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ABSTRACT

The purpose of this study was to describe and evaluate
the effectiveness of an interactive reading program on
children's reading achievement. This program involved parents
of grade two children. Its intent was to train parents how to
help more effectively their children with reading. The
program was based on the findings of past research on parental
involvement in literacy development of children, including
revealed parent-child interactions and techniques of parental
involvement. Its effectiveness was determined by comparing
gains made in reading comprehension, receptive vocabulary and
sight vocabulary by an experimental and a control group.

A pretest-midtest-posttest-follow-up test control group
design with matching was used for this research. From a
population of 80 grade two students, seven pairs were matched
on the basis of reading ability, socio-economic status, gender
and age. One member of each pair was then randomly assigned
to the experimental group; the other was placed in the control
group. A series of one way ANOVAS conducted on group scores
and each of the three dependent variables at pretest time
confirmed the soundness of this design.

Both groups of students continued to receive regular
classroom instruction. Only children in the experimental

group were exposed to the assistance program, or treatment.
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By midtest time, the impact of the program on reading
comprehension, receptive vocabulary and sight vocabulary was
found to be in the hypothesized direction; by posttest time it
was statistically significant at the 0.1 level. Three months
after the program terminated, the follow-up test results
indicated that its impact was still significant at the 0.1
level on sight vocabulary; however, its impact on reading
comprehension and receptive vocabulary had becoue significant
at the 0.01 level.

Provisions were also made to discover effects the program
had on children's atcitude towards reading, and to determine
pareits' reactions to the program. It was found that the
program apparently was significant in increasing children's
desire to read. Parents also reported a very positive
response to it.

The program, in summary, proved to be successful in
helping parents develop the "know how" to enhance the reading
levels of their children and to develop in them an increasing
desire to read. As a result, the findings of the study should
have important implications for educators and parents wio are
concerned about children's reading achievement and solving our

serious illiteracy problem.
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CHAPTER I

BACKGROUND TO THE STUDY

Introduction

Because reading permeates the entire school curriculum,
the ability to read is basic to academic success in school.
As a result, "learning to read is considered by parents,
teachers and the general public to be the most important
educational objective for children" (Silvern, 1983, p.44).
Because the obvious and generally accepted role of the primary
school is to promote and develop the foundation for later
learning, the role of primary school teachers in developing
able readers cannot be over-emphasized.

Despite the highly accepted significance of literacy and
the considerable emphasis given to reading instruction by
primary teachers, however, illiteracy remains one of the
greatest problems in our society (Sutherland, 1993). A survey
published by Statistics Canada (1991) revealed a gloomy
picture with respect to literacy skills of Canadians,
especially Newfoundlanders. It estimated that 16% of
Canadians and 24% of Newfoundlanders in the 16 to 69 age range
are functioning at the lowest level of reading proficiency,
having reading skills too limited to deal with everyday
reading demands; 22% of Canadians and 36% of Newfoundlanders
have abilities enabling them to deal only with simple texts;
62% of Canadians and only 39% of Newfoundlanders have reading

skills sufficient to meet most everyday reading requirements.
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This survey concluded that literacy skills vary by province
and are weaker in rural areas; however, Newfoundland registers
the lowest skill levels for Canadians.

In our knowledqe—baseq society, literacy is basic to both
individual and social progress. It is now as important to our
economy as roads, ports and airports were in the fifties and
sixties (Sutherland, 1993). Because it forms the basis for
the well-educated and well-trained workforce so necessary in
our highly technological world, literacy development is
becoming central to our survival as a nation (Durkin, 1994).
Referring to these gloomy statistics on literacy in our nation
and province and its crucial importance to our economy,
Sutherland stated, "These are the hard facts and they reveal
a horrific problem. Illiteracy and low levels of literacy are
the main barriers to stable economic growth, productivity, and
full employment in this province, and elsewhere" (p.24).

