
Developing home-school links: Implications for 
learners, learning, and learning support 

Don Passey 
Senior Research Fellow, Department of Educational Research, 

Lancaster University, Lancaster LA J 4YF, United Kingdom. 

dpassey@lancaster.ac.uk 

Abstract: It is a fact that school-home links can be developed now by utilising a range of 
possible communications and information technologies. Yet there has been 
rather limited exploration of the implications of developing such links. It 
appears often to be a commonly held view that creating mere physical links 
will create positive outcomes. This paper will draw on the outcomes of a 
range of current and recent evaluation and research studies that have focused 
on home-school links, will explore the limitations of establishing technological 
links, and examine further educational and social factors which should be 
considered and integrated into successful models of home-school practice. The 
paper will show that learning expectations shift when home-school links are 
successful, but that learners in the traditional sense are not then necessarily 
learners in the same. 
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1. INTRODUCTION 

The importance of home-school links, which lead to posItIve parental 
support for educational endeavour, should not be underestimated. An article 
in a recent daily newspaper describes how a head teacher of an inner city 
primary school is striving to create an environment where parents positively 
support their children, let alone the school. A headline calls parents: "The 
real enemy in the classroom", it says how: "This heroic teacher believes 
passionately in her pupils. Yet the shocking truth is that it is the parents who 
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are often holding them back. Some can't even be bothered to get up in the 
morning to send their children to school. .. ". The article also, however, 
offers a rather different perspective, by quoting one parent as saying about 
her child: "Our Perry wouldn't dream of going to university. He's already in 
a category where that doesn't happen. You have to be a certain type of 
person to go to university. Our Perry doesn't even want to go to school some 
days." (Daily Mail, 11 December 1999). The limited vision and low 
expectations that are summed up by this parent are not uncommon, and are 
not newly arising. The evidence of research studies such as those of Jackson 
and Marsden (1966) identified exactly parallel concerns decades ago. 

2. EFFECTIVE HOME-SCHOOL LINKS 

The issue for teacher practitioners, school managers, and policy makers 
alike, is how to provide an educational experience which offers pupils the 
potential to succeed, and involves parents so that they are empathetic with, 
and supportive of, the processes. Some schools, and some policy makers, are 
currently considering information and communications technologies (lCT) 
as a means to develop these positive educational experiences. This paper will 
show that creating physical links and offering the potential will not in itself 
be sufficient to gain the called-for result. Home-school links need to 
consider overall (but not in any priority order): physical infrastructure 
linking schools with homes; accessing technologies enabling access by those 
involved at times and places appropriate to learning; content provision 
enabling learning activities and interactions to be undertaken; activity 
development providing opportunities for creation and amendment, according 
to the involvement of those guiding the educational processes, as well as 
those creating the educational outcomes; and criteria to assess the success of 
outcomes, and who hold and use these criteria for what purpose. 

It is essential for those developing home-school practice that the factors 
affecting, and leading to, potential successes in this domain are understood 
and used to frame those developments. This paper explores a range of these 
factors, and some of the implications, through instances of practices already 
under development. 

3. EXISTING HOME-SCHOOL LINKS 

Discussions with teachers and head teachers show that schools continue 
to place a significant emphasis upon developing home-school links, to 
achieve shared educational vision and purpose, and to create the means 
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which enable pupils to develop educational outcomes in both school and 
home environments. Schools often develop: 

parent and teacher associations (where parents and teachers can discuss 
joint endeavours to support educational needs, and put on wider social 
events to enable interchanges of ideas whilst at the same time generating 
additional funds); 
parent meetings (where parents can discuss their children's progress, and 
whether particular emphasis or support might help them further); 
parent newsletters (to keep parents informed of school wide 
developments, and the achievements and expectations of the school and 
individual pupils or groups of pupils); 

• parent workshops or courses (where parents can attend during the day, or 
at weekends, to focus on specific interests or skills, and perhaps gain 
forms of qualification or accreditation); 

• homework (tasks in subject or curriculum areas to do outside school); 
homework diaries (where parents are made aware of homework set each 
day, where they may need to be involved in supporting this homework 
actively, or perhaps signing it off when completed); 

• open days (where parents are able to see a range of activities their 
children experience in the school, and where they can gain ideas of the wider 
scope and intentions of the curriculum); 
• in-school parental support (where parents are encouraged to come into 

school, to support pupils in lessons or in a wider resource capacity); and 
prospectuses or brochures (in which parents are given often detailed 
information about school organisation, management and intentions over 
a year long period). 

