldzyl 06te RARYQG O02YS8 G2 GKS FNUA G
AaAyO0S @2dz R2 y2i y 38dldIliketyaskdgbuIvBatwezanOdzii F NHzA ( X @
R2 F¥2NJ 2GKSNJ Y2G0KSNER a2 G(KSe& OFry 06S02YS Y2NB |
want the other mothers to feel excluded from the school. How can we make clear
totheothermotts N& Wt f SFaSs 02YS (2 (GKS aoOKz22f FyR RIF NJ
LINBAaOK2#®3) all FTFTHKQ

By doing these activities and expressing the desire that more mothers do this

as well, these mothers confirmed the construction of schumitric approaches

of parentd involvement (Lawson, 2003). Yet, at the same time, by reading the

AONR LI A YR WLISNF2NYAYIQ LI NByaGlrt Ayg2ft dSYsS
hope for themselves and for other mothers is to create a possibility to have

more communication with the tea@rs, even when parents did not speak the

school language. Since schaehtric parental involvement activities were

merely a means to this end, these mothers followed, but simultaneously

challenged, scripted practices with regard to parental involvement.

4.4.3.3 (hallenging scripted practices

As parents were often not allowed in the preschool classes, several parents
challenged these scripts by using the physical space in unconventional ways in
2NRSNJ G2 3AFAY Y2NB Ay T2 Nydxpeheicg. | 02dzi (G KSANJ

Parent 1: When | am bringing my daughter to preschool, | sometimes try to
peek through the windows. One day the teacher caught me doing this! [Some
participants laughl].

(Grand)Parent 2: You can also watch them from behind the trees! Just try
the trees!That is what | do when my grandson is playing on the outdoor
playground. [Laughter of other participants increa$eBR)

¢ KS ¢ thatdacher daught meand the laughter in response from the other
participants, indicate how the layout of a sdids a powerful tool to script
human actions according to certain expectations and constructed power
relations. The parents told us that the windows in this preschool were recently
painted blue so parents would not be able to look inside the classroohenW
parents did manage to have contact with preschool teachers, they stated that
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it was not easy to discuss matters of caring for children. It is noteworthy that
parents who tried to ask questions of the preschool staff wanted to legitimise
or excuse theineed from a cultural, gender, or personal perspective.

Parent 1: We, as a group of Turkish mums, we are always concerned. Will
my child experience difficulties, will they be sad, will they receive sufficient
attention?

Researcher; That is an interestirtgtement you make. How is this for the
others?

Parent 2: No, being concerned for your child is the same for all nsotinar
only Turkish mothers. (BP

The mothers discussed whether being a caring mother was a typical

characteristic of being of Turkishigin. A few mothers explained their urge to

discuss questions about care as the result of having only one child or of having
aconcernedlJSNE 2y Adeé 6aLQY D yrhisSdsiielSryS OF 4Ss L
LI NByida FLRf23AaAy3 T2 NonissugsrhytSeeted G dzLJA RQ O N
to matter less for the preschool staff. These explicit legitimations may also be

understood as a form of agency of mothers resisting being submissive to the
LINBaOK22f aONRLIiad .& WoflYAy3d é&kKSyaStaSaQ
or culture, they actually managed to table their questions in the preschool.

4.5 Discussion

We started this article by problematising the democratic deficit in educational
and sociological studies on parental involvement (Tronto, 2013). Due to an
increasimg belief in the equalising potential of the early years, the dominant
understanding of parental involvement as a means to increase academic
performances of underprivileged children has also gained ground in the field of
preschool education. Instead of adipg an instrumental role of parental
involvement in preschool learning, we explored the meanings paremghis

case with migrant backgroundgsattributed to preschool education and how
they position themselves in relation to the preschool staff.
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With regard to meaningnaking about preschool educatioparents in our

study concurred with concerns abottlie academic and economic future of

their children and the role played by early learning in preschool in this future;

yet, this is not what worried themrmost. Their primary questions concerned the

child and their bodily and sociemotional care needs in the present and the

actual belonging and participation of the child in the classroom, no matter what

their backgrounds or language skills are. Reinforgethb alleged importance

of early learning as an important foundation for later successful school and

work life for children with migrant backgrounds and/or children living in

poverty, aspects of care seemed to be undervalued in preschool policies,

practicSa s yR NB&ASEFNODK® t I NByiaQ NBIldSaGa F2NJ
belonging as symbolic meanings of care activities and attitudes touch upon an

even more political connotation of care since parents feared that their children

could be excluded from schband society. Tronto (1993) and Hamington

(2015) highlighted the political potential of care in public institutions like
LINBaOK22ftaz OfFAYAYy3 GKIFIG OFNB OFy aYlFAylal A
including our bodies, ourselves and our environmenthst we can live in it as

gStt a LRaaArAoftSé O0¢CNRBYyG2YX mMphoX LD mMamod

With regard to the relationship between parents and preschool, the focus
groups revealed an eagerness of parents to know what was happening to their
child in preschool, even when they didt show this eagerness by entering the
school or communicating with the preschool staff. Our data indicate that
parents take a rather subordinate position in relation to the preschool staff and
preschool as an institution. Accordingly, Lareau and Sh(h8&6), Hughes and
Mac Naughton (2000), and Todd and Higgins (1998) drew attention to the fact
that relationships between parents and schools are characterised by unequal
L2 6 SN REYylFIYAO0aY 6KAOK |INB 2FGSy YIFLaiSR o8&
that perspetive, Spivak (1988)sked herself the rhetorical questisHO y (G K S