The disempowerment that permeates the lives of those who
are illiterate is usually devastating to them and very costly
to society. Many join the ranks of the unemployed and become
welfare recipients. With their self-esteem bruised and
battered, many become engaged in acts of crime. Sixty percent
of prisoners in Canada and the United States, for example,
have been found to be functionally illiterate (Doake, 1987).
As society becomes more knowledge based, such problems

compound .
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Sutherland said that solving our serious illiteracy
problem will require wisdom. This researcher maintains that
the solution lies more with common sense. It simply means
putting into practice what research has been telling us for
decades and that is for schools to seek greater partnerships

with parents in literacy development. As Rasinski (1994)

claimed, “Getting parents involved in their children's
literacy development ... holds the greatest potential for
positively affecting children's reading” (p.31). This, he

said, 1is more important than adopting new approaches to
reading within schools, such as "whole language". It is
encouraging to see that many schools throughout this country
are beginning to adopt this research-based practice.
Expecting the primary school to develop basic literacy
skills in all its pupils in a relatively short time frame may
be unreasonable. This is especially true today when the
primary school curriculum is rapidly becoming overcrowded as
each discipline requires more of this "prime time" for
learning and as schools are rapidly becoming over-burdened
with their increasingly difficult task of trying to meet the
demands of an exceedingly diverse and highly technological
society. Most primary children are exposed to formal
schooling only three to five hours per day for only 187 days
per year. They are usually with their parents for much of the

remaining time. Hurd (1994) claimed, "From birth to age 18,
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children spend less than 10% of their time in school*® (p.‘u).
Tapping parental time and energy to assist teachers in the
promotion and development of literacy makes practical sense.
It also makes logical sense.

Parents are the first and most important teachers of
their children (Becher, 1882; Larsen, 1982). In terms of
time, they are the teachers children usually have the longest.
Research has shown conclusively that parental influence over
their children is greater than that exerted by teachers (Teal,
1978; Topping, 1984; Silvern, 1985). More specifically, the
crucial role parents play in the development of their
children's intelligence, competence and overall achievement is
well established by research (Becher, 1986).

Research also confirms that one of the most important
influences parents have on the general educability of their
children is in the area of literacy development (Williams,
1982). It has shown that early readers come from homes where
children were read to, reading was valued and modelled and
plenty of reading materials were available (Durkin, 1966;
Clark, 1979; Tizard et al., 1982; Doake, 1987). Studies have
also found that parents' listening to children read has
powerful effects on early reading achievement (Hansen, 1279;
Teale, 1978; Wells, 1978; Hewison & Tizard, 1980).

Being the most "significant others" in the lives of their

young ctildren, usually places in a more advantageous
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position as teachers of their children than regular school
teachers, especially when consideration is given to the fact
that love and understanding are basic to effective teaching of
young children (Buchanan, 1986). Besides, the close and
prolonged association and the strong sense of identification
resulting from family ties are usually mutual. It enables
parents to facilitate more effectively the child's linking the
unknown with the known, a process essential for learning, and
literacy and cognitive development (Neuman and Gallagher,
1994). Being able to work one-to-one in such familiar, warm,
intimate and natural settings should give parents quite an
edge over regular teachers, who usually have to work with
twenty or more children (Lancy and Nattiv, 1992).

Research also shows a high correlation between low socio-
economic background and failure in reading and education in
general (Bruinsma, 1978; Wells, 1986). Language in such an
environment is usually “"restricted" and not conduciv_e to
facilitating reading readiness (Bruinsma, 1978). Suitable
models to entice children to like reading are restricted
(Doake, 1987). With limited needs for literacy in their
everyday lives, parents from such environments may not
interact with their children in ways that nurture early
literacy. Such environments are also usually deprived of

children's literature. The result is the establishment of an
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apparent serious intergenerational illiteracy cycle (Neuman
and Gallagher, 1994).

Newfoundland has the highest unemployment and poverty

rates in Canada; ly, Newf. dlanders generally have

a relatively low socio-economic status (Sutherland, 1993).
The need to develop parent assistant programs to emphasize the
nurturing of literacy development in culturally deprived
environments and break the cycle of intergenerational
illiteracy is great in this country. It would seem to be
greater in this province than any other in Canada.

Some teachers, however, are reluctant to involve parents
in teaching their children to read. They feel that most
parents, especially those of low socio-economic status, will
not participate because they place little value on education.
Contrary to such traditional views, however, studies have
shown that parents of low socio-economic status sustain a high
level of involvement in school-initiated activities and are
pleased to cooperate in helping their children learn to read
(Beveridge & Jerrams, 1981; Teale, 1984; Weinberger, et al.
1986; Neuman and Gallagher, 1994). The same research found
that such parents lack the "know how" of helping their
children with reading. What such parents need, therefore, is
education.

