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Abstract

The investigation was concerned with ways of helping children with
reading difficulties, One of the main reasons for these children failing
in reading seems to be a complete lack of interest in books, stemming
from the fact that reading is regarded as unimportant in the children's
culture, A teaching approach which attempts to evoke interest and
change attitudes through relating reading to interests‘and culture
should therefore be more suitable for these'chi]dren than{an approach which
coneentrates on the skills involved in reading, If successful, an
interest-centred approach should have marked effects, in that it should
'lead to continued improVement in ébi]ity for as long as the interest is
sustained.

Pilot studies showed that an interest-centred approach was much
enjoyed by poor readers, and improved both reading ability and attitudes
to reading. It seemed worthwhile therefore to carry out a more rigorously
controlled experiment, to further assess the effectiveness of such an
approach,

In the main experiment, edghty primary school children, AImost
all working-class and all backward in reading, were given extra help
with reading for five months, 'Interest sessions' were held with forty
of the children, and 'skill sessions! with the other forty. The sessions
| were conducted by experienced teachers, who were on a university course,

Each teacher worked w1th two groups of four ch1]dren, ho]dlng 1nterest

"“{;?isess1ons W1th one group, and sk111 sess1ons w1th the other group.b.; -

The expected resu]ts were not obta1ned Interest sessions turned
{out to be a comparat1ve fa11ure, in that they had no effect at a]] upon |
the children's attitudes to reading, Not only that, but children of

average and below average intelligence improved reading ability
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significantly less in interest sessions than in skill sessions. Both
types of session were successful in accelerating the children's.rate

of progress in reading, and both types‘were unsuccessful in changing

attitudes.

The children were followed up fourteen mbnths after the sessions
had finished, The follow-up showed that there were no differential
long-term effects from the sessions. For both groups of children,
reading progress had returned to its former poor rate, in contrast
to the accelerated progress made during the sessions.

The above results can be best explained as follows, The interest-
centred approach was intended to workagy changiné the children's
attitudes to reading, In the eveht, it did not succeed in creating
~either temporary or permanent interest in reading. There was less
direct teaching of reading in interest sessions than in skill sessions,
and the children did not particularly enjoy being able to pursue their
own interests, They preferred the rewards available from skill sessions,
in the form of feelings of success énd mastery, This reward preference
may have seriou§ implications for progressive education, which lays
such stress on pupil choice and pursuit of individual interests,

As far as long-term effects were concerned, neither approach
succgeded in changing attitudes, and therefore, once the sessions stoppéd,
progress for both groups relapsed to its former inferior rate,

Thus, 1t seems that 1f ch11dren are: to leave school W1th reasonab]e

o ab1]1ty to read tu1t1on wh1ch concentrates on the sk1lls 1nv01ved in-

'read1ng rather than upon the ch11dren s 1nterests and culture shou]d be )
.g1ven cont1nuous1y for as Tong as is necessary. This may mean for the

- whole of the child's school career. Without this extra he]p,‘skj11-centred

in nature, the child may well leave school semi-literate, with ;11

this implies in terms of 1ife-prospects.



 CHAPTER 1
THE PROBLEMS OF POOR READING ABILITY

A. The Importance of Reading

The present investigation arose frem a concern for children who
are having difficulty in learning to read, and from.an interest in
the best ways of helping these children. The concern and interest
stemmed from the fact that reading is such an important skill. This
is evidenced in the way it is usually referred to as one of the three

basic skills.
Reading first becomes important at school. If you cannot read,

you can make little progress in most school subjects. Burt (1937,

1950) points out:

A disability in reading operates in a more
general way than a disability in arithmetic
(or any other subject). From the earliest
years the child is heavily handicapped. If
he cannot read a word, he is not likely to
spell it; and if he cannot spell,he is
hopelessly at a Toss in written composition.
Further, the poor reader will eventually
become backward in arithmetic as well,
simply because he cannot make out the prob]ems
written on the board or printed in his text
book. For a similar reason, as time goes on
he will fall behind in all other studies
that depend upon book-work - geography,
history, and even nature study and sciences
- indeed wherever reading, note- tak1ng and
1essay wr1t1ng are requ1red

. : (The Backward Ch11d Th1rd Ed1t1on, p 462)
fCh11dren who cannot read are 11ke1y to become estranged from school ~
'and bored. They may- deve]op fee]1ngs of 1nfer1or1ty and a sense of
failure. There is the classic picture of the illiterate boy who -

sits at the back of the class, plays up and generally makes life hell



for his class-teacher,

The illiterate is likely to have a hard enough time in school;
but 1ife may not get any easier for him once he has left school. The
range of jobs the illiterate can choose from is limited: even for
sorting boxes in a warehouse, he needs to be able to read the labels
on the boxes. "You can't hold a job as first or twehty-first cook if
you can't read the recipes." (Fader and McNeil, 1969, Hooked on Books,
p.5). Then, there are all the practica]}problehs of Tiving 1in e world
where it is assumed that, as an adult, the illiterate can read: that
he can read road and street signs, fill in unemployment forms, sign
cheques and hire purchase agreements, read newspapers and magazines,

~ Part of the world remains a mystery to the illiterate. He
cannot follow the rules of the game in an area where it is assumed
by everyone else that he can. The illiterate is often so embarrassed
by his lack of ability, that he will go to great lengths to hide the
fact that he cannot read and write. Herndon (1970), in "The way it
spozed to be", describes how children would faint in class, lip-read
or walk out of the classroom, to avoid having to read. "You get
cunning. You use other people's brains. If a bloke shows you a
newspaper and asks you what you think you ask hih what he thinksA
about it. So he tel]s.you and you know what it's about. You can
~give an opinion". (The Guardian, 2 Oct. 1975, p.9).

Apart from these shorter—range 1ssues there are 1onger-tenn L

: ti”?f1mp11cat1ons in the prospect of mass 1111teracy If ch11dren were

'Jg1ven the choice about whether they 'wanted' to learn to read or not, S

the consequence cou]d well be,over the generat1ons, a d1v1s1on of the -

population into two: into literates, who make all the key cultural

decisions, and illiterates, who are relatively powerless, and whose



children could enter the €lite class only byvleaving the homes of
thefr illiterate parents. Mass il]iteracy could well change the
fabr1c of our culture in a way that would take us backwards rather
than forwards.

In spite of the above arguments about the importance of
literacy, the view is increasingly often put forward that being able
to read is nowadays neither a necessity nor a virtue. McLuhan and
Fiore (1967).'amongst others, argue that books are out-dated and
~ electronic technology is all-important. "At the high speeds of
electric communication, purely visual means of apprehending the
world are no longer possible; they are just too slow to be relevant
or effective". (The Medium is‘the Massage, p.63). Recent technology
does seem‘to have made literacy less important than in the past.
Nevertheless, once one has become literate, one has the choice of
whether or not to use the skill, If one remains illiterate, one
has no such choice. And it is for this reason of freedom to choose,
_Yifino other, that even if literacy is regarded as a skill in decline,

the problem of children who cannot read remains of concern.

B. The Incidence of Reading Difficulties

Given that it is a good thing for children to be able to read,

“the quest1on then ar1ses. 1s there rea]]y a 51zeab1e prob]em -a

'"'a;;jlarge number of ch11dren who cannot read well? Much recent educat- RN

‘,'1ona1 wr1t1ng 1nd1cates a general concern, about read1ng standards
that there is growing 1111teracy in schools, that standards are |
declining, and that this is linked to the increase in progressive

- teaching. For example, the various Black Papers (Cox and Dyséh,



1969; Cox and Boyson, 1975) and "Education: Threatened Standards"
(Boyson, 1972) put forward views along these lines.

The concern here is not with whether standards are rising or
falling and the reasons for such changes, but simply with the
incidence of reading difficulties: the number of children who have
problems with reading. |

It is not easy to get a clear idea of the true extent of
reading difficulties amongst older British schoel children. To
begin.with, it is notoriously difficult to provide adequate criteria
for defining literacy and illiteracy. ‘'Literacy' itself is a global
term which sometimes refers to the extent of capability,‘the body of |
multi-component skills that make up reading and writing; but some-
times also to the extent to which the person engages in reading
and/or writing. For example, the man in the street, who is iiterate
in the sense that he can read perfectly well, is less literate than
a bookish, widely-read person. Even if one uses literacy simply to
refer to the body of skills that make up reading, a definition cf
Titeracy is not clear-cut. Neijs (1961) notes that "literacy may
vary frem slowly deciphering a line of print and laboriously writing
one's name to quickly and efficiently scanning a page, rapidly
grasping its content and fluently rendering a message in brief clear

writing.- Even for census purposes no universally accepted standards

1,-'have ever been adopted" (L1teracy Pr1mers Construct1on, Eva1uat1on_ CL

“ e'and Use, . 11)  UNESCO's 1967 f1gures for 1111teracy in Br1ta1n

’}ei11ustrate this - a quer1ed range of 0 to 11%
" The definition of 11teracy most conmon1y used in Br1t1sh
surveys in schools is that provided by the Ministry of Education

(1950). The Ministry's definition is in terms of éeading age:



- a reading age represents the average level of performance attained by
children of the age in question. The Ministry defines an illiterate
per§on as having a reading age below seven; a semi-literate person as
having a reading age of seven or greater but less than nine; and a
literate person as having a reading age of nine or more. The lines
drawn by the Ministry between literacy, semi-literacy and illiteracy
are to some eitent arbitrary. In particular, it is often argued that,
in our increasingly complex society, a reading age of nine can no
longer be taken as an indication of functional literacy. However,

in spite of such disadvantages, the above definitions have been used
in many of the surveys to be described in this chapter. It is useful
to keep the three definitions in mind, as they give some idea of
Tevels of reading ability, and of the extent to which a particular
level of ability means a person is literate.

From beginning school onwards, there are children who lag behind
and who are in need of extra help with reading. In "ll,OOO'Seven- |
year-olds" (Pringle et al, 1966) it was4fodnd that on transfer to
the junior school, 44% of the seven-year-olds were still in need of
infant-schoo®ype help. This may be serious, as many junior school
teachers have had no fraining jn the teaching of reading and,
traditionally, do not regard it as part of their job to teach reading.

Further on in the primary school, a fair proportion of children

._st111 rema1n poor readers.{ Start and We1ls (1972) found that as many ,

dyﬁf'as 15 57 of e1even-year-01ds in Eng]and and Scot]and had read1ng ageS‘» B

'below nine. The s1tuat1on is not qu1te as bad. as it seems, in that ‘
most of these ch11dren had picked up the rud1nents of read1ng on]y
0.42% fell into the 'illiterate' category. Nevertheless, this still

means that about five out of every thirty eleven-year-olds are on1y



semi-1iterate: and this aftér six years in school.