An analysis, of characteristics of each of these forms, which might be 
considered to be more 'traditional' types of home-school links, suggests that: 

• many home-school links are focused at an institutional level on the 
school, with very few focused on the home; 
• provision only implicitly offers ways for parents to become involved in 

setting a longer term vision and higher expectations for their pupils; 
• few methods involve parents and pupils directly in mutual activities; 
• links between short term provision, and medium and longer term 

provision is loosely linked, if at all; and 
interactions depend largely upon formal written information or 
communication flow, or infrequent formal social interactions. 

Overall, this traditional range of home-school provision can be 
considered through a number of features. Individual characterisation of each 
form through a number of features is offered in Table 1 below. 
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Table 1. Features of home-school provision of various types 

Type of Form and type of Key Institutional focus, and 
provision interaction recipients period of focus 
parent and discussion, social, parents, and school, largely, over 

teacher face-to-face, two-way teachers long term, at least one year 

associations exchange usually 

parent information, social, parents, pupils, non-institutionally based, over 

evening face-to-face, can be and perhaps medium term, usually up to one 

meetings two-way exchange teachers year 

parent information, written, parents non-institutionally based, over 

newsletters one-way directional medium term, but usually post-

event reflective 

parent support, social, parents non-institutionally based, over 

workshops usually face-to-face, medium term, often up to one 

or courses one-way directional term or one year 

homework task-driven, written, pupils non-institutionally based, over 

one-way directional short term, usually up to one 

week 

homework information and parents, and school and home, over short 

diaries support, written, two- pupils, also term, usually one day or one 

way directional teachers week 

open days information, social, parents school, over long term, at least 

observation, can be one year 

two-way exchange 

in-school support, social, pupils, or school, over medium term, 

parental largely one-way teachers usually one or more terms 

support directional 

prospectuses information, written, parents school, over long term, usually 

or brochures one-way directional one year 

4. LEARNING CONCERNS, OF PUPILS, OF 
TEACHERS, AND OF PARENTS 

The outcomes of current home-school links identified and listed above, 
suggest a number of immediate weaknesses: 
• if home effect on pupil learning is so important (and many sources 

suggest it is), then more institutionally focused effort on the home 
should be encouraged; 
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if parental expectations for children are low, then mechanisms should 
enable longer term vision by parents to be developed; 

• if parents are to develop long or medium term vision, their involvement 
in mutual activities with their children may be one way in which they are 
likely to gain a greater understanding of intention, and a greater interest 
in what is being offered to their children; 
if parents are to become more concerned with longer term vision, the 
links between short term tasks and longer term vision should be made 
much more explicit; 
if parents are to become involved to greater extents, more ad-hoc, more 
frequent, and more informal means to communicate need to become 
available to them. 

The lack of opportunity for parents to develop longer term vision and 
expectations painted by this analysis is potentially exacerbated by two major 
factors. Firstly, differences in time frames operated by varying socio
economic or employment groups. For example, a company director is likely 
to work on time horizons of at least one year, if not five to ten years. A self
employed painter and decorator is likely to work on time horizons of at least 
one month, if not one year. A shop floor worker is likely to work on time 
horizons of perhaps one week. Secondly, differences in learning concerns 
that are held by pupils, teachers and parents. Pupils are concerned with 
completing tasks that are often contained within a single school class period, 
or rarely longer than a term of project or coursework. Teachers are 
concerned with planning at a variety of levels, but usually for a one-year 
period with a scheme of work, over a term-long period, and for lesson plans 
over a weekly period. Parents are concerned with supporting outcomes on a 
short-term basis (with homework), or in response to parent evenings or 
information received (often no more frequently than once each school term). 