& dzo I £ (0 SNWhatasLtigroite@onsciousnesef parentsin hierarchical

systems in which their knowledge about care and education is overlooked, not

recognised, or considered to lseibordinate to the knowledge of the preschool

staff (Hughes & Mac Naughton, 2000)? Indeed, our results show how subaltern

parents find themselves in complex and ambiguous positions in which they

adhere to, yet simultaneously challenge, scripted preschoadtces.
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Despite these attempts, the request to be more connected with the staff and

to be able to communicate and share in the care of their children remains

somewhat unanswered in the stories of parents. Due to a lack of reciprocal

communication and diague between parents and preschool staff, aspects of

care remain under the radar. Tronto (2013) relates this democratic deficit to a

OF NAYy3a RSTAOAGT GKIG Aaz dadKS AyOlF LI OAGASE .
ySSRa 2F OKAf RNIBAW. Fhe éothriédighbetviieenthose b LID ™
RSTFAOAGA 2NRIAYIFGSEa FNRBY daiKS O2yadNHzOGAZ2Y
outdated inheritance from Western political thought that misses important
RAYSYyaArzya 2F 020K 02y GSYLR2NINRI70F NAY3 | YR |
Parents in our study indeed questioned the discontinuity in care between the

home and school environment and asked to install a shared caring

responsibility, since care permeates the human condition and therefore cannot

be compartmentalised (Haington, 2004; Wikberg & Eriksson, 2008). In this

vein, Tronto (1993, 2013) argued that it is impossible to work on a more socially

just and inclusive society when care remains locked up in the private and

parochial spheres.

Our study has some importantriitations. Despite efforts, he focus groups
predominantly consisted of mothers, which could have resulted in gender
biased data. A second limitation is that we predominantly reached parents who
felt enough at ease to participate in a focus group in a stlemvironment.
Future studies may wish to encompass the perspectives of parents who do not
send their children or rarely bring them to preschool.

What do these meanings of preschool education and the pasehbol

relationship signify for policies and mtéces in parental involvement in

LINBaOK22f SRdzOFGA2YK CANRBRGXEZ (GKAa addzRe RS
participation is considered an ontological fact rather than an instrunfiarie

ar1sS 2F WwOot2aiAy3aQ (GKS SRdzOF ( Avllegddf AL LI 0 S g ¢
children, other insights (e.g., the importance of care) appeaaking into

account the position of parents as subalterns, preschool policies and practices

should develop conditions in whislvice consciousnessaddressed. This is not

a simple edeavor. Rather than claiming an equal partnership, schools may wish

to encompass a continuous search for creating moments of reciprocal dialogue

within unequal relationships. Instead of the more schoehtric approaches of

parental involvement (How canéyparents help the teacher and the preschool
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in reaching a higher educational attainment?), more parent and community

centered approaches of parental involvement are desirable (Doucet, 2011;

Lawson, 2003). Our resuksiggest that schoatentric approachesisk failing

G2 | RRNBaa o¢KIFIG NBIrtfe YFrGG4SNR T2N LI NByida
parent in these activities as a means of sharing information and caring

responsibilities of the children with preschool staff. Finatlycontrast with the

common undestanding of parental involvement as an individual responsibility,

preschool policies and practices should encompass a systemic view in which the

preschool plays a crucial role in initiating connectedness and solidarity with

parents.

Our study suggests thgarents want to be connected to the preschool and
share the care of their children, but face many barriddeas on individual
parental involvement as a means to increasing educational attainment of
underprivileged children risk perpetuating social inafities rather than
challenging them (Clarke, 200&Y.e therefore advocate that further research
take on a more systemic approach towards the passetiool relationship that
explores how a democratic and open atmosphere in the context of unequal
power dyramics may influence inclusive pedagogical practices for a diversity of
children, families, and communities. Quality indicators may be discussed with
parents and include webeing and physical health of children or ways in which
parents and communities fésupported by the preschool.
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PARENTS & STAFF

Early learning in preschool: meaningful
and inclusive for all? Exploring
perspecties of migrant parents and

stafft!