Surveys of primary school children carried out in different parts
of the cduntny show that there are wide regional variations in the
prevalence of reading difficulties, in accordance with the income and
class distribution of the area. Thus, Berger et al. (1975) found that
reading d1ff1cu1t1es in ten-year-old 1nd1genous children were far more
conmon in an Inner London Borough than in the more prosperous Isle of
Wight. Specific reading retardation (i.e. taking intelligence into
account) was nearly three times higher in the London borough than‘in
the Isle of Wight (9.9% compared to 3.9%), and there was a comparably
higher rate of general reading backwardness in the London borough
(19% compared to 8.3%). Yet, even in the more prosperous areas, there
js a sizeable problem. The Isle of Wight has a slightly higher than
average income and class distribution, and is without the social
problems occurring with urbanisation. Even so, the general rate of
reading difficulties amongst nine- to twelve-year-olds was found to
be as high as 6.6%. As Rutter et al comment:

' It is clear that the problem of reading
backwardness is a large one and that our
figure of 6.6 per cent must be regarded
“as a minimal estimate. Twenty-eight
months backwardness in reading is a severe
degree of backwardness and there vere many
more children with lesser problems in
reading which, nevertheless, were still
~great enough to constitute a marked
hand1cap at schoo]
. (Educat1on Hea1th and Behav1our, p 41)
. ,The prob]em wou1d not be. one to worry about S0 much, 1f the chlldren
caught up 1ater in the1r sch0011ng. However, a11 the ev1dence o
jndicates that, although reading ability may improve slowly, the

children do not catch up with their age-group, and manyileave*SChoo]



without being able to read fluently. Thus, when the children in the
Isle of Wight study were re-tested two and a half years later, it was

| found that only five of the 160 backwérd readers wéfe less than 28
months behind their chronological age. In line with fhis result, Start
and Wells found that one in thirty of the fifteen-year-olds tested in
their national survey were semi-literate (3.18%). The validity of
Start's and Wells' figures is somewhat unclear in fhat a high
proportion of Easter leavers, who would probably be worse at reading
than the other children, were absent at the time of testing; and,
because of a postal strike, only just over half the secondary schools
selected finally took part in the survey. However, if the figures

are taken at their face-value, they indicate that about 15,000 children
leave school every year with reading ages below nine (see Bullock
Report, 1975, p.12).

It is hard to compare results from the various surveys, as
different tests have been used, with children of different ages, and
with different criteria of reading backwardness. In addition, the
extent to which the surveys accurately assess the incidence of reéding
failure is not clear. In spite of these difficulties, all the surveys
 carried out agree in showing that in every region, including the more
prosperous ones, and in every age-group in the school, there are size-
" able numbers of children who cannot read fluently. One thing seems

"f C; APortrait of the Poor Reader

Before we consider ways of helping poor readers, we need to

think about the type of child who becomes a poor reader, and why he



does so. For teaching cannot be dissociated from the person who
s to be taught. The two must'fit together, if the teaching is

to be maximally effective. In this section, therefore, a portrait
ofAthe poor reader will be sketched. The following is not meant to
be an exhaustive review of the literature -~ that could be a book in:
itself - but simply a sketch of the characteristics of the typical
poor reader,

If we take poor readers as a group, we find varicus associated
circumstanceé. It is, in fact, almost not an exaggeration to say
that any circumstances that are normally regarded as disadvantageous
are likely to be related to poor reading ability. One can, however,
- be somewhat more precise than this, and in the following discussion
the associated circumstances will be dealt with in more detail, in
three groups: first, individual characteristics of the child; then,

school variables; and finally, home background.

Individual characteristics of the child.

To begin the portrait, the first point to be made is that the
poor reader is more likely to be a boy than a girl (Davie et al,
1972; Rutter et al, 1970). Often, two or three times as many boys
as girls are found to be poor readers (Cashdan et al, 1971).

~ Although the poor reader is 1ikely to be below average in

" ~[“1nte1T1gence, he- st111 has a fairly good chance of being of average'ﬁ,

tor above average 1ntel]igence (Morr1s, 1966) That is, not a}] :a R

. poor readers can be Tabelled w1thout thought as un1nte111gent
"~ A boy who is a poor reader is more 11ke1y to be of average intelli-

gence than a girl. A girl is unlikely to be poor at reading unless



she is below average in intelligence, Thus, Clark (1970) .found
that of the 19 nine-year-old children who were of average intelli-
gence and severely backward in reading in Dunbartonshire, 15 were
boys and only 4 were girls.

The poor reader may well suffer from nhysical disabilities and
illness. Rutter et al found that children with physical disorders
(e.q. asthma,'eczema, heart disease, deafness) were on the whole
nine months behind their chronological age on the word accuracy
measure of the Neale test (Education, Health end Behaviour, p.299).
Pefining the handicap somewhat more precisely, Douglas et al (1968)
found'that children with a heavy burden of illness were behind in
. school, whereas those with more moderate disabilities were not. It
was the general condition of ‘'chronic illness' that correlated with
low attainment, rather than specific illnesses. Speech defects are
also likely to be associated with poor reading ability (Morris,
19665 Clark, 1970). | “

| As one would expect from the pressures that must meet the
fat]ing child in school, the poor reader is likely to be ‘maladjusted’.
Both Douglas' (1971) and Morris (1966) found that the more adverse'
signs of maladjustment there were, the poorer the performance of the
child, | | |

There have been attempts to discern whether particular types

.. of- ma]adaustment are assoc1ated with read1ng faqure, but the results

'L*are 1nconc1us1ve Thus, Rutter et al (1970) found an assoc1at1on
‘:"between anti social behav1our and read1ng retardat1on. rather than ‘
between neurotic behaviour and retardat1on. This would be a very |

interesting finding, with important implications, if it could be



- 10 -

replicated. However, Varlaam (1974), analysing results from part
of the ILEA Follow-Up Survey (1971), found that}a]though neurotic
and anti-social children obtained lower scores on reading than
normal children, the mean reading scores for the two groups of
maladjusted children were about the same. ‘

The discrepancy between the two sets of findings could arise
from the fact that Rutter et al considered only retarded readers
(i.e. children whd are backward in reading when intelligence is
taken into account), whereas,in the ILEA Survey, all backward
readers were examined, rather than only retarded readers. Even
if this is the correct explanation for the disparfty in results,
the disagreement about types of maladjustment likely to be
associated with reading failure is evident, as it.is in work by
Gregory (1965) and Morris (1966). Both these researchers used
Stoft's Bristol Social Adjustment Guides. Gregory examined fifty-
three children, aged six to ten years, in a small village school,
_and found a significant connection between reading failure and
resf]essness in af] the age-groups. In contrast, Morris found
generally greater signs of unsettledness and maladjustment |
amongst the poor readers, but not on any specific syndrome,

One talks thus in terms of the label of maladjustment, but

what is largely being discussed here is the child's attitude to

3“.;g;fschool whether he f1ts in and lakes schoo1 or, on. the contrany,qzh.;;gz;;‘

e;e1ther w1thdraws from school or becomes act1ve1y ant1 soc1al

fe51s hard]y surpr151ng if fa111ng chlldren have negatlve att1tudes v

1

. towards 'school. In a Sunday Times interview, one ROSLA child

described his lack of interest in school and his conviction that

1. 'ROSLA stands for Raising of ihe School-leaving Age. -
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. school had 1ittle of value to offer him:

With me, I didn't want to sit in school,
because I can go out there and learn and
get paid for learnin'! Like when I was in
there - I refer to it as 'in there' -
there wasn't anything 1 could do, not any-
thing I wanted to do. Apart from ‘the art.
They gave me art every day, they knew I
Tiked it and that it'd be the only thing
that'd keep me there,

(Time to Learn or Time to Kill, S. Times Mag. 17 Nov,1975,
p.61)

On a somewhat more objective level, Hargreaves' work illustrates how

the bottom streams in the secondary school may develop attitudes

that are actively hostile towards the school. In “"Social Relations
in a Secondary School", Hargreaves describes how, in the role of a
participant-observer, he studied the fourth year in one secondary
modern boys® school, He found that there were two sub-cultures in
the year, these corresponding largely to the streams the children
were in: top streams or bottom streams. (The bottom stream, of course,
would be the home of the poor reader.) Hargreaves noted that "in

the low streams informal status is a function of a negative orient-
ation to the school's values ... in the low streams, the boys do not
approve of the teacher's definition of his own role and disapprove of
pupils who meet the teacher's'deffnition of the pupil role" (p.159).
He continues: "Members of the Tow stream approve cheekiness to the

_ :teachers s1gn1f1cant]y more. often than h1gh stream boys cos 1n the .

R streams, phy51cal power and f1ght1ng ab111ty form a maJor s

‘Jcr1ter1on of-1nf0rma1 status cee Low stream boys ade are frequently
| 1nv01ved in acts of theft and ma11c1ous damage, but th1s is not true |
for h1gh stream boys" (pp.167,168). The boys probably devise new

norms through which they can achieve status; this was shown to be
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very important in Cohen's (1956) description of delinquent boys and

the culture of the gang.

Other school-related varfab]es

The way maladjustment relates to attitude to school provides a
lead into considering school-related Variab]es rather than individual
characteristics of the child., One would assume that some schools
would be better than others at teaching chi]dreh to read. A school
such as the one described in the following quotation would hardly

be expected to help towards maximum progress in reading.

We (the ROSLA children) had lessons upset all
through the year, because they said the teachers
weren't there. Very short-staffed. So we had a
lot of stoppages. What got up my nose as well,
especially when I was in one of the low classes,
it was supposed to be a special class, for reading
and such; if there was any tables to be moved or
chairs carried, we usually got the job., Which I
don't think any kid should do, because it cuts
off their lessons.