These differences suggest that positive educational vision, intentions and 
purposes would be likely to be supported by: 

offering parents access to material which gives examples of long term 
vision and effects; 
providing tasks and educational practices which involve parents and 
pupils in longer term projects and coursework; 
giving ways for pupils and parents to link short term work outcomes to 
longer term intentions; and 
involving parents in less formal activity, but on a more frequent basis, in 
considering educational practice, directions, and outcomes. 

An issue for this paper is to ask whether ICT can support any of the 
needs listed above in any ways more effectively than more traditional media. 
Some evidence already points towards a positive potential in these respects. 
Cox (1997), for example, in looking at the impacts of ICT on pupil 
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motivation, indicated that leT can have positive effects on the long term 
concerns of pupils; pupils believe that leT is offering them skills to support 
the potential for long term employment and employability status. Downes 
(1994), Scrimshaw (1997), Rockman et al (1997), and Passey et al (1997) 
indicated that home computer, broadband and laptop technologies could 
have beneficial effects at a social, as well as at an educational, level. An 
issue for the future, therefore, is how to effectively focus development in 
order to gain significant and beneficial outcomes. 

5. POSITIVE PRACTICES AND APPROACHES 

In identifying the positive practices and approaches that have been 
adopted and implemented in schools and within homes to date, It IS 
necessary first, perhaps, to dispel some myths, which may be held about 
developments in this domain. The concept of leT being able to be used to 
offer some form of panacea to positively support educational outcomes 
arising from use in the school-home domain is likely to be a myth. If it were 
true, then almost certainly the effects of radio, television and video tapes on 
supporting educational practices in the school and home would have been far 
greater than they have been. The number of households with televisions is 
very large, and covers the wide socio-economic spectrum. Yet little effect 
appears to have been made by this broadcast medium upon offering either 
wider views of educational intention, or wider developments of educational 
practice (see Sanger et aI, 1997, for example). Broadcast media methods, in 
the traditional forms in which they exist, are not likely to offer wide 
interactions involving parents and pupils (as shown in Passey et aI, 1997, 
when they looked at the effects of a video-on-demand A TM system). 

Positive effects upon parents are identified when parents are involved 
from the outset in educational technology developments. Positive outcomes 
can arise when parents are involved in a positive financial outlay at some 
level, and when parents share one or more common social or educational 
concerns for developing educational interactivity (as shown in Passey et aI, 
1997; Passey et aI, 1999; Passey et aI, 2000). The systems, which lead to 
positive educational or social outcomes currently, rely upon access via the 
Internet at home and at school on a common Intranet, or upon laptops being 
carried between home and school (perhaps coupled with Internet access at 
home and at school). When parents have become involved in such leT 
practices, the evidence shows that parents feel, as a consequence, that they 
are more aware of what is happening in schools, and are more interested in 
educational practices and in what the school is doing. 
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One research study (Passey et ai, 1997) reported on the fonn of positive 
social outcomes from a home-school development in a school, which had 
developed an Intranet (called the Hub) to which homes were linked via 
modems and desktop pes. The report stated that: 

"Most parents (13 out of 17 reporting) indicate that they believe that 
the use of the system has been of particular benefit to them. For 
example, parents have reported: 

e-mail has increased social and business links; 
that the Hub keeps them up to date with school work, as it gains 
more pages; 
children can work at school and home on the same document." 

"Most parents (13 out of 17) report that they feel that the Hub has 
helped their needs as parents. Only two report that this is not the case. 
When asked in what ways parents felt it had helped, they indicated some 
significant outcomes, for example: 

using the Hub had helped their relationship with their children, as 
they assisted each other on the system; 
access to common data had improved their relationship with other 
parents; 

• the Hub had brought them into closer contact with their children's 
school, increasing understanding of materials and methods of 
teaching, and improving personal acquaintance with staff, etc.; 
they now felt they had a role in their children's education, both 
specifically and in general." 

One of the limitations recognised by those who developed the Highdown 
School Infonnation Hub was the access limitation provided by desktop 
computers. In 1998, a pilot programme in 28 schools in the UK and the 
States of Jersey, supported by Microsoft UK, trialled the use of laptops in 
schools and homes (which addressed these limitations). Social outcomes 
were identified in a research study which looked at a range of 
implementation issues (Passey et aI, 2000), and benefits reported by parents 
are indicated in Table 2 below. 