This seems to be a very serious problem not only with

parents of low socio-economic backgrounds but with most
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parents. Many want to help but report uncertainty regarding
the amount of time and the types of practices required to
optimize the benefits of reading to their children. (Silvern,

1985). Many are unaware of the important role they can and do

play (Larsen, 1982). Bacause they do not know how to help,
some resort to using programs advertised in the media which
are of a dubious value (Rasinski, 1994). In their eagerness
to help their children read, many parents resort to using
traditional school materials, such as workbooks, flashcards
and ditto sheets to promote a "skills-drill approach" to
literacy. Such an approach conflicts with the current
literature and research findings on learning how to read and
can lead to negative attitudes towards reading (Schwartz,
1991). Rather than use przise for efforts made and feed their
children's minds, some parents push them beyond their
capabilities. This leads to dismal failure (Topping,1986).
Schools add further to parental confusion by changing reading
programs every two or three years (Bialostok,1992).

It is therefore not surprising that when parents become
involved in home-school assistance programs designed to inform
and instruct them about the teaching of reading, the results
have been significant increase: in the reading attitudes and
achievement of their children (Silvern, 1985). Such programs
have been found to be especially effective with low income

parents (Becher, 1982). Research has also shown that they
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have resulted in improved parental attitudes towards school
and better teacher performance (Rasinski and Fredericks,
1989). The end product of such parental involvement,
therefore, is more effective schools with students, parents,
and society in general benefiting (Durkin, 1994).

In an increasingly knowledge-based and technological
world community, our country's economy and indeed whole social
fabric is being threatened by an enduring illiteracy problem.
This problem is most acute in this province. The most obvious
and logical solution lies in training paren:s to become more
effectively involved in their children's literacy development.
The home and school are integral parts of the same learning
environment and learning to read is simply an outcome of the
child's natural experience with written language in the home
which the school extends (Doake, 1986). Besides, parents
have the right, the responsibility and are generally more
strategically positioned than are regular school teachers to
influence their children's education. Some have the expertise
and are quite effective; however, most want to get involved
but do not know how. Research shows that regular school
teachers can effectively show them how. Because the early
years of a child's life is the prime time for learning,
especially literacy learning, the need for primary teachers to

do this is crucial.
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This researcher contends that considerable money, time

and energy have been expended on special educational services
and remedial and individualized pu-ograms in attempts to cure
illiteracy in schools and resulting failure and drop-out
problems. This researcher also maintains that instead of
getting at the root of the problem; however, sluch measures
have been mostly superficial, patchwork attempts at
resolution. It is time emphasis was placed on prevention of
these problems. In this respect, the individual and social
dividends that could result from developing well planned
parent-teacher programmes to promote literacy development
during children's prime time for learning could indeed be

great.

The Problem

Illiteracy is an extremely serious problem in this
province. Primary teachers do not have sufficient time to
develop adequately the basic skill of reading in all their
students. Being the first and most influential teachers of
their children, parents are in the position to provide
valuable assistance to primary teachers in developing able
readers. Besides, both home and school are integral parts of
the same learning environment. Many parents are asked to
provide assistance; most want to help and many try to help.

The problem is most either do not know how to help or are
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unsure if they are helping or hindering their children with
the reading process. This study will attempt to design a
reading program to assist parents in developing and
implementing the expertise, procedures and activities to help

their children become better readers.

Rationale for the Study

Research shows that the two most effective practices
parents can engage in to promote literacy development in their
children are reading to them and listening to them read
(Silvern, 1985). Studies have also demonstrated that the
effectiveness of each of these practices depends significantly
on the quality of the parent-child interactions (Flood, 1977;
Teale, 1978). This study intends to focus on high quality
interactive practices parents can engage in while helping
children with reading. Hopefully, the findings of past
research in this area will be reinforced or extended.

Research has refuted the traditional view most parents
have about reading to children. That is, children should be
quiet and listen to the story as it is being read. To the
contrary, studies have found that the children who talked
about the books and the stories they heard read and asked
questions before, during and after the reading process
performed significantly higher on reading tasks and acquired

more highly developed and expanded concepts than those
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children who did not (Flood, 1977; Smith, 1971; Snow, 1983;
Teale, 1978).