(S. Times Mag. op.cit. p.61)

Although descriptions of schools such as this would suggest
that schools play an influential role in determining the child's
attainment, a number of studies indicate that schools have only a
minor role to play in comparison with the important influence of

the home Jencks 'S, (1972) work 1n Amer1ca has recently become well-

' ';:;known in mak1ng th1s po1nt Peaker and W1seman, 1n the1r stud1es R

e descr1bed in the “P]owden Report" (1967), reached the same

conc]us1on as Jencks. In Peaker's study, the read1ng atta1nment
of 3,000 children (top 1nfahts, and top and bottom juniors) was

‘examined, in relation to school conditions, home circumstances and
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parental attitudes. Wiseman studied the attainment of ten-year-old
children in Manchester schools. In addition to a general study, the
parents of 200 pupils were interviewed, and the results were factor
'analysed. Reading tests were one of the three criteria for achieve-
ment. | '

Both Peaker's and Wiseman's studies show the lesser importance
of the school in relation to attainment in comperison with home
background. In Peaker's study, in the analysis between schools for
all pupils, school conditions accounted for only 17% of the variance,
in contrast to the 48% of the variance accounted for by the conjunction
of parental attitudes and home eircumstances. Similarly, in Wiseman’'s
analyses, major loadings on the important factors were nearly all
*home* variables and not school variables.

However, the 17% of the variance accounted for by the school in
Peaker's study is not that insubstantial an amount. In certain other
analyses, school conditions were as important as, or nearly as
important as, home background. In addition, as Peaker points out,
the lesser importance of the sch001 is partly due to the fact that
echools differ less than families: the difference between the best
and the worst schools is on the whole Tess than the difference
between the best and the worst fami]%es. That school conditions

“do not account for a considerable proportion of variance in attain-

o };;'ment does not mean that schoo]s are; hav1ng no effect. but that they_.; -

:'fare hav1ng a somewhat s1m11ar effect |
- _ A]though ‘schools may be less 1mportant than ‘the home in deter-*zv..
-'Am1n1ng achievement, a relat1onsh1p between some school cond1t1ons
and attainment can be discerned, ‘In Peaker's study, the teacher

emerges as the most important school factor: length of teaching
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experience, teaching quality (as assessed‘by an HMI), continuity of
teachers, degree of responsibility, and long courses atteﬁded, all
accounted for part of the variance. (This was in either the between
~schools or the within schools analyses; when a 'short list' of

variables was used.) In the Sunday Times interview already referred

to, one boy penetratingly illustrated the importance of the good

teacher: '

I'd 1ike to see older teachers in charge of
older boys, that's another thing I'd like to
see. The young ones can't cope. One especially,
a nice enough feller, we used to play him up
like hell, If he hit us, we'd hit him. He was
inexperienced. He grabbed one of the big kids
by the throat, the big kid grabbed him, put
him up against the blackboard, that sort of
thing.

(S. Times Mag. op.cit, p.61)

Wiseman found that the major factor in the analysis of the
~attainment of the children in the 44 schod]s studied contained few
school variables, but these included attendance (if one can call
this a school variable) and homework given. Wiseman also comments:
"The less important factors thrown up in the factor analysis provide
some intérésting results, particularly for the younger children of
7+ and 8+, Teacher turnover rate is shown to be particularly
important here, as well as the presence of older teachers, of women
teachers, and of married wamen teachers with children", (Plowden
v-j“Repbrtngoi;Z;‘p;37}3; Again;thé,imporfande of fhg tgachér;becomés'})
 erd§nf. fﬁowevér;thé'qué1§ficatf§h hasﬂt6 beJmade here fhat $-  :‘n B
| variab1é‘sucﬁ'é§ téachér'fUrnover1rété'is pkobably:ihextriéébiy j
bound up with other school variables, and that there aré probably

no clear-cut cause-effect relationships with respect to this variable.
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Home background

We turn now to consider the set of variables that seem to be
“most important in distinguishing the poor reader from his peers,
namely, the variables that constitute 'home background'. Home back-
~ground emerges as more closely related to educational attajnment than
either individual characteristics of the children or school variables.

The index of home background commonly used is that of social
class, this being determined from the father's occupation, in
accordance with criteria laid donn by the Office of Pdpulation
Censuses and Surveys (1970). Children from the lower social classes
are the most likely to be poor readers. Davie et al (1972), in the
National Child Development Study of nearly 11,000 children born in
Britatn in one week, found that as early in the child's school career
as seven, "The chances of an unskilled manual worker's child ...
being a poor reader'are six times greater than those of a profess-
jonal wbrker's child ... If the criterion of poor reading is made
 more stringent, the disparity is much larger. Thus, the chances of
a Social Class V child being a non-reader are fifteen times greater
than those of a Social Class I child". (From Birth to Seven, p.102)

The close association between social class and attainment
arises from the fact that many economic, social and attitudinal
variables are related to soc1a1 c]ass, for, as stated above class-
t;gif1cat1on 1nto soc1a1 c]ass 1s based on occupatlon, wh1ch, 1n 1ts -;e:;i
o turn, re]ates to 1ncome. educat1on and att1tudes. afl ‘

G1ven the assoc1at1on between poor read1ng ab111ty and soc1a1
.c1ass, and between social class and other variables, a number of

other associations with poor reading ability would be expected.
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Thus, the poor reader would be 1ike1y to come from a family below
average in income. As an example of the effects of low income,

the hard struggle some families have to make ends meet is tellingly
described in a Government survey, "The Administration of the Wage

Stop" (1967):

Several families said they had difficulty in

. finding money for food on Wednesday and Thurs-
day (i.e. the last two days before the payment
of benefit)'... Lack of variety in food was a
factor most frequently commented on, and bread
and potatoes were eaten in large quartities ...
The standard of clothing was generally poor,
and keeping the children in shoes was cbviously
a difficulty with many of the families ...
Similarly, stocks of bedclothes were low and
in a few of the families were almost non-existent
... Seventeen of the families said that they had
had their gas or electricity cut off at some time
in the past and about a quarter said they commonly
ran short of fuel during the winter.

(p.5)

To continue with the portrait, the poor reader may well Tive
in grim housing conditions. Overcrowding and 1a¢k of basic
amgnities (e.g. a hot water supply, an indoor lavatory and a bath-
room) all relate to social class. In the Plowden Report, a survey
of families found that as many as 17% of Social Class V families

Tived in houses with no hot running water. Rowland (1973), carrying
~out a survey in a deprived area in Lbndon, describes some of the
houses he saw in the following way:

- Thé houses suffer from rising’ damp, woodorm ** -

and dry rot. In many cases windows remain :
.. broken for years mainly because the landlord,
" whether private or public, does not consider

~ it worthwhile to repair them. Most houses

have an outside toilet, no bath and no hot

water. o .

(Community Decay, p.41)
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- Even when the social class is allowed for, the poor reader is
more Tikely to 1fve in overcrowded conditions and without the basic
amenities'detailed above, Thus, Davie et al fouhd that,'allowing
for social class, "The effect of overcrowding is equivalent to two
or three months retardation in reading age -in the context of this
analysis. The effect of absence - or shared use - of all basic
amenities is equivalent to about nine months' retardation in reading
age". (From Birth to Seven, pp.55-56)

Hand in hand with overcrowding goes family size. Again, the

lower the social class, the more likely the family is to be large,

but, even allowing for social class, the poor reader is likely to
come from a family that is larger than average. (Davie et al, 1972).
Moreover, the poor reader tends to be a younger member of the family
(Rutter et al, 1970), and thus to have always had a smaller share of
the available resources than the older children.
| Somewhat surprisingly, there is no clear-cut relationship
between reading ability and broken homes. Rutter et al found no
reTatibnship between whether or not the child was living with its
natural parents and reading progress. Davie et al found that,
although there was a relationship for children in Social Classes
iII Manual and above, there.was no such relationship for children
in Social Classes IV and V.

We turn now to parenta] educat1on 11teracy of the home and

t“el:parental att1tudes. The poor reader is more 11ke1y than other

~'ch11dren to have parents who 1eft schoo1 at the minimum school
| 1eav1ng.age (Dav1e et a]). His home is Tikely to ‘have. a 1ow
“level of literacy" (Morris, 1966), and his parents may have

negative attitudes towards school.
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Elaborating somewhat, in the low-]tteracy home, the parents may
read'littie except for newspapers and magazines, and the child may
look only at comics. There'will probably be few books in the house,
and neither parents nor children will spend much time on reading.

As far as parental attitudes are concerned, Davie et al comment
that the "middle-class family is more likely to take a keen interest
in the children's formal education and have higher vocational
aspirations for them than the horking class family". (From Birth
to Seven, pp.3-4). Davie et al found that there was a decrease in
Tine with social class in the number of families who approached the
school about their child's progress; this in turn related to attain-
ment. - There was a similar difference concerning the parents' aspir-
ations for the child, as to whether or not they wanted their child to
stay on at school beyond the minimum school leaving age. Some parents

view school as useless and a waste of time:

Exams! Johnny, my eldest boy, he never had an
0-level, he never had an A-level, but he's a
photographer, he's got his own car, he's got a
plot of land, probably getting more a year than
the headmaster, Mr. Field ... .

. ++.He accomplished more in truancy than he
accomplished in school. He objected to the
system. It's constructive what he's done!

Now, in the beginning, I used to give him hell,
But gradually I came to his way of thinking.

It took a Tong time, but I could see there was
no point in it.

(S T1mes Mag. Op c1t p 66)

As a summar1sxng statement of the way a11 the d1sadvantageous o

factorsl1sted above may relate together, a descr1pt1on from Pow]and
of one of severa] families he v1s1ted, in the course of his depriv-

ation survey in London,is given below.
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Case Nine.

Family of ten.

Rehoused in six rooms at density of 1.7 p/r.

Father unskilled and unemployed - existing

on social security of £19 per week.
If he were working the most he could hope
to earn would be £14 before tax.
Bad conditions, no inside toilet.
Father gets handouts from welfare officers
and sells them - this has landed him in
court.
Two daughters leaving home, setting themselves
up in flat - both have illegitimate children,
Parents will not use contraception or be
sterilized.
Children shoplift - no control exercised by
parents.
Unable to plan day-to-day situation.
| (Community Decay, p.127)
The relative importance of all the different 'home background'
- ‘variables will now be discussed. The studies by Peaker and Wiseman
already referred to form the main source of information on this
subject.

Both Peaker and Wiseman concluded that, from amongst the
different home variables, parental attitudes are more important
than home circumstances. This conclusion initially is surprising,
as one would not necessarily expect parental attitudes to emerge
as more important than, say, the presence of basic physical
amenities. However, the supporting evidence is rather less
surprising than the conclusion.