Table 2 Benefits noticed when laptops are used at home (n=108) 

Forms of benefit Frequency 

IT/operational skills 19 

Work task related 16 

Motivation 14 

Family/social involvement 4 
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Portability for use 4 

Monitoring easier I 

Specific learning outcomes I 

Family awareness I 

In this pilot programme, certain schools managed and developed the 
home-school interface to greater extents than did others. One school in the 
programme, Sawtry Community College, devoted considerable efforts to 
managing the relationship with parents. An extract from a case study report 
on the school follows. 

"In an evening meeting for parents in October 1998, 
seventeen parents were present. The parents raised at the 
meeting a wide range of issues, including whether the school 
had any plans to scan in books, and whether pupils would in 
future not pick up 'real' books. Expectations from those parents 
in the evening meeting were clearly high. One parent asked 
whether IR would be used for printing out, for example, while 
another asked about what could be expected of the teachers 
involved. Some parents were indicating that pupils had high 
expectations of teachers, and that they could 'pick up on 
hesitancy', for example. 

Parents were already at that stage asking about signs of 
improvement, and whether teaching approaches were meeting 
learning needs. The school AAL project manager had indicated to 
parents the possibility of running sessions on learning. One parent 
suggested that a guide to expected skills and presentation outcomes 
reached at certain times in certain subjects would be a useful 
resource to have. The school clearly wished to maintain high levels 
of communication with parents, and was putting mechanisms in 
place to ensure that they were kept fully informed of what was 
happening in each subject area." 

In essence the positive practices and approaches studied incorporate one 
or more of the following key features: 
• technological links are created after educational and social reasons for 

links are considered, to suit educational or social purpose and intention; 
• partnership motives, needs, and management implications address 

parent, pupil, and business involvement; 
• enhanced demands and expectations for parents and pupils are 

anticipated by teachers and schools; 
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• shifts in how learners treat and use ICT are identified as integration 
occurs; 

• teachers focus upon the learning skills that ICT does not address; 
• the input and output media ofICT are utilised fully; and 

tasks and educational work is developed as a more continuous activity 
(including use ofICT in both the home and out-of-school contexts). 

6. ICT ENVIRONMENTS AT HOME AND SCHOOL 

Typical ICT environments in both the home and the school are 
dramatically shifting at this current point in time. Recent indicators of 
typical ICT environments show increases in the range of ICT technologies, 
their communications capacities, and their sophistication levels. In part this 
is due to commercial and social interest, and in part due to implicit support 
within UK government initiatives that have sought to develop active 
community-wide implementation strategies and policies (DfEE, 1997; DfEE, 
1998; BECTa, 1999). An indicator of typical home environments in 1995 is 
given by the results of a pupil-completed survey. Of 2,260 Year 7 pupils 
(aged 11 to 12 years) replying, 2,122 indicated some form of access at home. 
Details of access are given in Table 3 below. 

Table 3. Home access to ICT reported by 2,260 Year 7 pupils (aged II to 12 years) in 1995 

Form of access Number reporting Percentage (%) 

Some level of access 2,122 94 

Persona\1y owned 1,610 71 

Games machine 1,569 69 

Floppy disk-drive 8Il 36 

Mouse 1,024 45 

Printer 809 36 

CD-ROM 186 8 

Modem 145 6 

In 1998, a survey of Year 7 pupils undertaken by the Cornwallis School, 
for example, showed, in terms of more recent home access, that: 
• all had used a computer before; 
• computers in school were used about once a month; 

70% had a home computer (of some form); 
• 45% used the home computer for school work; 
• 25% used the home computer for playing games; 
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• 15% had access to the Internet at home. 
This pattern of outcome suggested that at least some pupils were using 

ICT at home to greater extents than they were using ICT at school. It also 
showed, if the comparison with results in Table 3 is reasonable, that numbers 
of home computers for educational work has risen, while numbers of home 
games computers have decreased. There is also an increase in the number of 
pupils gaining access to the Internet at home. 