Educators also maintain that extended parent-child
interactions involving questioning, responding, discussing and
exchanging ideas are just as important in listening to
children read (Pickering, 1977; Athey, 1983; Rasinski, 1991).
Such high quality interactions, they suggest, aid development
in skills of critical thinking, comprehension and inferencing.
Research also indicates that parents of children who achieve
well in reading very actively guide the development of this
process and engage in such high quality interactions (Hansen,
1969; Teale, 1978; Wells, 1978).

Reading specialists also maintain that getting children
to sample, predict, confirm and self-correct where necessary,
facilitates children's attempts at reading, including the
development of independent readers (Smith, 1982; Goodman,
1986). Using praise and encouragement in the process t_;ives
further support (Silvern, 1985; Topping, 1978).

Such extended interactions provide scaffolding to help
children respond successfully to what they are trying to do in
the reading process and that is to extract meaning from the
text (Flood, 1977). Responding to the <child's needs
contingently by answering the child's questions would seem to
be the most effective type of parent-child interaction. It is

individualizing instruction in reading in its truest form
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(Teale, 1978). Studies of early readers (Durkin, 1966; Clark,
1976) showed that one of the most important things parents did
for them was answer their questions about reading.

This study has two main purposes. The first is to
develop and implement a program of extended interactive
practices which are research based that would show parents how
to effectively participate in parent-child book readings and
support their attempts to do this. 1In addition to "listening
activities", this program will include a series of "cognitive
activities". Besides being actively involved in reading
themselves and being read to by parents, students will be
encouraged to discuss and ask questions and make predictions,
confirmations and self-corrections about their favourite books
and also answer a variety of questions asked by parents.
Praise will be given throughout for etforts made.

The second purpose is to attempt to determine the
effectiveness of this interactive program on reading
achievement. Towards this end, standardized tests will be
given and comparisons of results will be made to determine
whether children of parents exposed to the program made
greater gains in reading comprehension, receptive vocabulary
and sight vocabulary than children of parents not exposed.

Secondary to these aims, this study also intends to
assess the effects of this interactive program on children of

differing ability and gender. Also, attempts will be made to
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ascertain what effects the programhad onchildren's attitudes
and interests towards reading. Finally, parents' perceptions

of the effectiveness of the program will be analyzed.
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CEAPTER II

REVIEW OF RELATED LITERATURE

Parental Involvement in Education

The role of parents in both the informal and formal
education of their children has become an issue of increasing
concern and intense interest to educators, researchers,
politicians and parents. These groups have been giving
increased recognition to the fact that parents not only have
a tremendous impact on the education of their children but
also the right and responsibility to become involved. This
action has been spurred on by the recognition that parents
play a crucial role "in establishing the educability of their
children, facilitating their development and achievement, and
remedying educational and developmental problems (Becher,
1986, p. 85).

As creators of the home environment parents are usually
the first and the most important teachers of their children
(Becher, 1982, Larsen, 1982). Their role as teachers begins
when the child is born. Before the child comes to school,
incidental instruction takes place in such processes as
eating, toilet-training, walking, listening, singing,
speaking, reading books, modelling, problem solving and
broadening experiences (Laite, 1990). Such instruction

involving more progressively complex processes usually
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continues after the child begins school and sometimes beyond
school-leaving age.

Larsen (1982) claimed that because self-concept emerges
through interactions with significant others and the early
years are crucial for developing concepts about self, parents
have a prime responsibility in the development of positive
self-concepts of their children. Jones (1990) emphasized
that because a positive self-concept is a crucial prerequisite
for success as a student and a human being, an extremely
important role parents can play in the education of their
children is the development of this fundamental basis.

After reviewing research on parental involvement in
education in general and reading in particular, Silvern (1985)
concluded, "Extensive evidence is available establishing the
crucial role parents play in the general development and
education of their children® (p.49). Jencks (1972) found that
family background accounts for about half of the variation in
educational attainment among school children (cited in Berger,
1987). More specifically, Becher (1982) concluded that the

crucial role parents play in the development of their

children's intelligence, and achis is well
established.

Using the review of research on parental involvement in
informal education in the home and formal education in the

school conducted by Anne Henderson (1988), Rasinski and
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Fredericks (1989) reached the following three very significant
conclusions:

First, studies have demonstrated that providing a

home environment that is conducive to learning has

a strong effect on student achievement. This

includes parents having high expectations for their

children and helping to foster positive attitudes
toward learning. Second, getting parents involved

in the educational programs of the school also

resulted in positive outcomes. Parents developed

better attitudes toward their schools, teachers
worked to improve their instruction, and student
performance in the academic areas increased. Third,
schools that maintained high levels of student
achievement had high levels of parental and
community support and involvement. Hence,
comprehensive parental involvement is seen as

critical to the academic success of the school as a

whole (p. 84).

