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Immigrant parents' views about mathematics education are rarely investigated, yet these are likely to affect their relationship to early childhood education and care (ECEC) and potentially their adopted country. In this study, Polish parents, who had immigrated to Norway, were surveyed about their views about mathematics education for young children, including what was made available in ECEC institutions in Poland and in Norway. We investigated whether the responses showed that parents' views about what is mathematics in early childhood and how it should be taught or learnt could be related to parents' considerations of the power and authority linked to their position as immigrants. The results have implications for multicultural ECEC and policy makers.

Introduction

Immigration in Europe is often described as a recent phenomenon and as such requires policies to support integration. [START_REF] Dustmann | Educational achievement of second-generation immigrants: An international comparison[END_REF] described how different European countries implemented integration policies, including requirements for language fluency, as part of the immigration process, and how the contributions that immigrants bring to a society are frequently considered in relationship to the economic benefits for the receiving country. Education is considered important for ensuring that economic benefits are achieved from children of immigrants gaining the necessary skills to be employable [START_REF] Sadownik | Belonging and participation at stake. Polish migrant children about (mis)recognition of their needs in Norwegian ECECs[END_REF]. As stated by [START_REF] Bratsberg | Educating children of immigrants: Closing the gap in Norwegian schools[END_REF], "the convergence of educational attainment across generations [of immigrants] to that of natives is commonly seen as a key indicator of successful integration and several analysts emphasize education as the key pathway for integration of immigrants and their descendants" (p. 212). In integration policies, the knowledge about education that immigrant parents have is rarely acknowledged. Instead the focus is generally on how immigrant parents' values about education could/should be brought in line with those of the adopted country (see for example, [START_REF] Sadownik | Belonging and participation at stake. Polish migrant children about (mis)recognition of their needs in Norwegian ECECs[END_REF]. This can situate existing educational culture, such as in early childhood institutions, as being static and non-changing. In order to consider what immigrant parents' views on mathematics education for young children could contribute to discussion about the role of education, we describe Polish parents' views about mathematics education in Norwegian early childhood centres, known as barnehage/r (kindergarten/s). In Norway, there are more Polish immigrants each year than any other nationality (Østby, 2016). We particularly consider how Polish parents' views about what mathematics is and how it should be learnt are related to considerations of power and authority to have those views heard by Norwegian barnehager.

On the whole, very little research has investigated parents' views about ECEC. Nevertheless, [START_REF] Van Laere | Early learning in preschool: meaningful and inclusive for all? Exploring perspectives of migrant parents and staff[END_REF] show that in the Netherlands parents had a variety of views, such as a tension between the importance of developing children's social competence so that children are not excluded and the importance of readying children for school. However, [START_REF] Sadownik | Princesses (don't) run in the mud: Tracing the child's perspective in parental perceptions of cultural formation through outdoor activities in Norwegian ECEs[END_REF] highlighted that when parents considered their own children's needs then they could move away from their value positions. In Sweden, Lembrér (2018) found that Polish parents' views about mathematics and how learning possibilities should be provided to children were aligned to those in the Swedish curriculum for early childhood, such as valuing learning mathematics through play. Similarly, [START_REF] Takeuchi | Power and identity in immigrant parents' involvement in early years mathematics learning[END_REF] found that immigrant Filipina mothers only taught their children multiplication strategies used in Japanese schools rather than the strategies they themselves had been taught and knew to work. [START_REF] Takeuchi | Power and identity in immigrant parents' involvement in early years mathematics learning[END_REF] described "how identity and power are strongly tied with appropriation of cultural tools" (p. 41). In a review of the literature about partnerships between early childhood professionals and immigrant parents, [START_REF] Norheim | Barriers and facilitators for partnerships between parents with immigrant backgrounds and professionals in ECEC: a review based on empirical research[END_REF] highlighted that asymmetrical power relationships often reduced the possibilities for parental engagement. The results from the studies of Lembrér (2018) and [START_REF] Takeuchi | Power and identity in immigrant parents' involvement in early years mathematics learning[END_REF] suggest that these power relationships may affect parents' views about what is valued as mathematics and how it should be learnt. This could have an impact on their engagement with educational institutions such as ECEC and on their integration.