7. RELEVANCE TO SECONDARY EDUCATION 

Given the access to ICT in the home-school domain, the roles that ICT 
can play in supporting educational endeavour in the home-school domain 
needs to consider: 

the places where educational activities can take place; 
• the actors who can be involved; and 

the purposes and values of those involved. 
The scope of those who can be involved in school-based educational 

practice commonly considers two interactants - the pupil, and one teacher. 
However, for the purposes of developing a consideration of the home-school 
domain, and an exploration of pedagogic processes involved, five 
interactants are considered in this section of the paper: 

the pupil (who can be considered, for the purposes of interactivity, to be 
an active recipient); 
the teacher (who can be considered to be an active provider); 

• the parent or significant other (who can be considered to be an active 
reflector or supporter); 
the resource manager (who can be considered an active supporter); and 

• the ICT itself (which can be considered to be an active reflector). 
This categorisation of interactants makes some assumptions about the 

roles of those involved. It assumes that: 
• interactivity has direction (that essentially purpose determines a flow 

from provision to recipient); 
• interactivity is not dynamic (that the flow is not affected by feedback 

following any interactive event); and 
• interactivity has positive intentions and fulfils expectations already set 

and agreed. 
Clearly this is not true in every situation. Any model which attempts to 

show interactivity needs to be able to be viewed as dynamic, enabling 
feedback to occur, and for intentions, beliefs and expectations to be 
considered as factors in its working dynamic. Interactivity clearly has, in the 
accepted form, some social basis (whether it is through external chat, or 
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internal 'talk'). For the purposes of this exploration, a model will be used 
which enables these features to be integrated (illustrated in Figure 1). 

Figure 1. Model to characterise actors and sequences in pedagogic interactivities 

8. ROLE OF ICT IN LEARNING APPROACHES 
AND SUPPORT FOR LEARNING 

In a classroom situation where a teacher is standing in front of the class, 
and is explaining the causes and effects of the Napoleonic Wars, the 
interactivity is a one-way interaction - the learning is essentially internal, and 
dependent upon the pupil's ability to engage, assimilate, reconstruct, and 
reprioritise the outcomes of the interaction. The teacher describes verbally, 
while the pupil reconstructs in a form to suit existing understanding and 
memorisation, learning assimilation approaches and recall. If the teacher 
asks the pupil a question, then the interactivity is a sequential pedagogical 
interaction. 

In temporal terms, the interactive teacher-to-pupil element pre-dates the 
interactive pupil-to-teacher element. If a discussion ensues, then a temporal 
sequence is set up. Such concepts of temporal sequencing of learning 
interactions are tied also with notions of incremental learning, and 
progressive learning, where learning is broken down into elements of a 
particular size and quality, and sequenced to build into a progressive 
experience. Such interactions also usually assume that both actors are 
present at the same time and in the same place. 

This type of temporal sequencing is at the heart of interactivity when 
integrated learning systems (ILS) are involved, for example - pupils interact 
with the ICT. The ICT offers a task, the pupil responds, and the ICT 
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responds. When an ILS is being used in a classroom, the teacher often does 
not become involved in any level of direct interaction, but may be, for the 
duration of all, or some, of the pupil-leT interaction time, an observer. The 
strength of interactivity, therefore, may be perceived as lying with the pupil 
and the leT, so that the strength of interactivity for the teacher is at a much 
lower level. Also the likelihood is that the interactivity by the teacher is with 
the leT, at what the pupil is being successful with or being challenged by. 
Some teachers may find the lack of interaction with the pupils to be a 
disadvantage (this pattern is illustrated in Figure 2 below). 

resource manager 

parent or 

significant other 

Figure 2. Model to characterise a sequence ofICT-related interactions of varying strength 