11 This chapter will be published in 2017: Van Laere, K., & Vandenbroeck, M. (Forthcoming). Early learning in
preschool: meaningful and inclusive for all? Exploring perspectives of migrant parehttaff.European
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Abstract

Over the last decades, increasing attention has been paid in research and

L2t AO0OASE (2 GKS AYLERNIFYyOS 2F OKAfRNByQa
foundation for later life. This is considered especially beneficiathddren

living in disadvantaged societal conditions and those at risk of school failure.

| 26 SOSNI GKS LISNBLISOGADSAE 2F GK24aS YvYz2ad Of 2a
namely parents and preschool staff, are often absent in early learning debates.

10 viceo-elicited focus groups with migrant parents and 3 focus groups with

preschool staff toke place in the Flemish Community of Belgium. By conducting

avwo2y @Sy iAz2yl f weRegentSiyhifar and/dpdosing Mméafings

that parents with migrant backgrtmds and preschool staff attribute to early

learning in regard to managing bodily needs of children and (dominant)

language learning in preschools. Based on these results, we recommend that

preschool policies and practices should continuously conceptuaady

learning in dialogue with parents so that inclusion and exclusion mechanisms

can be tracked, revealed, and dealt with.
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5.1 Introduction

Over the last 40 years, increasing attention has been paid in research and

L2t AOASA (G2 (GKS A yaly2leEkning/ i0 Preséhdol a® KA f RNBy Qa
foundation for later life. This is considered especially beneficial for children

living in disadvantaged societal conditions and/or those at risk of school failure

(Bennett 2012; Leseman and Slot 2014; Matthews and Jadig; 20elhuishet

al. 2015). We use the term preschool to designate all educational provision

before the compulsory school age.

Scholars present various viewpoints on what children need to learn in
preschool. In analyzing OECD countries, Bennett (2005)fidera continuum
between curricula with a focus on broad developmental goals (health and
physical development, emotional wdlking and social competence,
communication skills, and general knowledge) and curricula with a focus on
cognitive goals in schotike learning areas (mathematical development,
language, and literacy skills). Some scholars have focused escademic
learning including early language, math and science (Jomtaal. 2009;
Kermani and Aldemir 2015; Poe, Burchinal and Roberts 2004l others
stress social learning including civic and democratic learning (Dahlberg and
Moss 2005), developing pisocial behavior and selégulation (Shanker 2013)

or developing identity and seffisteem (SiraBlatchford and Clarke 2000). Early
learning can also concern physical development (i.e. gross and fine motor skills)
(Turner and Hammer 1994) and embracing physicality and the body as a way to
communicate (Giudiat al. 2001) or as a way to develop more cognitive self
regulation (Beckeet al.2014).

Whilst researchers have different views about what they value in early learning,
there is little research on the views of parents and preschool staff. The focus in
scholarly publications is often on what parents can do to help their children
achieve he learning outcomes that the preschool or government has set, rather
than on involving parents in discussions on the meanings of early learning
(Doucet 2011; Garnier 2010; Lawson 2003). A small number of qualitative and
guantitative studies have given aiee to parents, some focusing on general
opinions and expectations of preschool (e.g. Feictl. 2000; Gregg, Rugg and
Stoneman 2012), while others have addressed the perspectives of parents and

A0FFF 2y SENI & €SI NYAY ZThodl deldm@rdschool OKA f RQ& N
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(e.g. Arndtet al. 2013; Piotrkowski, Botsko and Matthews 2001). In these
studies, parents view early learning in preschool predominantly as a way to
prepare children for primary school. Therefore early learning is seen to concern
pre-academic skills in language, math and science (Aehdk 2013; Diamond,
Reagan and Bandyk 2000; Doucet 2000; Piotrkowski, Botsko and Matthews
2001; Tobin, Arzubiaga and Adair 2013; Whitmarsh 2011). Especially parents
who use a different language abhne, consider learning the school language as

a key objective to ensure a successful school career for their child (Durand 2011;
Gillanders, Mc Kinney and Ritchie 2012; Gregg, Rugg and Stoneman 2012;
Tobin, Arzubiaga and Adair 2013; Whitmarsh 2011). Qtasgnts have pointed

to objectives such as learning to socially interact, learning the routines of school
or learning to obey the teacher (Evans and Fuller 1998; &walt 2000; Hwa
Froelich and Westby 2003; Mc Allister al. 2005; Piotrkowski, Botsko and
Matthews 2001; Wildenger and Mcintyre 2011)

Several studies have shown how parents and teachers share a similar view that
early learning is about acquiring paeademic skills which prepare children for
primary school (GilWinters and Friedman 2006; Latanisomaet al.2008; Lin,
Lawrence and Gorrell 2003). In some studies parents have questioned this sole
focus of readying children in pacademic skills, instead underlining the
importance of social, emotional and phydisaipport as necessary aspects of
early learning in preschool (Hwaoelich and Westby 2003; Mc Allistetr al.