To gain insights into this complexity, we investigate survey responses from 36 Polish parents on mathematics education in ECEC in Poland and in Norway. The research questions are: How are Polish immigrant parents' views of mathematics education for young children connected to authority and power relationships? How are their views likely to affect possibilities for integration in Norway?

Theoretical perspectives

For this study, we use three frameworks: [START_REF] Bishop | Mathematics education in its cultural context[END_REF] six mathematical activities to identify the mathematics that was in focus in the parents' comments; [START_REF] Walkerdine | The mastery of reason: cognitive development and the production of rationality[END_REF] distinction between pedagogic and instrumental interactions; and Wertsch's (1998) discussion of power and authority in mediated action. These frameworks we combine to be able to identify different aspects of the parents' responses. In doing so, we take licence from their perspective on networking strategies of [START_REF] Prediger | Networking strategies and methods for connecting theoretical approaches: first steps towards a conceptual framework[END_REF], who state that "combining theoretical approaches does not necessitate the complementarity or even the complete coherence of the theoretical approaches in view" (p. 173), We then look at how these aspects, what is mathematics, how should it be learnt, and the ways that parents express their power and authority through their views about how barnehager work with mathematics, provide insights into the complexity of parents' views. We investigated whether the responses connected to the different aspects were related.

To determine the kind of mathematics that parents valued, we used [START_REF] Bishop | Mathematics education in its cultural context[END_REF] six mathematical activities. These are the basis for mathematics in the Norwegian barnehage curriculum [START_REF] Reikerås | Temahefte om antall, rom og form i barnehagen[END_REF] and have been used extensively in research on ECEC in Scandinavia (see for example, [START_REF] Fosse | Kindergarten teachers' stories about young children's problem posing and problem solving[END_REF] . The six mathematical activities are: playing; explaining; designing; locating; measuring; and counting. Of these, counting is often emphasised by Norwegian parents (see [START_REF] Lembrér | Parents' valuing of mathematics for young children[END_REF].

To identify parents' views on how mathematics should be learnt, we used Walkerdine's (1998) distinction between tasks where the focus was on the child learning specific number understandings (e.g., counting buttons in a cardigan), which she labelled pedagogic, and tasks where the child was engaged in solving an actual problem (e.g., finding the right amount of ingredients for a recipe), which she labelled instrumental. In earlier research (see for example, [START_REF] Helenius | Measuring temperature within the didaktic space of preschool[END_REF], this distinction has been used to determine how children are expected to learn mathematics in ECEC, either by being directly taught (pedagogic) or in the course of solving a problem that the child is invested in answering (instrumental). [START_REF] Sadownik | Belonging and participation at stake. Polish migrant children about (mis)recognition of their needs in Norwegian ECECs[END_REF] highlighted that whereas in Poland early childhood education is focused on introduction to academic subjects, Norway's approach emphasised play and democratic participation. This can be considered a distinction between valuing a pedagogical and an instrumental approach, respectively, for engaging in mathematical learning situations.

To better understand how power relationships affected parents' views on the importance of different mathematical activities and the ways that mathematics should be learnt, we built on [START_REF] Takeuchi | Power and identity in immigrant parents' involvement in early years mathematics learning[END_REF] research by adopting [START_REF] Wertsch | Mind as action[END_REF] ideas about the valuing of knowledge. In a discussion about mediated action, Wertsch (1998) described how "the acceptance of a particular utterance by an individual agent is not simply a matter of dispassionate, reflective choice" (Wertsch, 1998, p. 66), because the society provides input on what should/can be valued, and this can act as a source of authority within a situation. Agents can either reject, accept or be somewhere in the middle, the valued, societal views, depending on the power they see themselves as having within a situation, because "cultural tools are not always facilitators of mediated action, and agents do not invariably accept and use them; rather, an agent's stance toward a mediational means is characterized by resistance or even outright rejection" (Wertsch, 1998, p. 144). When parents with one set of values about engaging young children in mathematical activity from their home country, a different set of values in their country of residence, they can either appropriate (more or less), resist or reject the new set of values. Therefore, it is important to understand what immigrant parents value as mathematics and how it should be learnt or taught, and whether they consider this as being in conflict with the values of their home or adopted country.