This example of interactivity (which may be an extreme example) 
illustrates two important points. Firstly, leT can create a temporal 
sequencing of activity, and secondly, leT can support a strong level of 
interactivity with pupils. Pedagogically there are clearly implications for 
teachers: 
• understanding the temporal nature of the sequences of interactivity; and 
• engaging with interactivities which are stronger between pupils and leT 

than between the teacher and the leT, or the teacher and the pupil. 
Is this different in any way from that when a non-leT medium is 

involved? In some ways it is. Firstly, pupils are often engaged at stronger 
levels of interactivity with leT than they are with non-leT materials. 
Secondly, leT often offers its own sequential interactivity, which mayor 
may not relate to that offered by teachers. Thirdly, parents and significant 
others can be involved at an interactive level to greater extents with leT. 
leT enables work to be developed, using interactive and iterative 
experiences with teachers, parents and significant others, over longer periods 
of time, enabling more detail to be incorporated, and more amendment to be 
involved (explored in Passey, 2000). This clearly affects potentially, when 
and where work can be undertaken, the duration of the working process, the 
nature of the working process, and the outcomes (as well as their 
assessment). Pedagogically, there are clearly implications: 
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• learning interactions can occur in places outside classrooms, which can 
have a direct impact upon learning outcomes; 
learning interactivities can occur at a range of times other than those 
when classes are held; 

• learning outcomes can be developed over longer, or more continuous, 
periods of time; 

• learning patterns can rely much more upon extensive synthesis and 
periods of high-level engagement; 

• outcomes being assessed may be much more in the process of being 
created than in the process of having been completed. 

This brief exploration indicates that leT can have a 'shift' function on: 
the scope of those who can be involved in educational practice (for 
example, resource managers are playing a much more significant role, in 
their capacity as Internet web site seekers; 

• the roles of those involved (for example, the significant roles that leT 
can itself assume, for example, as a portable tutor assisting in the 
checking of spelling and grammar accuracy); 

• the outcomes for those involved (for example, the creation of work 
including enhanced details and ideas from wider sources, and in other 
forms, such as multi-media forms); 

• the position and places when these are involved (for example, the 
development of a piece of work which captures digital camera imagery 
from a visit, but where the work is started before the visit, due to use of 
internet resources, perhaps, and completed after the visit); and 

• the values for all involved (for example, the value of synthesising 
material over a period of time, rather than synthesising ideas in a limited 
time period, which might occur in a single lesson, or when writing an 
essay under examination conditions). 

9. FUTURE NEED FOR ICT SYSTEMS WHICH 
SUPPORT HOME-SCHOOL ACTIVITIES 

The need for a more widespread development and use of leT systems to 
support educational endeavour in the home-school domain can be argued (as 
it was, for example, for integrating leT practice into education, by 
Hawkridge, 1983), on the basis of present and future economic need, social 
need, educational need, and employment need. In economic terms, if 
educational endeavour can be supported more in the home-school domain, 
then the economic reliance placed on the entirety of a school-based system 
could be shifted. In social terms, the positive impacts that could be gained 
from society are considerable. Educationally, the need to maximise 
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effectiveness of interactions when the curriculum is ever expanding is more 
crucial than ever before. For educational practices to match employment 
needs, where employees use ICT to increasing extents, is also clearly a 
significant need (see, for example, recent reviews of UK syllabuses of 
qualifications at ages of 16 to 19 years, in terms of GNVQ and Key Skills). 
An increasing future emphasis on the use of web-based technologies, and the 
need of employers to employ those who can develop and maintain web
shared information and communication systems, will require educational 
practices to adopt learning and assessment practices to endorse longer-term 
creativity rather than summative creativity. Educational activities will then 
need to be epitomised through production and outcomes of web-based 
documents rather than being epitomised through completed book and paper
based document forms (including timed completion of hand written 
examination questions following short-term in-mind synthesis of recalled 
ideas). 

But the need for use of ICT systems can also be argued on the basis of 
desires to: 
• enhance or improve involvement and interest, by parents as well as 

pupils (and some secondary schools are reporting that increasingly 
parents in lower socio-economic groups are purchasing computers for 
home use); 

• develop an increasing number of individuals to higher levels in terms of 
educational attainment; 

• match the practices which will be used in employment contexts (such as 
abilities of employees to develop web-based materials and resources); 

• develop the social basis of education worldwide (where local links and 
interactivity are supported by networks and mechanisms operating 
nationally and internationally). 