The notion of parents as educators is certainly not a new
one. As Keith J. Topping (1986) stated, "there is a sense in
which parents acting as educators must be a phenomenon as old
as human culture itself". As a result, Topping added, "the
development of formalised education in schools served largely
to rob parents of a function they had carried out for
millennia" (p.1).

Reports of parents acting as teachers of their children
go back to seventeenth century Europe; however, documentation
of initiatives of parental involvement in schooling does not
occur until the first decade of the twentieth century in both
England and the United States (Herwig, 1982). The first
attempts toward organization of parents as educators in the

United States occurred in 1897 when The Congress of Parents
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and Teachers formed a PTA (Berger, 1983). The first attempts
toward organization in Canada apparently took place in 1927
when national organizations to promote parental involvement in
education were formed in British Columbia, Alberta and Ontario
(Durkin, 1994). One of the earliest attempts of researching

this topic occurred in the United Kingdom in 1947 when W. D.

Wall analyzed the views of 262 td on parent
co-operation (Topping, 1986).

Modern theories about parents as educators began around
the latter part of the seventeenth and the early part of the
eighteenth centuries with concepts developed by John Locke and
Jean Jacques Rousseau. During the latter part of the
eighteenth century, their thoughts on the role of parents in
early child development were expanded and nurtured by Heinrich
Pestalozzi, the "Father of Parent Education" and Friedrich
Froebel, the "Father of Kindergarten". By the mid-1800's,
their ideas were disseminated throughout the United States by
people such as Elizabeth Peabody, Horace Mann and Henry
Barnard, the father of the kindergarten movement in the United
States (Berger,1983).

Modern practices of parental involvement in formal
education in the United States were given great impetus by the
prosperity of the 1920's with parent education programs,
preschools and nursery schools springing up in many parts of

the country. The emphasis at this time was on health
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education and suggested child rearing practices. Despite the
depression of the 1930's, the war of the 1940's and the
aftermath of the 1950's, parental practices in formal
education continued to grow. The prevailing view, however,
was still one in which the teacher was seen as the
professional and the parent as a supporter and fundraiser. By
the 1960's, with the advent of Piaget' theories of cognitive
development, many parents, educators and politicians began to
press for greater parental involvement in education (Berger,
1983).

According to the flood of literature since the mid-
1970's on the topic of parents as educators, the intensity in
interest and concern on this topic, especially among
educators, took a major leap around this time (Becher, 1982;
Topping, 1986). Since then, increased emphasis has been given
to the realization that many parents do not have the skills,
knowledge or confidence to teach their children as effectively
as they should and would like. The fact that some parents are
unaware that they are or should be teachers of their children
has also been given more concern (Larsen, 1982). Besides,
research began to show that parents are generally eager for
teacher-initiated involvement in education (Epstein, 1986;
Ziegler, 1987). This has resulted in increased emphasis on

training parents to become better teachers of their children.
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Research on such training programs showed that children
whose parents are trained to work with them performed higher
on intelligence tests and language performance than did
children whose parents were not trained. Moreover, parents
who were trained showed significant positive changes in their
teaching styles, interactions with their children and
providing a more stimulating home learning environment
(Becher, 1982). In concluding her review of research on this
topic, Becher stated, "it can be said with confidence that
parent education programs are effective in teaching parents,
particularly low-income parents, how to help their children
avoid or remedy basic cognitive and school achievement
deficiencies" (p.1381).

Such research findings seemed to stimulate more activity
among educators on how to work with difficult parents, or how
to reach the "unreachable”. The philosophy emerged that:

Because we care about all children and want what is

best for them, we must be willing to give of

ourselves and make special efforts to reach parents

that in the past, we would have given up on because

they were "unreachable" (Rundall and Smith, 1982,

p. 84).