F1rst, 1t shou1d be noted that, in, Peaker s study, parenta]
‘eattltudes do not always emerge as more 1mportant than home C1rcum-
- stances. For example, in the analysxs for Lower Jun1ors between

"schools, home circumstances account for 25% of the variance,

parental attitudes for 20%. In the analyses for all children
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between schools, the difference in variance accounted for is not
very great: parental attitudes account for 28% and home circum-
stances for 20%. It is true, however, that for the analysis
between pupils within schools, parental attitudes account for 20%
of the variance compared to only 9% accounted for by home circum-
stances. | | | |
It is notAOnly the interpretation of the above figures that
make Péaker's conclusions less clear-cut. The variables that
Peaker happily labelled as 'parental attitudes' do not seem to
fall so happily into this categorisation. The most important
variables regarded as forming part of parental attitudes were:
aspirations for the child, parental interest in school work and
pkogress, and literacy of the home. 'Parental aspirations’
included the questions of whether a}particu1ar type of secondary
school was wanted for the child, and whether a grammar school was
wanted. As parents are likely to have some degree of realism
about how their children are doing at schob], it would be
surprising if there were no correlation between this variable and
attainment. In support of this surmise, pérenta] aspirations were
found to become more important as the child neared the top end of
the primary school; that is, as his progress in school was
.presumably.becoming the more visible.
| - {Lipergcy.gf ﬁhe‘homgﬁbwa;_gnqtherjof the yariab1¢§ included . . .
nml'éﬁbﬁgsé'ﬁéréﬁtd1tétt{£Ude§Z It was. so included on'fhé:grddnd§ that
. it wésl"léss'firm1y.ahchbred'to tﬁeﬁbASt“ (Piowaeh Rebort,‘VoT.Z;r
| }p;183) than such-other variables as father's eduéatfon.' Such a
reason seems very peculiar; anchorage in the past or present does

not normally form a criterion for calling something an attitude.
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The validity of Peaker's findings as to the relative importance of
'parental attitudes and home circumstances has been dealt with at some
length, because of the importance of the policies that may result from
thé conclusions drawn{ For»example, from the conclusion that parental |
attitudes are more important in relation to progress than home circumstancés
Peaker suggests that,.rather_than doing anything about ihe 17% of families
in Social C1ass V who have no hot, running water in their homes, parent-
teacher associations should be formed by means of ‘which parents' attitudes
“can be changed - a nice, easy, non-radical étep to take. |

To continue with the discussion of the relative importance of the
various home variables, an important point to be drawn, from both Peaker's
and Wiseman's studies, is that 'literacy of the home' emerges as more
closely related to reading ability than any other variable. Wiseman, for
example, carried out-three factor analyses from the parentaﬁ interviews;
one on attainment in general. one on brightneés (defined as a standafd
‘score on attainment of 115 and above), and one on backwardness (defined
as a standard score of 85 or below). Four of the seven variables that were
important in all three analyses were literacy variables: membership of
library, parents' reading, books in the house and child's reading.

Bearing this in mind, we move on to the next section; to formulate
the variety of facts that have been given in this section into a clearer

‘picture of the poor reader,

D, The Poor Réader in Context

A picture has been dPaWD.Qf-the'tybical poor reader. He s likely

V'fo'bé'a boy, perhaps of be]ow‘averagé inte]ligénce, perhaps -
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below par physically, and perhaps maladjusted.' The school he attends
may well have inadequate facilities and poor teachers. Above all,
hdwever, the child is likely to come from the manual classes, to be
a younger member of a large family, living in fairly poor surroundings.
.His parents are unlikely to value school, and he himself may be apathet
-ic or hostile towards school. His home is low in literacy and he
spends little time reading.

It is important to consider how all these di%ferent factors
combine together to’produce the poor reader. Why is it that the
poor reader's portrait should have these distinguishing character-
jstics? Booth et al (1973) comments on “"the case of the typical poor

reader" as follows:

~ The causation of learning difficulties and
of behaviour problems has been the subject
of a great deal of research. In some cases
there is a physical disability, and in others
a deep emotional problem; but no combination
of physical, developmental and psychiatric
factors could possibly account for the over-
whelming preponderance of learning and
behaviour problems among children (especially
the boys) from working-class families,

(Learning to Communicate, p.])

If an explanation is to be given of the preponderance of
certain features amongst poor readers, then consideration has to
be given to the process of learning to read, and of the factors .
that are most 1mportant 1n th1s process. .

Sm1th (]973) proposes that 1earn1ng to read is a s1m11ar
~process to 1earn1ng to talk. * In learnxng to. ta1k the ch11d 1s a
~ not- d1rect1y taught ru]es about speech. Rather, he 11stens to
people talking and himself attempts to talk. Practice is all

important; and direct teaching may play almost no part —
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In the same way as with talking, fA]l proficient readers have
acquired an implicit knowledge of how to read, but this knowledge
has been developed through the practice of reading, not through
anything that is taught at school ... Learning to read is not a
matter of mastering rules. Children learn to read by reading".
(Psycholinguistics and Reading, p.184).

In support of his argument that chjidren cannot be‘direct1y
taught to read, Smith cites results frbm an exper%ment which shows
how complicated our system of phoneme-grapheme correspondences is.
Only a limited situation was being dealt with: establishing
correspondence rules for the 6,000 or so one- and two- syllable
words in the comprehension vocabularies of six~ to nine-year-old
children. The 6,000 words were found to involve as many as 211
distinct §pelling-sound correspondences. 166 rules were formulated,
and 45 “"exceptions", (Understanding Reading, pp.169-171).

The implication is that reading is such a complicated pfocess
that it would be impossible to teach such a skill, Smith offers

a useful analogy:

The skill of riding a bicycle comes with
riding a bicycle. We do not offer a child
lectures, diagrams and drills on the
component skills of bicycle riding - we
sit him on the saddle and use a guiding
hand or training wheels to make sure he
does not fall off while he teaches himself
the precarious art of keeping balance.

* .- Forcing him to worry about laws of motion :

. and centers of gravity would cbviously
confuse him. o

(Psychol1ngu1st1cs and Read1ng, P. 195)

Blair argues in the same vein as Sm1th:
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There is no way that a perscn can become a good
pianist without practicing on a piano; likewise

~an individual never becomes a good bowler without
bowling, or a good basketball player without
playing basketball ... John Cotton Dana had twelve
famous rules for the improvement of read1ng. They
were as follows:

1. Read 7. Read things you yourself enjoy

2. Read 8. Read, and talk about it

3. Read some more 9. Read very carefully - some things
4. Read anything 10. Read on the run - most things

5. Read about everything 11. Don't think about reading, but

6. Read enjoyable things 12. Just read,

_ (Diagnostic &'Remedial-Teaching. 5.73)

Tﬁe point has now probably been sufficiently well made. It is
but a short step from the above argument to conclude, as Blair does,
that the main cause of reading backwardness is lack of reading
experience. "Unless a pupil has read considerably, it is inevitable
that he will be deficient fn reading. Poor readers invariably are
individuals who read little". (op.cit. p.73)

There is an obvious corollary to the importance of practice in

learning to read, and that is that little practice will take place
if the child has no interest in reading. As Blair remarks: "for

| pupils to follow these (Dana's) rules ... théy must develop a
permanent and absorbing interest in reading". (op.cit. p.74) The
only time when a child will have to read, if he has no interest in
doing so, is when reading aloud to the teacher. Even when he is
instructed to read to himself during a 1esson, he may well not do so
~if he.is bored B1a1r notes further' "If a pup1} 15 1nterested 1n
lan act1v1ty, he is 11ke1y to spend ‘time on 1t Pupm]s who are
:1nterested in read1ng, read many‘books;;.. The fundamental reason
_ why‘many bupi]s do not acquire greater proficiency in reading is
because of the lack of interest which would lead them to do

considerable reading". (op.cit. p.70)
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Given this view of learning to read (of interest leading to
- practice leading to perfection), the various correlates of reading
ébi]ity can be seen to fit together into an integrated picture.
Literacy of the home emerges as so important because it is likely to
be the;prime determinant of the amount the child reads. This is
part]y because it is likely to fashion the child's attitude to
reading: his view of reading as important or unimportant, enjoyable
or unenjoyab1e. Literacy of the home is also the fndex of whether
resources for the cﬂild to read from are readily available.

Burt (1950) points out that, "Two months in every year, two
days in every week, and all except five hours out of every twenty-
four, are spent by the thi]d not at school but scmewhere eise - at
home, in the street, or wherever he takes his recreation. Hence
much that is done in the classroom during the working day may be

- undone during the evenings and weekends when the child is at large".
~(The Backward Child, Third Edition, p.118). And when the typical
poor reader is at large in his home, or in the streets, he lives
in a predominantly non-literate environment, and adapts himself
to this environment most successfully. He has no need or incentive
to learn to read in his out-of-school environment.

Thus, Labov et al (1969), in their study of street-gangs in
New York, found that reading was rarely used outside school, and

,ab111ty to. read gave no prest1ge w1th1n street-groups.. Thek

E'?Efuconclusxon reached was that "the maaor problem respon51b1e for

. read1ng failure is a cultural conflict. The schoo],env1rpnment
. énd“school values are plainly not influencing the boys firmly
~grounded in street culture". (The Relation of Reading Failure

to Peer-Group Status, Teacher's College Record, 70, p.402).
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Brown and Herrnstein (1975) describe an analogous situation in
relation to moral reasoning. The Tevel of moral reasoning of 20
women prisoners was at Kohlberg's preconventional stages 1 and 2,

“and not at the conventional stages, 3 and 4. That is, there was
concern only about the self rather than about any general social

rules. Brown and Herrnstein comment on this:

What should one say of people who reason
at stages 1 and 2 when the realities of
the world they live in are also at stages
1 and 2? Have they not abstracted the
principles it is intelligent to abstract
in this situation? ... has the preconventional
world many of them grew up in caused them to

- form the only intelligently realistic
theories about the way the world works?

(Psychology, p.325)

The school presumably does attempt to mitigate the non-literate
environment that the child lives in out of school. It cannot force
the child to be interested in reading, but it can attempt to ensure .
that the child gets sufficient practice in reading. However, as we
have already seen, the poor reader's attendance is likely to be poor
(Wiseman); he may have inferior teachers who are unable to ensure
that the child gets down to the task at hand of reading; he may be
condemned to spending a substantial amount of time moving furniture rather
than having reading lessons (Sunday Times Mag.); and he is less

likely than other children to be given homework to rectify the

"i'ﬁpredom1nant non-11teracy of h1s env1ronment out- of schoo] (w1seman)

In add1t1on the ch11d s apathet1c or hostlle att1tudes towards‘ o
}_school may ensure that he does the minimum amount of read1ng poss1b1e

in school. That boys are more likely than g1rls to be poor readers

fits in with this theory. Girls seem more prepared to sit and do as

they are told - to read, even if the book in front of them is boring,
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and hence to obtain sufficient reading practice not to be poor at
reading. In contrast, a boy‘confronted with a book that bores him
is more likely fo refuse to read it, either overtly or covertly,
and hence to become a poor reader. Thus, girls are unlikely to be
poor readers, if they are of average jnteiTigence, whereas boys may
be poor at reading, even if they are of average or above average
intelligence. | |

~ The poor reader then out of school adapts to a predominantly

non-literate environment, and in school manages, in spite of the
efforts of his teacher, to recreate this environment, so that
further (perhaps painful) adaptation will be unnecessary.