10. DEVELOPMENT OF HOME-SCHOOL LINKS 
AND A VISION FOR FUTURE EDUCATION 

A number of successful developments, which have built educational 
pursuits across the home-school domain, enable a range of conclusions to be 
drawn (in the form of recommendations for future development). Without 
these key features, home-school links are likely to achieve little more than 
traditional home-school links have offered. Schools and those supporting 
schools should, when developing home-school practice, consider a range of 
key needs: 
• school managers and teachers need to be prepared to develop 

relationships with parents, an ethos concerned with a greater sharing by 



Developing home-school links 173 

parents, pupils and teachers, and consider a partnership means in this 
context, and what possibilities it offers; 

• a strategic lead must be taken by the head teacher or a senior manager in 
the school, and the use of a management group should be considered -
and whether to include library, technical staff, governors and parents; 

• opportunities for pupils and parents to share is equally important, so 
schools need to offer joint parent, pupil, teacher activities, time to spend 
in personally talking to parents (including being prepared to address 
financial questions from parents), and the offering of advice, and how to 
support their children; 

• setting up internal monitoring to identify successes and weaknesses is 
valuable, but feedback time is also needed, and in project aims, clear 
statements should be made about the specific learning benefits that are 
being sought (mechanisms should be in place to identify these, with 
evidence of outcomes gathered from teachers, pupils and parents); 

• where access technologies vary from individual to individual, teachers 
need to be prepared to address questions of equity, and technical 
support; 

• schools should be ready to respond to higher levels of parental demands, 
and expectations, and should expect parents to feel more involved and 
more knowledgeable. 

A number of authors (e.g. Wood, undated; Heppell, 1993) have made 
reference to educational practice operating in circumstances where schools 
no longer have the same centralist roles. If this is to be the case, then clearly 
what those who require educational development regard, as centralist roles, 
will either need to be displaced or replaced. The role of social interaction to 
develop understanding is still as crucial as it has always been. Futuristic 
visions of education will therefore need to take account of this requirement. 
Within the UK, the role of examinations and assessment mechanisms is still 
a crucial one in shaping the practice in schools. Economic needs could well 
determine that Internet-based educational practice is a requirement currently, 
or at some point in the future. If this requirement then outstrips largely the 
need for paper-based practice (or shifts the balance significantly), then the 
future of classrooms will be likely to need to shift as a consequence. 

The shifts which are likely to be seen in secondary schools are: 
some schools will take lead roles in developing school-home links, and 
some parent groups will become more heavily involved directly and 
indirectly in educational practices; 

• on-line support systems (independently of schools, or with school 
collaboration) will be developed to encourage and match their needs; 
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• school management will devote more time to the school-home interface, 
and parents will become more demanding on teachers and schools when 
they do not respond to their parental values; 

• schools will offer more information on-line for parents; 
• some schools will offer more courses and workshops in which parents 

can become involved, and some teachers will develop more continuous, 
interactive and iterative forms of work (including working on-line 
increasing extents to support improvement of written work); 
some teachers will have higher expectations of pupils, and some teachers 
will use class time more for considering higher order skills and needs; 

• the limitations to further development of school-home practice will be 
seen to be determined by demands imposed by current examination and 
assessment practice, and any new balances in examination practice will 
determine ultimately in-class and out-of-class practices. 
While home-school practice is worthwhile from an educational 

perspective, the main driving forces for change are likely to be employment 
and economic need. The concept of changing the system or structure from a 
school-based institutional model will only happen if appropriate educational 
practice, and social concern, are included in any change mechanisms 
employed. If home-school practice is deemed to be worthwhile, then there is 
a need to focus on the educational practices and activities to make this a 
reality. However, doing so without involving parents and society more 
widely will be unlikely to enable a whole-scale shift from the system that 
exists currently. But, a 'new' system, offered by enterprising individuals, 
using social interaction and intervention via video-conferencing, for 
example, coupled with textual, sound and image communication, could 
provide an interesting competitive alternative, attractive to the life-styles and 
needs of some parents and their children. Fundamentally, however, from an 
educational and social perspective, the constant need for social intervention 
in shaping higher order educational outcomes, is likely to limit wide shifts 
(even from an access technology viewpoint). Systems that enable teachers to 
operate at a distance may work for some pupils and systems that enable 
parents or significant others to provide the educationally necessary social 
interactions may work for others. In many instances, however, the evidence 
suggests currently that these systems are likely to provide support systems 
within an educational system still based on schools. 
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