Within the past third of a century, parental involvement
in formal education has increasingly been given state support
in countries such as Britain, the United States and Canada.
In Britain this move was given great impetus by The Plowden

Report of 1967, The Bullock Report of 1975 and The Warnock
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Report of 1978 (Wolfendale, 1985). These reports emphasized
that, "Optimization of children's developmental and learning
potential is a realistic goal only if parents are involved in
the formal processes of education and the delivery of child
services "(Wolfendale, 1983, p.7). In 1977 the Taylor Report
recommended that half of school governing bodies in Britain be
composed of parents (Topping, 1986).

In the United States, government support for involving
parents in schooling took a major leap in 1965 with the
opening of the first Head Start center. This marked the
beginning of a federally funded program that “mandated
parental involvement and thus became the first large-scale
effort to involve parents in the educational experiences of
their children" (Herwig, 1982, p. 7). It focused on the fact
that deprived home environments, including poor parenting,
result in children becoming disadvantaged intellectually and
socially which in turn leads to underachievement in schooling.
One of its aims was to educate parents of low income families
toward better parenting. As a result, parents were encouraged
to v.sit classrooms and observe programs being taught. It was
based on the philosophy that the direct involvement of parents
in schooling can foster their children's education (Laite,
1990) .

The significance of parental involvement in their

children's education became increasingly implicit in
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legislation in the United States during the 1970's. In 1974,
Public Law 93-380 required that advisory councils cunsisting
of a majority of parents be established for school districts.
In 1975, legislation was passed requiring parental involvement
in policy making for handicapped children (Topping, 1986).
Later, the United States Elementary and Secondary Education
Act included the requirement that the planning of federally
funded education programs involve parents; otherwise, funding
will not be granted (Laite, 1990).

Like many other phenomena, events involving parents in
the education of their children that occurred south of the
border quickly diffused into Canada with the establishment of
Day Care and Early Intervention Programs throughout the
country (Sharp, 1976). These programs have been established
on the belief that they provide a continuity of educational
support for children since home and school are seen as being
integral parts of the same learning environment.

By early 1980's, however, some writers in the United
States and Britain began to have serious concerns over the lag
between theory and practice in involving parents in their
children's education. Summarizing this concern over the rate
of acceleration of change, Topping (1986) wrote:

Despite the great upsurge of interest in parents

as educators, and the development of many new

initiatives of proven worth, it seems that there

are still many parts of the school system the news
has yet to reach. Even where change in teachers’
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attitudes is achieved, behaviour change may be slow
to follow (p. 3).

He further stated, "not all legislation has worked well in
practice, and some of the intended effects have not
materialised" (p.17).

Several writers have researched causes for this disparity
between intent and actual commitment. Becher (1986) stated
lack of interest on the part of both parents and teachers and
fear and uncertainty by teachers in parental involvement as
real causes. Topping (1986) claimed that teachers see parents
as amateurs in education and resent amateur encroachment on
their professional territory. Becher (1986) stated that
evidence from literature and experience points to the fact
that many parents do not know or are uncertain about the
positive influences they have on their children's development
and education. Rasinski and Fredericks (1989) enumerated
three causes for the problem. First, teachers are too busy to
initiate parental involvement programs. Second, a mutual
mistrust often exists between teachers and parents and this
acts as a deterrent to establishing effective programs. Third,
past failures in trying to involve parents beget failures in
future attempts. Jones (1990) claimed that most parents
perceive their role as teachers to end once their children

begin school.
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Despite the numerous difficulties in transforming
commitments into practice, however, the accumulating research
on the positive impact of parents' involvement in the
education of their children caused interest and support for
this issue to continue growing (Becher, 1986). The expansion
of government support since the late 1980's has been a main
cause for increased parental involvement in recent years
(Durkin, 1994).

Recently, the United States government adopted a long-
range plan for parental involvement in early intervention
educational programs. The Goals 2000: Educate America Act
(1994) aims by the year 2000 to have all pre-school children
exposed to high quality and developmentally appropriate pre-
school programs that help them prepare icr school (Handel,
1995). This prompted U.S. Secretary of Education, R. W. Riley
to announce a major initiative to involve parents in education
and to proclaim that "Thirty years of research tell us that
the starting point of American education is parent
expectations and parental involvement with their children's
education, regardless of their station in life, their income
level or their educational background" (p. 9). Part of this
major initiative has been the creation of a 21st Century Head
Start Program thijt "serves more children who need it, and