Methodology

The data are responses to an online survey consisting of 14 questions answered between May and September 2017. The survey was provided in Polish and the link was made available on the website of the Polish organisation "Moja Norwegia" ("My Norway"). The survey asked about the parents' memories of mathematics in Polish ECEC, their children's experiences of mathematics learning in Polish and in Norwegian ECEC, and what would they tell barnehager about their children learning mathematics. These open-ended questions asked for examples of memories or experiences, which we considered were likely to provide insights into the complexity of parents' views. The second author, who is a native Polish speaker, translated the answers into English.

In this paper, we focus on responses from 36 parents who made an explicit or implicit reference to early childhood education in Norway and/or in Poland. All these parents had experiences of their children attending barnehager, some had themselvesor had children who hadattended ECEC in Poland. The responses do not describe what the situation is in either Norway or Poland but rather relate what the parents valued in these situations.

References to mathematics in the parents' responses were categorised according to [START_REF] Bishop | Mathematics education in its cultural context[END_REF] six mathematical activities. For example, when the parent described using number words to identify the total amount of things, the response was classified as being about counting. To classify what was valued as the ways that children should learn, we categorised the responses on whether the parents valued children learning through everyday situations and solving problems they were interested in (instrumental), or whether it was implied that an adult would teach the children (pedagogic) [START_REF] Walkerdine | The mastery of reason: cognitive development and the production of rationality[END_REF]. Finally, we looked for explicit (de-)valuing of what occurs in Norwegian or Polish ECEC to gain insights about whether there was an acceptance, resistance or rejection of a specific set of values [START_REF] Wertsch | Mind as action[END_REF]. The combination of these results gave us insights into the role of power relations and authority that may have influenced parents' views.

Results and discussion

The results from the three analyses indicated that they were related and so in presenting them, we placed each parent's responses on a continuum, with specific aspects of the responses clustered at each end. The continuum was one way of showing the complexity of the relationship between the different aspects which enabled us to answer the research questions. At End 1 of the continuum, we placed the five parent responses, which identified several mathematical activities, including counting, described children as learning through everyday problem-solving situations, and depicted barnehager as providing good mathematical learning possibilities. At End 2, we situated the six parent responses in which counting was valued exclusively, children were expected to be taught mathematics, and approaches to mathematics in Polish ECEC were valued. The remaining 25 parents' responses were placed in between these two ends.

Parents' responses at End 1

The parents who valued the approach to mathematics education in barnehager tended to value a range of mathematical activities as being important for children and considered that learning should happen through everyday situations, play and problem solving. For example, Parent3 (P3), whose child(ren) had only attended barnehager, described their mathematical learning as involving, "sorting objects into collections, large/small/medium comparisons, measuring e.g., volume of liquids, playing with shapes, learning how to count". This indicated that more than just learning to count was valued. In responding to a question about why they thought these tasks could help children learning mathematics, P3 wrote: Mathematics is the science of abstract thinking. It's good that the beginnings were based on specific examples. Playing with water and in the sandbox is associated with measuring, that is, it familiarizes the child with the concept of volume. Puzzles and blocks are practical science of geometry. Counting and nursery rhymes are an introduction to algebra.

In this response, P3 makes connections to mathematics children will learn at school but indicates that learning happens through play as part of everyday interactions. This was reinforced in the response to the question about what parents would like to tell the barnehage: I am very happy with the way children are taught mathematics in our (Norwegian) kindergarten. Children learn it casually, on specific examples. The road to abstract thinking goes gradually, starting with things that children know, that they can touch. Thanks to this they get used to mathematics as a natural part of life. I am very happy about this approach.