 The evidence given in this chapter is in many ways congruent

with the following assertions made by Paul Goodman (1965, 1970):

Most people who have learned to read and write
fluently have done so on their own, with their
own material, whether library books, newspapers,
comic books, or street signs., They may, or may
not, have picked up the ABC's in school, but
they acquired skill,and preserved what they had
learned, on their own. This self-learning is
important, for it is not at the mechanical
level of ABC's that reading retardation drastic-
ally occurs, but in the subsequent years when
the good readers are going it alone, and the
others are either signing off and forgetting,
or settling for a vestigial skill that makes
it impossible for them ever to read an authentic
book.
3. According to some neurophysiologists, given
the exposure to written code in modern urban and
: suburban conditions, any emotionally. normal child =
- in.middle~class. surroundings will ‘spontaneously " -~ " "=
“""learn to read by age nine, just as he learned to -
speak by age three. It is impossible for him not
. to pick up the code unless he is systematically
" interrupted and discouraged, for instance by
~trying to teach him in school.
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But of course our problem has to do with
children in the culture of poverty, which
does not have the ordinary middle-class need
for literacy and the premium put on it. Such
children are not exposed to reading and
writing in important relations with their
parents and peers; the code does not constantly
occur in every kind of sequence or behaviour.

(New Reformation: Notes of a Neolithic Conservative,
Vintage Books Edition, 1971, pp.95,96)

To summarise the points being made, it was noted earlier in the
chapter fhat the ténn f]iteracy' can refer to both reading ability and
the extent to which the skill of reading is used. In line with this
dual meaning of the term, ability and use tend to go hand in hand,
and the cultural context is the thing that provides the opportunity
and incentive for use, and hence ability. The child brought up in a
non-literate cuiture may be contrasted with one brought up in a bodk-
ish household. The former will never become literate; the latter can
avoid literacy only by being in some way abnormal. How, then, can one
best help chi]drenvbrought up in our literate society, but in only a

‘semi-literate' culture?

-000000000~
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CHAPTER 2
HELP WITH READING DIFFICULTIES

A. Normal Remedial Provision

- There is a great'deal of concern amongst parents, teachers and
the general public about children with reading difficulties: that
these children should be helped to catch up with their peers and to
be able to read and write easily. The main approach to the problem
is to classify the chiidren as 'remedial'.and give them special
‘treatment', The very language used is redolent of what Baratz and
Baratz (1970) criticise as the 'social pathological® model of
cognitive development - rejection by classification. This is perhaps
harsh, but examination will be made to see how successful remedial
treatment turns out to be in practice. The various forms remedial
provision can take will first, however, be briefly outlined.

Nearly every school makes some provision for its failing children.
" For example, the ILEA, in 1969, investigating remedial provision in
‘junior schools, found that 95% of the schools surveyed gave extra help
to children failing in reading. Similar results were obtained by
Sampson (1969) in her national survey of remedial provision in primary
schools, so this widespread provision is not just spectfic to the
Inner London area. Of course, that most schools provide some extra
help does not mean that all ch1]dren 1n school who need such he]p
' are given it.’ T : o '.: _“' P
- In the pr1mary school the most common way of he1p1ng cht\dren
'1s by means of w1thdrawa1 groups As the name 1mp11es, the chlldren
" are drawn out of the class for two or three hours a week and g1ven

extra teaching for an hour or so at a time, in a small group;
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on average each such group has about six children in it (Sampson,1969).
In the ILEA survey, for example, it was foundvthat withdrawal groups
were used in 87% of the primary schools. Less important ways of
helping poor readers in these schools included special classes for
failing children (11% of schools) and individual tuition (37% of schools).

‘In the secondary school, the picture is rather different, in that
far more use 15 made of full-time segregation and remedial classes,

“rather than small withdrawal groups. Sampson and Pumfrey (1970)

studied remedial provision in 270 secondary modern and comprehensive
schools. Only 40% of pupils given extra help Were taught in withdrawal
groups. 40% were taught in remedial classes which had an average number
of 19 pupils in them. 52% of the §chools had full-time remedial
arrangements.

The schools also have the help of various outside agencies: the
Schools Psychological Service, Child Guidanée ¢linics, and, in some
places, remedial reading centres which children may attend once or
twice a week. Many education authorities employ remedial advisers,
Who'visit the schools. However, notwithstanding all this outside-
help, remedial provision is most cormonly arranged by the school to
take place within the school.

Given that remedial provision is so widespread, the question

arises of how effective such help is. As should be clear from.the

- 'l:jout]1ne already g1ven remed1a1 prov1s1on var1es w1de1y 1n nature.,_ Ce

f ’In ]1ne w1th this var1at1on, the effect1veness of a range of dxfferent |
']5paradlgm5 has been eva]uatgd. for examp]e, remed1a1 prov1s1on prov1ded4,'
 ‘by the Tocal authority as a matter of courée, and remedial teaching

specially arranged for the purposes of the experiment; remedial
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teaching given once a week, twice a week or full-time; remedial
teaching given for varying durations - for six months, for a year,
- or for different periods of time with different children.
In spite of the different paradigms’within which remedial
~ teaching has been evaluated, remarkably simt]ar results have been
obtained. Generally, it seems that remedial teaching accelerates
progress so that for every month of real time, two b three months'
progress in reading age is made (Cashdan et al, 1971; Collins, 1961).
One of the few organisational factors which seem to make a difference
is that of group size. Cashdan et at (1971) found that groups of any
size up to seven made about the same amount of progress, but once
there were seven children or more in the group, less progress was made,
It is surprising that,as long as the group is fairly small, the exact
number of children does not matter. One would imagine that children
taught indiVidua]]y would make more progress than children taught in
~groups, but this does not seem to be the case (Lovell et al, 1962;
Cashdan et al, 1971). Observational studies would have to be carried
out to understand why this is sO.

As one would expect, the.longer the period for which remedial
teaching is given, the greater the progress made, Lovell et al
(1962 and 1963) obtained correlations of about .28 and .29 respectively,

between length of remedial teaching and progress made. Similarly,

" Cashdan: et al (1971) found that the more sess1ons the ch11dren attended

Lthe greater the progress made ch11dren who attended 50 or more sess1ons
“made a mean of 35 months progress compared to those who attended 1 to
9 sessions, who made a mean of 12} months " progress., However, the

length of time for which remedial teaching is gtven has no effect on
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subsequent rate of progress. \

Disappointingly enough, it has been found that although remedial
teaching is successful in the short term, as soon as the teaching is
discontinued, progréss slows down, At follow-ups, say a year later,
the group given extra help does not have a Bigher reading age than
the control untreated group (Collins, 1961; Lovell et al, 1962, 1963).
Because of its long-term lack of effectiveness, remedial educaticn
has been widely regarded in research circles as unsuccessful} this has
not prevented it being increasingly provided for failing children.

Even more diséppointing results have been found in relation to
attitudes to reading. With attitudes, remedial teaching is not only
unsuccessful in the long-term; it does not even have any noticeable
short-term effects. Experiments which examine changes in attitudes
to reading during remedial teaching provide uniformly negative results..
Dunham (1960) found that, although the group given remedial help
improved their reading ability significantly more than the control
~group, attitude to reading did not change significantly. Cashdan
'and'Pumfrey (1969) carried out a long-term study of children given
remedial help, and found no significant differences in attitudes in
the long-term between children given remedial help and the control
group. As Dunham found no improvement in the short-term, it is hardly
surprising that no differences between groups. viere found in the long-

-term,: Clalms that remed1a] teach1ng 1s valuable 1n 1mprov1ng the

. 1ﬂch11d ] soc1a1 adJustment and att1tude to read1ng come on1y from ‘

S

 €¢11n1ca1 studies of selected ch1ldren
The negative resu]ts from experlments could be due to real

changes in attitudes not being discerned by the attitude sca1es used,
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It is'notorious1y difficult to construct sensitive instruments for
measuring attitudes. However, apart from the possibility of
insensitive measurement, it is highly likely that the children's
attitudes did not change for the better. The research literature on
attitude change shows how hard it is, in réal-life situations as
opposed to the laboratory, to alter a person'e attitudes. One must
remember that the poor reader has grown up in a home where reading
is not valued; he has received inferior tuitionhin class for a number
" of years, and all his memories of reading are ones of failure. Such
a child is not likely to have a_negative ettitude to reading altered
by a couple of hours of remedial teaching each week.

» The Tack of change in attitudes goes a long way towards
explaining the ineffectiveness of remedial teachihg'in the Tong-
term. It seems that remedial lessons do not have a fundamental
effect on most children participating in them. They do not'change
the child's attitude to work or reading, and hence they QO not affect
his life-style at all, For, as was pointed out in Chapter 1, reading
ability and educational attainment are generally deeply roeted;in;
or at any rate. highly correlated with, basic elements of the ehi1d's
life-style. Unless the child's life-style is altered, his attajnﬁent~
will only be superficially altered. ‘

Why is it that remedial teaching does not succeed in altering

',3'the child's. 11fe style’ The exp]anat1on cou]d we11 11e 1n the.

Jﬁf'dwsparIty that is ev1dent between the ch11dren who are poor readehs iii{fv
;;f- predom1nantly work1ng -class; and the: methods used w1th the ch11drehhf .
'« formal, subject-centred teach1ng, emp10y1ng middle-class books.