serves them better" (Rowe, 1994, p. 4).
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Recent educational reforms in Canada have emphasized
giving parents greater control in the actual governance of
schools. In 1989 British Columbia passed legislation
requiring all schools in the province to have a parent's
advisory council. Similar legislation was also recently
passed in Quebec and Prince Edward Island (Durkin, 1994). In
1990, the Yukon passed legislation giving such councils
authority, subject to ministerial approval, over the
operations of local schools in the selection of the school
principal, approval of school rules, development of local
curriculum, and the evaluation and dismissal of teachers. In
other provinces, implementation of school councils with strong
parental representation is already underway. Nova Scotia has
provided for the full transfer of current school board powers
to such councils, depending on approval from the Governor in
Council (Working Together For Educational Excellence, 1994).
The Royal Commission of Inquiry into the Delivery of

Programs and Services in Primary, FElementary Y

Education (1994) in Newfoundland has outlined what it calls "a
new role for parents" through school councils. It states

If the school system is to reach its maximum
potential with the resources available, the
Commission believes it is essential to establish
the means for effective parental involvement in the
governance of the province's schools. In many
cases, parents already actively support the school,
take on a variety of responsibilities, communicate
with teachers and other staff, and take on a
vigorous interest in the administration and
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performance of the school. Within the model
proposed in this report the parents would see their
former role expanded, formalized and given a
genuine authority within the structures of school
government (Williams, p.231).

Recently, within the United Kingdom, Canada and the
United States, a belief has been growing among increasing
numbers of parents that they can do a better job than the
regular school system in teaching their children. As a
result, some parents are taking their children out of the
regular school system and teaching them at home. In Canada,
for example, these so-called "parents turned teachers" have
formed the Canadian Alliance of Home Schoolers and comprise
some 3,000 participants across the country (Bell, 1994). They
believe the big advantage they have over the regular school
system in teaching their children is a greater opportunity to
provide the individualized instruction so necessary for
student success. They also maintain that the more relaxed
pace of home-based education facilitates close relationships
and flexible, round-the-clock learning resulting from a wide
variety of activities (Bell, 1994).

Kelly Green, who has a background in organizing various
forms of co-operative education, offered an interesting
compromise between schooling at home and schooling in the
regular school system. She said, "In an ideal world I would

prefer to see a collaborative, co-operative, effort whereby
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children and families could take part in the public education
system instead of being subsumed by it" (cited in Bell, 1994,
p. 32). An increasingly important role parents perform in this
implied partnership is that of teachers of their own children.

Durkin (1994) claimed that schools are finding it
increasingly difficult to satisfy the demands made upon them
by an exceedingly diverse and highly technological community.
Extensive research, she added, points to greater parental
participation in education to best meet this challenge.
Studies done by numerous government, education and private
agencies show that "when parents become involved in the formal
educational process,... the student, family and the community
benefit in terms of long-term achievement, positive attitudes
and behaviour, and more effective schools" (p. 33).

In summary, the issue of parental involvement in the
education of their children is far from being new. However,
despite the fact that there is extensive and convincing
evidence supporting the crucial role parents play in the
education of their children and that they can be trained to
more effectively perform this role, the practice has not grown
rapidly. Since the 1970's, legislation has been increasingly
supporting this cause.

The 1970's saw an increase in parental involvement in
formal education throughout Britain, the United States and

Canada. This consisted largely of fund-raising, assisting
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regular school teachers in classroom activities and with low-
level menial tasks, such as outings, as well as participation
in parent-teacher associations. During the 1980's, these
functions continued and the concept of partnership between
home and school emerged as parents became more involved in
policy decisions; curriculum planning, implementation and
evaluation and training programs to help them become effective
teachers of their children (Herwig, 1982; Berger, 1983).

As we approach the mid-1990's, we see an increased focus
in these past trends, especially a greater emphasis on the
partnership between home and school as a formal educational
team in a continuing learning envirorment. Resulting from this
partnership are more structured programs of parent training
which are skill-oriented and home-based with the aim of
increasing attainments of children. Within this partnership,
an increasing number of educators are seeing parents as
experts on their own children who can provide very significant
information for effective decision-making on educational
matters concerning these children. They also see that
parental skills can complement their own professional skills
(Laite, 1990).

To be most effective, teachers should take the leadership
role in this partnership with parents and initiate the process
of parental involvement. As Potter (1989) said, "We teachers

need to go beyond involvement and give due recognition to the
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