2005; Piotrkowski, Botsko and Matthews 2001; Wesley and Buysse 2003).
Especially parents with migrant backgrounds have emphasized this asréhey a
often concerned that their child will face discrimination and prejudice in
(pre)school and society (Jeunejeanal. 2014; Mc Allisteeet al. 2005; Tobin,
Arzubiaga and Adair 2013). Equally so, Wesley and Buysse (2003) have
documented that some teachelis the US may oppose the idea that early
learning is primarily about pracademic skills and school readiness as they
Of FAY G2 KI@S tSaa GAYS (2 adz2l2NI OKAf RNBy
and their need to explore and discover things on their gWesley and Buysse
2003). In the same vein preschool teachers, in a study by Adair (2012), have
expressed fear that children from migrant backgrounds are pressured to give
up their identity, due to discrepancies between school and home cultural
contexts. Several scholars have demonstrated how preschool teachers in
Nordic, Balkan and Continental European countries value more facilitating the
social, interpersonal and aesthetical development of children over the formal
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learning structures, such as circle @mand (preparatory) reading and writing
activities (Arndtet al. 2013; Brostromet al. 2014; Brostromet al. 2015;
Johansson and Sandberg 2010).

In conclusion, the apparent international consensus on the importance of early
learning may hold profound disemgments on what early learnirig. The views

of parents and teachers continue to be uneeplored and undetheorized.

This article contributes to closing this gap by analyzing the multiple meanings
that parents and preschool staff working with youndat&n between two and

a half and four years old attribute to early learning in preschool. The Flemish
Community of Belgium is a unique setting to do so, because it offers free
preschool for all children from two and a half years onwards. This allowed us to
concentrate on parents with migrant backgrounds in mainstream provision, as
these parents are often of political and scientific concern in regard to equal
educational opportunities (Bennett 2012; Authors own 2013)

5.2 Research context

Belgium is characterizday a split system in Early Childhood Education and Care
(ECEC) with childcare services for children from zero until three years old
(kinderopvang under the auspices of the Minister for Welfare, and preschool
services Kleuterschodl for children from twoand a half until six years old
belonging to the educational system (Oberhuemer, Schreyer and Neuman
2010). Every child is entitled to free preschool from two and a half years
onwards. Of the fivgiearold children within Belgium 99% are enrolled in
presclool, and of the tweand-a-half-yearold children 82.2% are enrolled in
preschool (Department of Education 2015); this is one of the highest enrolment
rates in the EU (European Commission 2011). In many preschools, entry classes
(instapklassendr receptionclassesdnthaalklassenare organized for children

who are between two and a half and three years old. In other preschools, the
youngest children attend the first grade class of preschool, which comprises
children from two and a half to four years old.pfeschool class consists on
average of 2625 children with one teacher, although this may vary depending

on the school and the time of year (Hulpia, Peeters and Van Landeghem 2014;

l dzi K2NB 26y HAMMOD® ¢S OKSNER 2FaGSy KIF @S
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for caring for the youngest children (e.g. potty training, eating) while preschool

teachers are responsible for the formal learning activities. All preschool

teachers holdr o0 OKSf 2 NRALINRSYEIWBS SRWZOLINB 2y yR (S|
assistants usually have a secondary vocational degree in childcare (Authors own

2012).

5.3 Methods

5.3.1 Inviting respondents

We organized 10 focus groups of migrant parents who had children between

two anda half and four years old (n=68) and three focus groups of preschool

GSIFOKSNE YR (SIFOKSNRA Faaradlyda 2Nl Ay3 ¢
the cities of Ghent, Brussels, and Antwerp. The respondents gave permission to

participate in this study bgral or written informed consent and approval was

NEOSABSR FTNRY (KS SUKAOFKf O2YYAaarzy 2F (KS
invited by the researcher who repeatedly was present in different schools and

organizations that work with young families. Stafiembers were invited

through different educational umbrella networks. With the exception of three

teachers, most staff members worked in schools than the schools that the

LI NByiaQ OKAftRNBY FTGGSYRSR® 2KAES aLlSFH{Ay3

parents (r=7) who could not attend the focus group, provided relevant

information concerning the research question. Therefore we also included their

input in the data analysis.
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Table 5.1Respondents Focus Grouparents

o T
§a I 02
0 o c
2 585 m > o
5 233 | £76 =0 g
& v | «| 680 | £.8 S8 g
FP1 3 1 2 0 3 Dutch NGO for undocumented
persons
FP2 8 0 8 2 6 Dutch, Turkish, municipal school
Slovak and
English**
FP3 3 0 3 0 3 Turkish and Dutch**| community health center
FP4 11| 1 | 10 1 10 Dutch, Turkish and | catholic school
Arabic
FP5 8 0 8 2 6 Turkish** toy library
FP6 2 0 2 2 0 Dutch meeting space for young
children and parents
FP7 8 1 7 1 7 Dutch, French and | state school
English
FP8 3 3 0 2 1 French and Dutch center for intercultural
community development ,
out-of-school care
and state school
FP9 13| 1 |12 2 11 Dutch, French, private NGO school
Turkish and English | (Catholic)
FP10 9 0 9 1 8 Dutch, French, private NGO school
Turkish, Arabic and | (Catholic)
English**
Other 7 2 5 2 5 French, English and| small conversations while
parents Dutch inviting parents for focus
groups
Total 75| 8 | 67 15 60