This statement needs amplification and, to begin with, the methods

commonly employed in remedial teaching will be discussed in more detail.
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The scanty evidence available on methods used in remedial work
indicates that, despite great variation, in‘general there is an
emphasis upbn the teaching of specific skills involvéd in reading.‘

.Teaéhers presumably encourage the children to have positive attitudes
towards reading, but hard work on phonic rules, or similar tasks,tends
to’ come before "having a break, because I don't feel like reading
today". Thus, Sampson (1969) in a suEvey of methods used in primary
schools in remedial lessons, Fdhnd'that the majority of teachers (65%)
saw methods in terms of the techniques used to develop reading skili,
rather than in terms of motivational approaches. Only 7% of teachers
used an approach based on the aim of bringing about a new attitude on
the part of the pupil; and only 13% felt that above all the approach
must have pupil-appeal. 15% of the teachers asked said that'"the
approach is entirely dependent on the needs of the individual", but,
as Sampson comments, “Admirabie as is the ideal of suiting the method
‘to the child, and excellently as it is sometimes achieved, there is a
clear possibility that some of the respondents were deceiving them-
selves", (Remedial Education Services, Remedial Education 4, p.62).
The direct subject-centred teaching deécribed may be unlikely to
changé children's attitudes. As Booth et al (1973) comment, in their
évidence to the Bullock Committee: "It may be that too great a
reliance on formal instruction in remedial work can help to explain

some of the d1sappo1nt1ng results found in fol]@w-up stud1es of

”V~1‘ch1]dren who have rece1ved"remed1a1 teach1ng“.' (Learn1ng to

-”Commun1cate p 8) Th1s formal 1nstruct1on may be espec1a1]y
' unsu1tab1e for d1s1nterested perhaps hostile, work1ng c]ass ch11dren{"’

The type of book commonly used in remedial lessons may do nothing

| to help. Sampson found in her survey that reading series were widely
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used in teaching reading. Mahy readihg series seem very unsuitable
for working-class children, and unlikely to change the child's
attitude to reading, except for the worse, The 'Ladybird Key Words!*
scheme was the one most mentioned by the remedial teachers. This
scheme is eminent1y middle-class in nature, and includes the children
flying off in private aeroplanes, visiting daddy's friends, who live
in vast mansions in the country with spacious and plentiful grounds
(Book 8, 'The Big House'). 'Ladybird' books in general conjure up
the complacent air of a garden suburb. The Plowden Report noted that
"the middle-class world represented by the text and illustrations 1is
often alien to the children", (Vol.1, p.213) ‘'Janet and John',
*Kathy and Mark' follow the same pattern, Admitted]y, there are now
exceptions - 'Nippers' have a working-class context, while 'Dr. Seuss'
books are in a fantasy world of their own. But these books are far
less widely used than reading primers such as 'Ladybird'.

Much of the basic vqcabulary is alien to the working-class child:
‘Mummy and Daddy' instead of 'Me man and dad'. For children in larger
urban areas, any rural context may be strange, Poverty denies the
chance of family travel. As Creber says: "The m{ddle-class 1ife-mode
and the range of experience with which many 'readers' deal ensure
that the impoverished child has to struggle with unpicturable things
as well as hard-to-read words"., (Lost for Words, p.17).

_ Th1s prob]em is: aggravated 1n the remed1al' s1tuat1on w1th
::;01der ch1]dren who may f1nd themse]ves forced to read 1n a11en,

B \nfantxle language about the 11fe of very young m1dd1e class ch11dren.;;
(Lost for Words, p.17). '"Nippers', 'Inner Ring', 'Manxman', 'Crown
Street Kings', the 'Les' series, are attempts to alleviate this

- gituation, and are becoming more widely used.
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~ Although in thevrather differént context of adult illiteracy
in Brazil, Freire (1970,1972) scathingly comments in a similar vein
to the above remarks: "As object his (the Tearner's) task is to
‘'study' the so-called reading Iéssons,‘which in fact are almost
;completely alienating and alienated, having so little, if anything,
fo do with the student's socio-cultural rea]ity"; (Cultural Action

for Freedom, p.24).

B. Alternative Approaches

One is led tb suspect that remedial teaching might have a
greater impact if there was less concentration in lessons on short-
sighted teaching of reading skills, and more concentration on
motivational aspects, on the pupil's attitude to learniﬁg and to
reading. In this way, a more fundamental change might be made in
the child's approach to the situation. In line with this suggestion,
Dunham (1960), after obtaining the disappointing results already
deyailed on lack of change in the children's attitudes, suggested
that more attention needed to be paid "to the problem of getting
the retarded reader to approach the reading situation in a wholesome
way, particularly when his home and environmental conditions seem
very unfavourable", (The Effects of Remedial Education, Brit.J.Ed.
EEXEE 30, p.175).
': It could be argued that 1t is aimost 1mposs1b1e to a]ter the™
:retarded reader S att1tudes, as a]ready po1nted out, 1n rea] 11fe o
'f:rather than in the laboratory, it is notor1ous1y d1ff1cu1t to br1n§ |
about attitude change. However, there_1s evidence from case-studies

that poor readers' attitudes can be successfuly altered. Thus,
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Monroe (1932) in "Chi1dren who Cannot Read", details nine ‘typical’
case-studies, in almost every one of which attitudinal change was
noted. For example, it was said of one boy, Dick, that by the end
of remedial teachihg: "His emotional reaction toward reading had
ch;nged from dislike to enjoyment. He shoWed pride in his accomplish-
ment and an unusual perseverance in attack on hard words". (p.83)
Comments in a similar vein were made about eduéationa]]y subnormal
girls described in "My Book My Friend" as, for example: "She has
become highly motivated, has read a great deal, and, above all, has
found that books can bring great pleasure". (p.66) Fernald (1943),
in her classic work "Remedial techniques in Basic School Subjects",
describes reactions of children to remedial teaching, such as: "He
began to read incessantly ... His pafents reported that he wanted to
read all the time and that if was often necessary to turn his light
out to keep him from reading too long after he had gone to bed".
(p.280) |

Given the right circumstances, it is evident that attitudes to
‘rééding can be changéd. The major question that remains to be
~answered is what, for the majority of poor readers, will prove to be
the right circuhstances? There have been remarkably few attempts at
evaluating different ways of changing poor readers’ attitudes,

especially in the context of the normal British schcol. However,

o  gf$ome_of,the,§tudies;ihat¢havg'been:carried out will-be discussed in -

 turn.’

The first set of studies that will be briefly:cohsidekéd are
those which pay attention first and forémdst to the child's social

adjustment. These studies are based on the premiss that if one helps
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the‘éhild with social adjustment, then, as a spin-off, the child's
attitude to learning and to reading will change, and reading ability
Wi]l improve. To this end, play therapy sessions have been held with
poor readers. However, Pumfrey and E11iott (1970), revieWin§ the
evidence on the effectiveness of such sessions, concluded that
experimental design has‘been so poor and definition of terms so vague
that results are entirely inconclusive as to whether or not play
therapy is effective with poor readers. ﬁ

Whilst on the subject of social adjustment, two experiments
by Lawrence (1971, 1972), both much cited recently, will be
diécussed. Both experiments dealt with the effectiveness of
counselling with poor readers. Lawrence advocated counselling
because he felt that poor readers were likely to have poor self-
concepts and that a period of non-directive counselling might be
helpful in improving self-concepts, and, from this, reading ability.

In the first experiment, four groups were compared, each
containing twelve children. One group wa; given remedial reading
teaching, one remedial teaching and counselling, one counselling
and the control group was left alone. The emphasis in Lawrence's
paper is on the fact that the group given counselling alone improved
more than the other groups. However this difference was not

significant in the comparison of remedial teaching and counselling

- .;'fthh counse111ng alone.

Moreover, cons1derat1on ‘of the exper1menta1 des1gn 1eads one‘
:_fto graver m1sg1v1ngs A compar1son of- counse111ng g1ven by one -
"person (the exper1menter) and remedial teach1ng given by only one
teacher does not provide a convincing test of the hypothesis. There

is no way of knowing how far results can be general{sed to other
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teachers, and, more seriously, of how far the results hay have been
.distofted by experimenter bias. In addition, numerous studies have
shown remedial teaching is satisfactory in the short-term; therefore,
unless counselling has better long-term effects than remedial teaching,
there js little justification for replacing remedial teaching with
counselling. | |
In a further paper, which also emphasises the successful results
obtained from counselling, Lawrence examinedvthe effects of counselling
carried out by non-professionals rather than by professionals. The
experiment was carried out in four schools, with 6 children from each
school given counselling, and 6 children left untreated. In three out
~of four schools, the counselled children improved in reading significantly
more than the untreated children. However, the comparison here was not
between counsé]]fng and remedial teaching, but rather between counselling
and nothing. ‘As evidence on the relative merits of counselling and
remedial teaching, this experiment is unrevealing.
Although Lawrence's ideas are interesting, his experiments,

carried out in only a few country schools, do not provide convincing
evidence in support of his ideas. Indeed, this whole line of .
investigatﬁon, piacing the child's social edjustment first and fore-
most, as epitomised in play therapy and counselling sessions, may be
taking the wrong Tine of attack. It would seem that a better way to
deal with read1ng problems would be to a1m at root causes. As was -
's;suggested 1n Chapter 1, the root causes seem to res1de in the effects Y

1‘of 1ow-11teracy homes and 1nadequate schoo11ng on. the ch11d' ‘

’enthus1asm (or rather lack of 1t) for read1ng |

Details vere given in Chapter 1 about the characteristics of
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poor readers: the attitudes of parents and children to school, the

Tow level of literacy of the home, the lack of interest in books and
reading. Details have been given in the present chapter about the
characteristics of normal reading lessons: how these are predominantly
sk111 centred, and use predominantly middle-class reading books.
Putting these two sete/of information together, it would seem that

the best way of changing poor readers' attitudes to reading might

well be by the use of books and materials that relate to the children's
lives, culture ahd experience, and are therefore the more likely to be

of direct and immediate interest to the children. As Bernstein (1970)

says:

...if the contexts of learning, the examples,
the reading books, are not triggers for the
child's imaginings, are not triggers on the
child's curiosity and explorations in his
family and community, then the child is not
at home in the educational world ... If the
culture of the teacher is to become part of
the consciousness of the child, then the
culture of the child must first be in the
consciousness of the teacher.

(Class, Codes and Control, Paladin Edition,
1973, pp.224,225)

This type of approach to teaching reading will be referred to
from now oh as the "interest-centred" approach. It will be contrasted
with the more traditional approach which emphasises the teaching of
reading skills. The more traditional approach will be referred‘to
7;? s the "sk111 centred" approach LR . _.' _ _
| ‘ The 1nterest-centred approach f1ts in w1th the genera1 ch11d;
'vhfcehtred.movement in educat1on wh1ch has,taken p]ace in recent years{:v
;fhe Ploﬂden Report, in 1967, endorsed the primary school, Which
;“sets out deliberately to devise the right environment for children,

to allow them to be themselves, and to develop in the way and at the

1. This nomehclature,is’discussed turther in Chapter 4;:.
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pace appropriate~for them ... It lays special stress on individual
... Opportunities for creative work, It insists that knowledge
does not fall into neatly separate compartments, and that work and
play are not opposite but complementary". (Vol.1, p.187).