Here, how barnehager support children to learn in everyday situations was considered valuable. This acceptance of the adopted country's values is very similar to what Lembrér (2018) found in Polish parents' views of Swedish ECEC. Sometimes parents at this end of the continuum made explicit comparison with Polish ECEC, "At the Norwegian kindergarten, he focuses on learning logical thinking and associations. In the Polish ECEC, you go directly to memorising activities such as addition and subtraction" (P1). For P1, the barnehage approach was more valued than the Polish one, which they considered was based on memorisation. At this end of the continuum, the parents seemed to have appropriated cultural tools [START_REF] Wertsch | Mind as action[END_REF] from barnehager about mathematics and how it should be learnt so that they had adopted the views as their own, with no indication of resistance to these ideas.

Parents' responses at End 2

At the other end of the continuum, parents emphasised the importance of counting alongside children needing to be taught, and that Polish ECEC provided a better approach to mathematics education or that Norway lacked a good approach. For example, in the question about their own experiences of ECEC in Poland, P6, whose children had also attended ECEC in Poland, stated, "many mathematical play activities, counting fruit, objects, furniture etc, addition, subtraction, division, multiplication through play activities. Very well-prepared staff, nice atmosphere during play activities". When answering a question about why they thought situations would help develop children's mathematics learning, P6 reinforced the importance of children learning counting, "Because children are beginning to understand the connection between numbers and objects". Although P6 described situations in the Polish ECEC as play, the focus on counting things and the need for well-prepared teachers indicated that teachers were expected to be in control.

In response to the question that asked parents to describe a situation where children learn mathematics in barnehager, P6 stated, "instead of splashing around in the mud outside, they could be doing something useful". Other parents also commented on how children being outdoors so much, a valued activity in Norway [START_REF] Sadownik | Princesses (don't) run in the mud: Tracing the child's perspective in parental perceptions of cultural formation through outdoor activities in Norwegian ECEs[END_REF], restricted the possibilities to learn mathematics in more appropriate ways, such as inside and being taught, "he learns outdoors when counting cones, stones, there are no activities" (P21). At this end of the continuum, the strong valuing of counting and the need for teachers to explicitly teach, often appeared in conjunction with a devaluing of barnehager:

There is a tragic level of education in Norwegian kindergarten compared to any preschool in Poland. The Norwegian kindergarten is a children's storage room until parents take them home. I am very disappointed; I plan to return to Poland because I see that children do not learn anything here and only at school from the first Grade, do they start learning anything. (P6)

The language in these responses was often more emotive than the responses placed at End 1. Similar to P6, P10 responded to the question about what they would tell barnehager about their children learning mathematics by stating "a disaster". P19 highlighted the impact on future schooling, "it is a very important but neglected field of science, especially in kindergartens, which unfortunately later negatively affects school". These responses suggest that resistance and rejection of cultural values [START_REF] Wertsch | Mind as action[END_REF] of the adopted country may have led to these parents using stronger forms of language to highlight both that they have an alternative set of values and that these values would provide better possibilities for their children's future. [START_REF] Norheim | Barriers and facilitators for partnerships between parents with immigrant backgrounds and professionals in ECEC: a review based on empirical research[END_REF] found that immigrant parents faced difficulties in expressing disagreements with early childhood professionals, because of a lack of language and knowledge of how to approach professionals, exacerbated by an asymmetry in power relations. The survey may have provided a safe place for the parents to express their dissatisfaction with what they saw as restricted opportunities for their children to gain the academic preparation they felt their children needed for school.

For P6, whose dissatisfaction with mathematics education in barnehager had resulted in her considering taking her children back to Poland, integration as envisioned in the policy documents could be seen as failing, with the possibilities for economic gains for the adopted country from the parents and their children reduced. This was not because the parents did not value education but because they consider barnehage education as limiting their children's possibilities. As Wertsch (1998) stated, "a focus on resistance and rejection leads one to consider a host of issues that do not arise when one assumes that cultural tools are friendly helpers" (p.145). In the responses at End 2, these issues included a concern for their children's future school achievement.

Parents' responses along the continuum

The parents whose responses fell between the two ends of the continuum presented different views about how they viewed mathematics and how it should be taught/learnt. For example, P47 provided a range of learning situations, connected to different mathematical activities, but in reflecting on what should be said to barnehager, raised both positive and negative concerns.