Table 5.2. Respondents Focus Groups Staff

c co
= o | T
8 38
c c A
v 255 | 25 =5
= = $3% | g8 23
I o XS 58 S 9
n a o | o WaX | Lo > Ec
FS1 preschool teachers| 8 8 |0 4 4 pedagogical guidance center
private NGO schools (Catholic)
FS2 |[GSIH OKSNJ 13|13 |0 5 8 pedagogical guidance center
assistants private NGO schools (Catholic)
FS3 preschool teacherd 12 | 12 | O 10 2 local network of private NG(Q
Iy R St ¢ schools  (Catholic), municipa
assistants schools and state schools
Total 33133 |0 19 14

** = with professional translator Turkidbutch, TurkistiFrench
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5.3.2 Videocelicited focus groups

Spivak (1988) argues several reasons whysihigalterncannot or does not

speak; capturing the opinions of parents from migrant backgrounds is therefore

notsefSPA RSy G d | 20 2F KSIASY2YyAO O2f2yAlf N
to people who find themselves in the margins of society, often Itasuthe

reverse effect by addressing people in their vietand helpless position and by

doing so people are unintentionally silencé&pivak, 1988 Because of this,

Tobin (2013; 2007) developed a method of conductingeaHelicited focus

groups that has shown to give a voice to parents and preschool staff. In this

study, discussions and reflections among parents and preschool staff were

stimulated and evoked by showing a short movie of a day in a preschool entry

class. T movie shows how 19 children, with and without migrant

backgrounds, experienced a half or full day at a preschool in Lokeren, a small

town in Belgium. The scenes include parents bringing and fetching their

children, teacheiguided and free activities ifass, free time at the outdoor

playground, toileting, snack time and lunchtime. Respondents were invited to

interrupt the movie and discuss it. They were also asked whether they found

GKS Y2@AS (2 0SS WieLAOItf Qd 2 Ktandidygs RA &4 Odza a4 A y 3
and concepts of early learning were identified (Tobin 1992). No additional pre

structured questions concerning early learning were asked. The focus group

sessions lasted from between one and a half and three and a half hours.

&
O\

5.3.3 Data recording andata analysis

All focus group sessions were autiped and transcribed. In conducting a
YOy @Sy iAaz2ylt O2ydSyid lFyltearaqQ ol aASK | yR
axial coding and identified themes separately for staff and parents: language
development;social development; discipline and structure; geljulation and
autonomy; and preschool readiness., After discussing these initial themes with
the second author, the first author regrouped and recoded the data. Within this
time consuming process, thramderlying core themes became apparent: fear

of exclusion, managing the body; and readying children for early learning. These
three themes were of a different analytical order than the initial themes that
were more clear and seemingly evident when listgniio the focus group
discussions. These higher order themes were then coupled with the initial
themes to discover similarities and differences between the perspective of
parents and preschool staff.
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5.4 Results

5.4.1 Fear of exclusion

A fear of exclusion from earlgarning ran through the discussions of parents,
many of whom expressed the hope that their children can actively participate
in preschool learning practices. Other parents associated this fear with the
desire that their child will have a prosperous futureterms of school and
employment. Some parents were concerned that their child will not succeed
and will get left behind in school or be sent to a special needs education facility.

Parent: You are already happy that they do not send your child to special
needs education. Therefore you accept the minimum. (FP 8)

In order to prevent this from happening, this parent tends to be compliant with
the preschool institution. The fear of exclusion towards their children causes
parents to be prepared to adapt theexpectations to the norms of the teacher
and the school system.

t I NByida FRRNBaaSR RAFFSNByd FawLlsSoaGa 27
learning practices, such as language learning. They considered learning the
dominant language (Dutch) of the saido be imperative for inclusion. They

claimed to notice a difference in the treatment, and consequently the learning,

of children who speak the dominant language compared to those who do not.

Parent 1. The other children have Dutch as their mother tongue
children have Turkish as their mother tongue and Dutch is the second language.
That is why those children have more priority than our children.