Other educationalists have commented on the changes in primary
schools: "The abandoning of a rigid time-table, the development of
syllabuses geared to the interests of teachers and children, and an
informally organized classroom". (0'Reilly, 1975, in Matthews (ed.),
Trends in Primary Education, p.18).

Although there has been less change in secondary schonls, the
ideas of child-centred education are embedded in many of the newer
curriculum projects, such as the Schools CounC11 Humanities
Curriculum Project, the Schools Council integrated Studies Project
and Nuffield Science.
| There has been a strong backlash against such progressive child-
centred approaches, as evidenced in the various Black Paper writings.
Assertions are made such as: "there is an obvious connection between
the admitted slowing-down of the reading process and the general
adoption of informal methods in British primary schools ... Chi1dren

of low ability respond most enthus1ast1ca11y to formal didactic
methods which set out to instruct them, not to cajole them into
learning". (Froome, 1975, in Cox and Dyson (eds.), Black Paper
..1975’PP‘°”> .
In sp1te of the B]ack Paper denunc1at1ons, 1t is quest1onab1e
'now far 'Plowden methods ' feve ectqa11y.been adopted in schoo]s.
Bennett and Jordan'(1975) categorised only'abOUt 7% of tne prinary

school teachers they studied as Plowden exponents, However, the
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" question we shall move on to examine here is not how far Plowden
'methpdé are followed in schools, but rather how Plowden methods
have been used in the teaching of reading. In what ways have
‘teachers and researchers attempted to make reading4re1evant to
children? A number of.different approacheé are considered below.
An obvious place to begin at is to make the content of the
reéding books used relevant to the children. The content may be
made relevant in that thé 1éngUage may be that used by the children
rather than a more standard version. Thus, in America, readers
hate been produced for black children specially written in their
dia]ect; Barétz and Stewart "have produced several readers in
parallel Black and standard versions". (Times Ed. Suppl. 25.5.73,
p.32). An examp]etof the text runs: "It is a boy live down the
street from 011lie. He six year old, and his name Leﬁter. He in
first grade. Lester subposed to go to school every day. He always
running away from school. Whenhe hook school, Lester need some
money to buy candy". (Times Ed.Suppl. op.cit.)
| Such attempts are not conf1ned only to America. The Pitea
district of Sweden has a "distinctive, archaic and still vital"
dialect (Downing, 1973, Comparative Reading, p.189). It has no
literature, and teachers and public opinion frbwn on it, Osterberg
(cited in Downing, 1973, op.cit. pp.189,190) translated Swedish
-areaders 1nto d1a1ect but Teft. them 1dent1ca1 1n content After

: Lten weeks of 1nstruct1on the group taught w1th d1a1ect readers |

was greatIy super1or in oral read1ng, reading rate ond comprehens1on;i‘

Apart from the language the readers are written in, the story-

lines and the context of the books can be made relevant to the
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i

ehildren. To this end, as has already been mentioned, books such
as 'Nippers' have been producedlwith working¥c1ass contexts, Other
books have been produced with working-class adolescents in mind
(the 'Les' series, 'Inner Ring', the 'Manxman').

The books can relate even more closely to the children's world,
if they describe the neighbourhood the children live in. Fairman
(1972), work1ng with older infant-school children who were virtual
non- readers, used specially prepared books about the neighbourhood.
Three basic books were prepared, using some of the most common names
in the area and with illustrations also based on the 10ca1it}. Along
the same lines, Centreprise, a bookshop in Hackney that is developing
community-based publishing activities, has produced a simple reading
book centred on three boys who Tive in the area. The book has many
photographs of the boys and the neighbourhocd in ft. and has apparently
been received enthusiastically in most of the local echools.

Apart from using books on the local neighbourhood, the learner
can produce his own‘reading material., Sylvia Ashton-Warner (1963),
describing her work with Maori children, outlines how she used this
technique of 'organic writing' with the children, both because there
were no suitable books for the children and because of the tremendous |
response of the children to such organic writing. |

In 'My Book My Friend' a description is given of work along similar.
-_..]1nes to. Ashton—Warner S5 th1s t1me w1th a class of twelve-year-old
.5‘;educat1ona11y subnorma1 (ESN) g1rls The g1rls wr1t1ngs on subaects
:,;of 1nterest to them were typed out and- bound 1nto 1mpress1ve 1ook1ng

"books, these the girls read and re-read and showed proud]y to. v1s1tors;

Apart from specially-prepared books, ordinary books that cater to



- 44 -

the various interests of the children can be used. These provide an
attractive alternative to using books from reading schemes. Thus, the
class of twelve-year-old ESN girls described in 'My Book My Friend',
to begin with,were'stolidly working through the Beacon reading scheme.
Lessons were changed to individualised reading: a variety of simple
reading books were provided on such subjects as folk tales, animal
stories, adventure stories. The books were graded with different
coloured tapes, according td level of difficulty, and the girls could
choose freely from the appropriate level.

Use has been made of material that has not been specially prepared
for poor readers, but}rather forms part of everyday culture, Fader
and McNeil (1969), in "Hooked on Books", enthusiastically report on
the success of flooding a school for'delinquent boys in America with
popular material that related to the boys' interests and culture:

" newspapers, magazines and paperback books. As Fader points out,
"publishehs, editors and writers know that survival depends on producing
words that people will read". (p.22) The-boys apparently responded with
enermous enthusiasm and many of them became 'hooked on books'.

There can also be an emphasis away from the teaching of reading
towards changing attitudes through more practical activities. Able-
white (1967) describes how lessons in one secondary modern school were
changed from formal reading to a concentration on attitudes to learning;
'-[th1s 1nvo1ved v1s1ts outs1de schoo] to. watch men bu11d1ng roads and .
htwork1ng mach1nery Class act1v1t1es 1nc1uded movement and m1me sess1ons.'
| Thus. in. numerous ways teachers have attempted to make "the
contexts of learning, the examples, the reading books ... tr1ggers for

~ the child's imaginings ...", to make the child "at home in the
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educational world". (Bernstein, 1970, op.cit.) How successful,
however, have these ventures been?

The teachers involved ueua11y report optimistically on the
results. Fader had no doubt that, because of his saturation of the
'de]inquent school with popular reading matéria], many of the boys
had become hooked on bocks. The writer in 'My Book My Friend' felt
that the individualised reading and organic writing had been most
effective in.improving the attitudes of the girls to reading, in the
way they related reading to their experiences and back again, and in
the enjoyment they obtained from lessons. However, there is a need
for more objective evidence on the success or failure of these various
interest-centred approaches,

The experimenta1‘work that has been carried out on the prefer-
ences of children for books with middle-class and working-class
contexts, at first sight, seems to mitigate against the arguments
that have been put forward here for using books relevant to the
children. For working-class children have been found to prefer
miodle-class books rather than, as expected,vworking-class bocks.

E1lison and Williams (1971) studied preferences for 'Ladybird',
‘Griffin' and ‘'Nipper' books amongst 28 working-class and 28 middle-
class children, matched for age and reading ability. 'Nipper' book;,
as already pointed out have a working-class context. ('Uncle
-+ Norman' and ‘Lost. Money were uSed ) :Yet the work1ng class ch11dren;ﬂ{j
: :preferred the 'Ladyb1rd' books. ThlS study has been cr1t1c1sed on B

the grounds that no information wasgnven on the context of the

: ‘vresearch. the work1ng-c1ass ch11dren may have come from a mainly

middle-class area and internalised midd]e?class values, or they may

" have given the answer 'expected' by the teacher.

“
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In "What Children Like to Read", Hanson (1973) claims that his

study "showed that nine year old working class children prefer
conventional middle class settings for siories". (New Society, 17

May 1973, p.363). Hanson's study can be criticised on several grounds.
However, the main point against it is that two pictures of houses and
the opening passages of three books for remedial readers were used as
‘condensed representations}of highly diverse sub-cultures (middle/
working class)§ then national class differences in story preference
were inferred. Any conclusions drawn in this manner must be regarded
as highly suspect.

Even if these studies are correct in showing that reading primers
with working-class contexts were not preferred by working-class
| chi]dren, then the conclusion that can be drawn is not to condemn all
books with working-class themes. Rather, it seems that so far reading
primers specially produced with the interests of working-class children
in mind have not managed to meet this interest. The majority of such
books as 'Nippers' produced with working-class themes seem to consist
mosfly of trivial, everyday, fictional stories. As Ellison and Williams
remark about 'Nippers': "Perhaps the themes of working class 1ife were
unrelieved by somewhat inadequate and pedestrian story lines". (Social
Class and Children's Reading Preferences, Reading 5, p.9). Children
may be more interested in particular individual themes in books, such
- as” those on footba]l or. fantasy - Consequent]y these stud1es on]y
-:'reflect on one type of book used w1th poor readers. )

What of the other stud1es ment1oned? What do- they show of the
effect1veness of 1nterest-centred approaches’ In "My Book My Fr1end“,

encouraging resu]ts in terms of reading ability, attitude to reading
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and general attitude to learning were enthuéed.about by the writer.
This study was, however, essentially a case-study rather than a
well-controlled experiment. There was, for example, no controi group
against which results could be evaluated.

Fader claimed that his study was a great success in turning
the boys on to reading, not only according to subjective impressions,
but also on objective tests. According to the tests given, the
chi]dren's attitudes to reading improved more than those of children
in a control school. However, no information is given about changes
in reading ages and, indeed, many of the children seemed to be
reluctaﬁt readers, rather than poor readers. In addition, it is not
possible to tell how far changes in the boys were due to the relevance
of the material, and how far they were due to the extra attention being
paid to the ;chool, the provision of a great deal of reading material,
and so on.