I am happy that mathematics is an integrated part of children's play, and that they meet with it on their own terms. Certainly, it is possible to nurture a child's interest in mathematics by supporting play. Another issue is whether this freedom of access to games that stimulate mathematics can increase the differences between children. So that children who are not interested in mathematics can avoid it [play activities which include mathematics] and not be noticed.

Although the barnehage approach to mathematics education seemed to be appreciated, P47 was concerned that teachers needed to notice who might be excluded or exclude themselves in engaging with mathematical activities. Several parents raised the need to improve the quality of barnehage staff. For example, when describing the benefits of learning through play, P12 wrote, "I think that teachers, especially those without education, should be involved in courses that make them more aware about it". The discussion of barnehage staff qualifications has regularly been in the news (see for example, Kunnskapsdepartementet, 2015). This may have provided parents with cultural tools [START_REF] Wertsch | Mind as action[END_REF] to support stating that staff needed to be better educated, which may have helped them to resist appropriation of the values connected to mathematics education in barnehager.

Other parents were less happy with what happened at barnehager, but, implicitly or explicitly, did not completely agree with the approach in Polish ECEC. P38 stated that children in Polish ECEC learnt mathematics through everyday activities, but in a class, suggesting set tasks. In barnehager, P38 stated that they did not learn mathematics, "only picture counting". However, when asked about what they would tell barnehager about their children learning mathematics, P38 wrote, "counting, for example, to 20 is OK, but not adding or subtracting as they teach in Polish preschools". This indicates that P38 considered that barnehager should do something, but they did should not adopt the approach of Polish ECEC. Similarly, P46 expressed disappointment that "unfortunately" mathematics was not taught/learnt in barnehager but offered the suggestion that this could be done in a way which echoed the valuing of play, "it is worth starting the adventure with mathematics through play". Hence, P46 criticised the lack of mathematics education in barnehager, while also suggesting that they should adopt an instrumental, rather than a pedagogical approach to mathematics.

The views that lay between the two ends suggest that the majority of parents evaluated what they knew about mathematics education in Polish ECEC and in barnehager and resisted appropriating some aspects of both. [START_REF] Wertsch | Mind as action[END_REF] described how actors can use alternative knowledge, such as in our case about mathematics education in Polish ECEC, to invoke an authority structure in order to be seen as knowledgeable. Given that immigrant parents struggled to have their views recognised and valued in barnehager [START_REF] Norheim | Barriers and facilitators for partnerships between parents with immigrant backgrounds and professionals in ECEC: a review based on empirical research[END_REF], their evaluating of cultural tools to do with mathematics and how it should be taught could be seen as a way to have their knowledge recognised as valuable and hence as having authority.

Conclusion

In this paper, we have analysed Polish parents' views about their children engaging in mathematical learning opportunities in barnehager. Barnehager are required to make available pedagogical plans and to provide mathematical learning experiences (Kunnskapsdepartementet, 2017). Yet, parents, such as P6, did not consider that there was any mathematics education in barnehager, similarly P8 wrote "I didn't notice that there was mathematics in kindergarten". As pointed out by [START_REF] Takeuchi | Power and identity in immigrant parents' involvement in early years mathematics learning[END_REF], cultural values can come into conflicts when there are no opportunities to discuss alternative approaches to mathematics education. The Polish parents came with expectations about how their children would engage in mathematical learning situations. Although some parents were able to adapt to the new cultural values in Norway, they did so by denouncing the approaches in Polish ECEC suggesting that integration is only achievable if they give up some of their Polish However, rejection of the barnehage approach to mathematics education of learning through play caused conflicts with Norwegian values. [START_REF] Wertsch | Mind as action[END_REF] described appropriation, resistance and rejection of cultural tools. Present immigration policies with their emphasis on the role of education seem to assume the acceptance and thus the appropriation, of the adopted country's values about what should be learnt and how. However, the responses in the survey suggest that this is not necessarily the case. Many parents resisted or even rejected the acceptance of barnehage approaches to mathematics education, even if they had master knowledge of them. This is likely to have an impact of the integration of Polish immigrants into Norwegian society and the potential economic outcomes.