Parent 2: Actually, there is no difference because they are all children. But
the language is the bidifference. One child masters the Dutch language better
than the other children. That difference will disappear from the moment the child
masters the Dutch language. (FP2)

This quote illustrates a common belief among parents that all children will be
treated equally once they master the Dutch language. For this reason some
parents tried to teach their children Dutch or to find other organizations (e.g.
child care) or persons to assist them in teaching their children Dutch prior to
preschool. In contrast, ber parents considered Dutch language teaching to be

OKA f
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the responsibility of the preschool because it is something the school can offer
and because they wish to preserve their home language. Some parents
guestioned the tendency for them to be held responsitaihen their child does

not make enough progress in learning the dominant school language:

Parent: The teachers often tell me that my child speaks a foreign language
with the other children. But it is their task to teach them Dutch! Once they told
me to find another school. But what is wrong with my child when the basis of
learning in preschool is not properly done? Teachers should have better training
in supporting children in learning the language. The teachers should work harder
and not conveniently statthat my child has a problem. | do not talk Dutch at
home because | am not able to speak it well. At home | speak French and Arabic.
YR 6KSy Yé OKAfR 0O2YSa K2YS> KS aft SSLxi
teacher.(FP9)

Because the preschool teacher mast the dominant language of school and
society, they were by many parents considered as agatekeeper to their
OKAf RNByQa fSIFENYyAy3a LRaairoAftAiArsSa Ay
society. They urged, for example, more teachdtiated early languge
learning instead of chiléhitiated learning activities, especially in situations
where all children in the class spoke different home languages. From this
perspective, some parents expressed worry that there are too many children in
each class for théeacher to give each child the necessary language support.
Other parents questioned the initial training of preschool teachers, which they
considered insufficient for enhancing the second language development of
young children in a multilingual context.

Besides the importance of learning the dominant language, many parents
addressed the social learning processes that emanated from being in a group
of diverse children. Parents considered the diversity of the children to be a
potential enrichment for the permal, social and pracademic learning
opportunities of the children, which in turn could endorse their inclusion in
school and society. It was for example assumed that by being in a diverse group
of children, children could help each other to learn so afbld would be
excluded.

Parent 1: They see the world in the class. They learn habits in how to deal
with people.

2 NR S N.
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Parent 2: That is how they gain setinsciousness and more self
confidence. (FP7)

This concern for exclusion in early learning practicesemdisely absent in the

F20dz2 3IANRdzZL) RAAOdzaaA2ya 2F LINBaOK22f GSI OK!
G2 G§SIFIOKSNRa FaaAradqryida LINRofSYFGAASR LR
preschool and underlined that early learning, if well organized and well thought

oui Ay LINBaoOKz22f OFYy YIFI1S I RAFTFFSNBYyOS Ay |
of the Dutch language and social and intrapersonal competences to be an asset

for further educational possibilities.

¢SHOKSNRa laaradlydy 2S5 rwle®Smahy dzy AljdzS G &aj
children. In a school career of a child this really can make a difference.(FS2)

5.4.2 Managing the body

Parents and preschool staff expressed similar views that young children learn

to manage bodily needs such as eating, drinking, blowing their, noseting,

sleeping, comforting, and dressing themselves. Learning to deal with these

processes, which are connected with the physiology and emotional state of the

human body, was considered a crucial issue for young children.

Notwithstanding this commoground, there were differences between parents

FYR LINBaOKz22f adl¥FQ NBFraz2yAy3d NBIFNRAYy3I 4K
how, when and where children are supposed to acquire these abilities. While

YIye LI NByta O2yaARSNBR YwoldeG2sMaked 3 | dzizy2Y?2
SRdzOF GA2y Lt YAaarzy 2F G(GSIFOKSNE |yR LI NByi?
selfa dzZFFAOASY O AY OLINBLAOK22fQ (2 0SS (GUKS AYRA
the parentchild unit).This subtle but important difference between the
0SIHORENBAQLII A 2 ya d2FFF AIGKRSS yWXS fOKAE R | yR G KS LI N
2F (KS WhHdzi2ay2Y2dzaQ OKAfR &dK2dAZ R 0SS y2i0SR«
intermediary position in this divide.

{ SOSNIt LI NByilha YR GSIOKSNRa FaaAiadlyda dzy
to be a part of the upbringing of a child which will help the child in their present

and future lives to become autonomous at home, in school, and in broader
society.

Parent 1: The children need to learn things that will help them in their lives
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Researher: Like?
Parent 1: Things for in the home like dressing themselves, go to the toilet.
Parent 2: They learn to be autonomous!

Parent 1: Yes, that is it! (FP7)

N
w
0O

CNRY (KA& @GASsLRAY(H &a2YS LI NByda yR
preschool teachers do natiways facilitate these learning processes enough in
preschool.

Parent: One of my friends sends her child clean and tidy to school. Although
my friend always puts a handkerchief in the pants pocket of the child, her child
often has snot on her face whertuening from school. The teacher told her that
her child needs to learn to blow her nose herself. My friend thinks that her
daughter is too young for this and this causes issues. For example last year her
child had snot on her face on the school pictufe 5

l'a akKz2gy Ay GKA&a OAGFOGA2YZEZ a2YS LI NByida |y
expressed that preschool teachers often consider toileting and-tmsing to

be the sole responsibility of the child. These practices were considered age

inappropriate becada S G KS OKAf RQa 26y NKeiGKY Aa y2i0 NE
to natural processes such as toileting and eating or because parents were used

to different educational practices in the country of origin. A few parents

wondered if a child needs to be trained tougano support at all from others in

learning and be completely independent, which indicates a sense of
WAYGSNRSLISYRSyOeQ ¢AGKAY GKS SRdzOF GA2y L 3;
0SIFOKSNRa aaAradlyda adldSR GKIFIG GKSe& GNB 0
of individual support from the teachers as they consider this a vital part of a

OK A f Rlfig aad3darhing in preschool.

Several teachers stated that learning to manage the bodily needs was a typical
learning process for young children. Some teacheid $®y prefer children

who have already learned to manage their bodily needs at home or in a
childcare center. Some parents concurred with this idea as they were afraid that
their children will not receive appropriate attention from the teacher in early
learning processes if they cannot manage their bodily needs by themselves. If
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this was the case, the teachers stated that children should learn to control their
YySSRa |a az22y | a LI aadida® TSA OAYS y20NR SANY  (1(RK S SLANZBY?

Teacher 1: Inygmnastics the older children go alone to the toilet and the
younger ones go to my class. But they all do this independently.

Teacher 2: That is fantastic!

¢SFOKSNI MY L FAYR GKAa O2yOSyASyd +a 68ttt XL
R26y Q I y R niing8ith their ipdntg ®wrik One on the toilet and off the
toilet and ...hop, time for the next one.

Teacher 2: Wow, that is great! You drilled them well! (FS1)

¢KS dzaS 2F GKS @SNbD WwWi2 RNAEEQ Ay GKS 1 ad
to discipy S GKS OKAfRQE 02Reé AY -azaNRINABYRE OSY
Disciplining the body also played a role in ensuring that children sit still and

obey the rules of the teacher:

Teacher: | have a serious little fellow in my class. | only have 16 ohiidre
my class. He is a very bright child. But to me it felt on the first school day like he
ga GKS SljdzA@lFfSyd 2F mn OKAftRNBy® {2 L gla f.
Fo2dzi 0KAAQY L (221 KAY FAOS GAYSAa I NRdzyR KAa
knog WKSe @2dzZ Ad Aa tA1S (GKA&AQ yR (KSy L Lidzi K
showing, he stays on the bench. (FS1)

alyed (GSIFOKSNBR FyR a2YS GSIFOKSNR& laaAradl yd
AdzZFFAOASYGQ a az22y | a4 Ligperdbothe®iasi2 OKAf RN
they regularly claimed in the focus groups that the adhliiid ratio does not

suffice in preschool: learning children to control their bodily needs was

considered a way to unburden the teacher.

Teacher: | run around a lot and when | wamtstart my painting activity,
he pees in his pants. Then | have to remove the painting materials and the
scissors so | can first clean the kid. Sometimes | feel the frustration at the end of
GKS 6SS1Y WoKIG RAR L FOldztte | OKAS@®S GKAa 685

The fodza 2 ya d#FFFS\IOM Sy O0eQ ¢Syl o0Se&2yR YSNBte |
illustrated in this quote, the undisciplined body of a child was perceived as a
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hindrance to the educational work of being a teacher, which is in clear contrast
with the parental conceptio®2 ¥ (G KS Wl dzi2y2Y2dzaQ OKAf R®

5.4.3 Readying children for early learning

A recurrent view of preschool teachers was that young children between two

FYR I KFEfF FYR F2dzNJ @8SIFNBR 2fR FNB 2F0Sy yz2i
their undisciplined bodies and tirelack of understanding of the dominant

language of instruction.

Teacher: It is impossible to do everything you have planned with the young
children. In the second and third class of preschool you can progress more than
with the younger children. With thgoung ones a toilet accident happens now
and then. (FS 1)

¢SFOKSNY ¢KSANI O2yOSy iGNl GAZ2zYy A& SEOSaargsSte
AYGiSNBaGSR® ¢KSe& R2 y20 dzy RSNRilFIYR 6KSy L al @
1y26 6KIG WoA3IQ YSihiytask Byt thesé &Sstich Bdsiy y 2 i R 2
things! (FS 1)

Accordingly, preschool teachers expressed frustration that they cannot do their

job as they learned it in University Colleg¢hen asked what was meant bsal

learningand real johy haziness prevailed amng the teachers. Indirectly, we

identified some discussion items related to this real j@mme teachers

addressed the importance of activities such as painting or circle time and

learning about time and weather. Others referred to mathematical initiation

sensory exercises. Disciplining the bodies of the children and learning the basic

Dutch terminology was seen as prerequisite for children to be ready for early

learning in preschool. Several staff members stated that parents should make

their childrenready for early learning prior to starting preschool, which in some

cases resulted in incidents in which parents were pushed to keep their children

G K2YS AT GKS& IINB y20 O2yaARSNBR NBI Re& Sy
assistant tried to problemate these incidents by addressing her own
SELISNASYOS a | Y2GKSNJ 2 GKS 20KSNJ S+ OKS)
focus group.
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¢Sl OKSND&a aaAradlryay I NByQlG e2dz 020KSNBR o0&
just not ready for potty training andthenyo8€t f G KSY W, 2dz OFlyy2i 02YS
LINBaAaOK22ft Qd a& FANRG a2y A& 02NY LINBYIlF GdzNBt & Iy
trained. | tried many times. He started to become potty trained in the beginning
of the first year of preschool. But then | started thinkidg.would miss a whole
@SN 2F a0K22f AT KS glayQid Ftt26SRd . SOlFdzasS A
they? (FS3)

Some parents have adopted the view that they are responsible for preparing

their child for preschool. To this end, some of these parenedtdr advised

20KSN) LI NByda G2 aSYR GKSANI OKAf RNBYy (G2 OKA
f SENYyAYy3I Ay LINBaAOK22fd hiKSNJ LINBadOKz22ft (S|
considered it a shared responsibility between parents and staff to make

children as soor & LJl2aaAofS WNBFReQ TFT2N SINI& SN
GSFOKSNRa lFaaraidlyida IyR &aS@SNIf LI NByida
learning and learning to manage bodily needs inherent to early learning in

preschool instead of viewing it as a prerequisgeearly learning.

5.5 Discussion

Despite the proclaimed importance of early learning as a foundation for later
life, the voices of parents and preschool staff of young children are often absent
in these debates. In this study we have demonstrated how paramd
preschool staff attribute similar, yet at times opposing meanings to early
learning.

As previously pointed out in a few studies (Mc Allist¢ral. 2005; Tobin,

Arzubiaga and Adair 2013), the data results reveal an omnipresent fear of

exclusion in edy learning which can be concerns for all parents but have

particular relevance to parents with migrant backgrounds. With the exception

2T (o2 GSIFOKSNNa lFaaradlyidazr LINBSaOKz2z2f adl ¥
exclusion in early learning. Whilengaits assigned a central role to the staff as

gatekeepers to inclusion (i.e. through language support) the teachers did not

explicitly acknowledge this role. Instead, teachers often used deficit terms to

refer to children from migrant backgrounds as beWd§ | y 3 dz- 3S L322 NR 2 NJ WK
EFy3dd 385 RSE1E2Q FYyR & | 0O2yasdldsSyds az2vs
perceived as being not motivated or interested in early learning. This implies
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that teachers view dual language learners as problematic and situate the

problem first and foremost in the child or the parent, rather than considering

K2g G(GKSasS tSIFENYSNaA SYyNAROK GKS &aoOKz22ftf Sy@dAiN
f SENYyAY3 A GKSANI NBalLRyairoArAtAdeod ¢KAA Aa
deficit beliefs in the learning pabilities of children inform how they interact

with these children, which in turn impacts negatively on their learning

outcomes (Pulinx, Van Avermaet and Agirdag 2015; Sidlatening and Swick

2006; Van Houtte 2011). This field of tension between the pmstpes of

parents with migrant backgrounds and preschool staff, challenges the popular

consensus that ECEC is particularly beneficial for migrant and disadvantaged

children (Bennett 2012; Matthews and Jang 2007). When emphasizing the

importance of earlydarning of young children as a foundation for life, it is

imperative that (often unintentional) inclusion and exclusion mechanisms in

early learning are tracked, revealed, and dealt based on continuous dialogue

with children, parents and preschool staffetinselves.

The existing literature seems to display a consensual opinion that early learning

in preschool makes children ready for learning in primary school (e.g. Arndt

al. 2013; LareCinisomeet al.2008). Our study shows how readiness ideas also

occur in regard to making children ready for learning in preschool. Many
GSIFOKSNE> a2YS (GSIFOKSNna Faaradlyda |yR L
practices, such as disciplining the body or teaching the dominant language,

should take place prior to preschool entwhich implies that children must

beforehand adapt to the preschool system in a unidirectional way. In contrast,

aSOSNI LI NByida yR (SIFOKSNRa lFaaradlrydaasz |
learning the dominant language as an inherent part of early learning in

preschool, seem to place less emphasis on readying children and adapting them

to the system. Bloch and Kim (2015) problematised the introduction of a formal

y2UA2YyY 2F WNBFIRAYSaaQ Ay GKS 1 SFR {dF NI LINE:
OK A f R NBfgr@miotiofidh $aBility and security were increasingly reframed

as competences or skills within a developmental hierarchy that children need

to possess and demonstrate. If the child cannot sufficientlyreglfilate and

demonstrate the required skills litecomes the problem of the child instead of

the problem of the teacher, the preschool or the curriculum (Bloch and Kim

2015). Moreover in our study many parents and preschool staff experienced

that children who did not master the dominant language and hatattended

childcare before, had a higher risk of experiencing adaptation problems, which

























































































































































































































































































































