Ablewhite (1967) cites improvement in reading in support of his
claim that the secondary school boys giveﬁ formal reading lessons
pregressed less than the children with whom more emphasis was placed
upon attitudes to learning. The head of the school commented: "Not
only is there a clear improvement in standards of work but there has
elso been only one case of delinquency out of both classes this year

and, for the first time I can remember, the children from those

3 .-vclasses are. actual]y ta1k1ng about what they do in. schoO]u (The

'"'Slow Reader, p. 20) However, the cowpar1son be1ng made here is  >
between d1fferent year-groups.' No 1nformat1on 1s g1ven on the extent o
to which the year-groups were similar, in terms of 1nte111gence or

social class. That a greater amount of time had elapsed since the
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Second World War may have been responsible for the greater improvement
of the later-year groups; and besides, the study may well be outdated
now, as it was carried out before 1950, when there was'presumably
rather a different educational climate,

| About the only well-controlled study seems to be that already
mentioned by Fairman (1972) in which books specially prepared about
the neighbourhood were used with infant school children, 120 children
in their second year in twelve infant schools iﬁ London Were etudied.
The children were divided into matched experimental and control groups
(the EGs and the CGs). Most of the children in the EGs did not score
at all on the Holborn Reading Scale. The Control Groups had mean reading
ages at least ten months below average. The EGs improved far more than
the CGs: in the year during which the experiment was carried out, the
EGs made an average gain in reading of about 1.2 years, whereas the CGs,
who initially were the better readers, made ah average Qaih‘of on]y'
about 0.4 of a year. Of course, the EGs may have had more attention
paid to them than the CGs, albeit unintentionally; mereover, no
information is given on what happened in 1essdns‘with the CGs. However,
the groups were matched and had the same teachers, and therefore,Ait
would seeh reasonable to assume that the specially prepared books
played some part in the much greater improvement of the EGs.

| Thus, a picture has been drawn of poor readers: of working-class
,Ich11dren from low-11teracy homes, who fa11 to learn to read because

45;of 1nsuff1c1ent mot1vat1on and hence 1ack of pract1ce in the actua1

' '1"task of read1ng. These ch1ldren are 1abe11ed remed1a1 and g1ven extra

_ help. The help varies w1de1y in nature but in the maJor1ty of instances
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concentrates on teaching reading skills, rather than on changing the )
children's attitudes to learning and reading. Remedial help is
effective in the short term, but in the long term children not given
such help make as much progress as those given it. This is a great
indictment of remedial provision: if it does not enable children to
make more progress than would otherwise be expected, there seems little
point in providing it.

The Tack of'efficaty of remedial teaching may lie in a short-
sighted concentration upon teaching reading skills, rather than upon
aiming at more fundamental motivational variables. A number of
| experimental studies suggest that such an emphasis upon attitudes and
motivation may be highly successful in "hooking the children upon books'.
Yet the research studies, as far as design is concerned,.are on the
who1é poorly conceived and executed, or else are carried out in setting
atypical of normal remedial provision. Although theoretically it seems
that an interest-centred approach may be highly successful with the
bulk of poor readers, yet the experimental evidence is not sufficient

Splt tnfrimibiye !
‘ to convigfjfglzLiggggzgyor counter this supposition. |

In the search for further evidence for or against interest-centred
approaches and, at the same time, groping towards a more precise
reéearch prob]em and a suitable experimental design, I decided to carry
out observations in schools of remedial provision. This further genesis

of the research question is described in the next chapter.,
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CHAPTER 3
TOWARDS THE EXPERIMENT

In the aufumn term 1972 and the spring term 1973, I visited
..various educational institutions, in order to examine remedial
organization in these institutions, and to observe remedial lessons.
The aim of this empirical work was to enable me to see for myself the
situation described in the last two chapters in”action, and hence to
help towards formulating a suitable research problem. Thus, from
the observations of remedial lessons, I wanted to see for myself
Whether teachers mainly concentrated on the teaching of reading
skills, rather than on changing the children's attitudes to learning;
if traditional material, middle-class in nature, was used; if the
chi1dfen sometimes seemed bored with this_materia]; if‘an interest-
centred approach seemed likely to be a more successfu] way of he1ping
the children.

Familiarisation with remedial provision was also necessary for
a suitable experimental design to be worked out. For example, the
observations could help in narrowing the field of investigation -
in deciding what age the children involved in the experiment shouid
be, and whether the experiment should be carried out in primary or
secondaky schools, or in other educational institutions,

A number of primary and secondary schools were visited as well
.. as- remed1a1 read1ng centres and one. 'd1agnost1c un1t' The p1aces
A;v1s1ted were chosen because they all had groups of o]der ch11dren |
'be1ng glven help with read1ng, and because they were easy to ga1n
access to, in that they were near geographically and they we1cometh
visitors. Most of the p]aces visited were in Staffordshire and

Cheshire.
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Remedial Organisationk

To set the scene, a brief description of the way remedial
provision was organised in the different institutions is given here.
As one would expect from the surveys on remedtal organisation
described in the last chapter.‘the remedial teaching in the primary
schools was on the whole given in small withdrawal groups, whereas
in the secondary schools, larger remedial classes were more common.
With the remedial reading centres, children in need of remedial help
came from the local primary schools to the centres once or twice a
week, often being brought by taxi, and were taught in groups of about
eight. The diagnostic unit was rather different from the other
1nst1tut1ons visited: children with behavioural or educational problems
visited the unit once a week, for either half a day or for the who1e
day. The visits usually continued for about two terms, Only three
or four children were present at any one time, and there were usually
at.least two teachers working with these children, so that the children
received a great deal of individual attention. The many different ways
in which remedial teaching can be organised is evident, even from this}

brief description.

Materials and Methods

The remedial teach1ng observed var1ed w1de1y in nature but the

."'f'_ma30r1ty seemed to be predom1nant1y sk111 centred and to make use’ of }7ff'

e’ftrad1t10na1 read1ng mater1a1s. Th1s was espec1a]1y the case in the
.7_pr1mary schools. The read1ng schemes used in the pr1mary schoo]s
included 'Beacon’ (first pub11shed in 1922), 'Happy Venture' (f1rst
published in 1959, revised 1963), 'Gay Way' and the outstandingly



midd]e-c]asé 'Ladybird’ series. Slightly more go-ahead schemes were.
available, such as the 'Pirate' reading scheme, and a few more
fascinatingvbooks along 'Dr. Seuss' lines were also occasionally
viewed in use. Few books purpose-designed for working-class children,
sech as 'Nippers',were in evidence,
The methods used in remedial lessons in the primary schools were
s 'traditional’ aé the materials available. The lessons usually
consisted of some reading from a primer and some work on phonics.
Thus, with one teacher, one child read a few pages aloud to the teacher
for about five minutes, whilst the other children read to themselves
from their current reading book. The teacher corrected and helped the
child reading aloud, and usually explained one or two phonic rules
encountered in the reading, either to the child alone or to the group
as a whole. With another teacher, the group was taught as a whole.
The children, all roughly at the same level of reading ability, read
the same book, one child reading aloud, whilst the others followed.
Sometimes, if the child could not read a word, other children supplied
the answer. The story was discussed, and phonic ru1es were taughf to
the group as a whole. With another teacher, the children at the time
were reading from the 'Ladybird Key Words' scheme, and also answering
comprehension questions from these books. Théy drew and wrote,
according to the instructions inthe books.
In the d1agnost1c un1t the ch11dren seemed to d1V1de the1r

| Et1me between p1ay and read1ng act1v1t1es On v1s1ts to the un1t,

’;:1 saw the ch11dren mak1ng co]]ages, r1d1ng around on tr1cyc1es. play1ng s

e'w1th balls, water and with other toys They seemed to be hav1ng fun,

As far as_reading was concerned. the‘teacher in'Charge of the unit
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be1feved strongly in a phonic approach to the teaching of reading.
A varied selection of reading books and reading games were available,
and a 'Language Master' machine was also used to help in the teaching
of phonic rules. | |
| In the secondary schools, there was a rather wider range of
matefiaf available. The Science Research Associates (SRA) 'Reading
Laboratories®, with their carefully graded approach, were popular.
In one school, the Tessons were structured round the SRA 'Reading
Laboratories' and emphasis was also placed on phonic work. To this
end, Stott's 'Programmed Reading Kit', Southgate's ‘Sounds and Words',
Ridout's ‘Reading to Some Purpose' and Tansley's ‘Sound Sense' were
a11 much used. These series are all very formal in nature, consisting
'predominantly of phonic exercises. However, more interesting reading
books, suitable for teenagers, were also available and were displayed
round the room. These books included 'Inner Ring', 'Trend',"Tempo',
and fhe "Pirate’ series. The children could choose from these books
after they had done some work from the 'Reading Laboratory', and they
could also borrow these books to take home, if they wanted to do so.
The secondary school teachers seemed to try and provide a very
structured approach. One of these teachers asserted that what his
children needed above all was 'regular systematic teaching'; no

mention was made of the children's attitudes.

: In one. of the remed1a1 read1ng centres,,a predom1nant1y 1nterest- .

njﬂfcentred approach was used In one lesson the teacher f1rst read a

;. story about a’ 11ghthouse to the ch1]dren, they then drew a lxghthouse,' |
“and wrote a sentence or two about the 11ghthouse. Thxs provxded a

. good opportunity for the teacher to talk about the pronunciation of
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'ight', and to give examples of other words which have 'ight' in them.
The children were then given plasticine with whiéh to make light-houses,
The teacher commented tellingly that these children, most of whom came
from schools designated educational priority, seemed to have little idea
how to play with plasticine, let alone how to read.

" Another group with this teacher spent most of a lesson reading
the Ladybird Well-Loved Tale "Chicken-Licken", rehearsing it as a
play, tape-recording the play and f011owing the playback, The Tesson
endéd with the children singing. The songs were written in large
letters on big cardboard sheets, and the children read the words as
they sang.

In another lesson, the children first wrote their names and
learned how to write the date. Then they chose from a variety of
simple reading books (e.g. 'Breakthrough to Literacy'). The teacher
either heard the children read or questioned them about the story.

One boy had brought a microscope to show his teacher, and the lesson
ended with a discussion of microscopes, and with the children looking
at hair and thread through the microscope. The boy who had brought
the microscope said that the next week he would bring a go-kart, The
teacher said that she would bring her guitar, so that the children
could sing as she played. As homework, the children were asked to
find ten words with 'ou', ‘ee’, and 'oo' in them. |

7 It can be .seen that far ]ess emphasxs was p]aced 1n these 1essons
“u'?on stra1ghtforward teach1ng of readlng sk11ls and far more’ on R
1ncorporat1ng such teach1ng into work on top1cs of 1nterest to the

’_ch11dren. The teach1ng differed great]y from the Tessons prev1ous1y
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described in which children sat and read from an old-fashioned

reading scheme and learned phonic rules.

The Children's Reactions

The range of methods used in the remedia] teaching observed
hae been described. What, then, were the children's reaction to
the various methods? Some instances were seen of the children
enjoying skill-centred lessons, They would sit and read quite
happily from old-fashioned reading primere, or work with concentration
through Tists of phonic exercises. This‘enjoyment depended in part |
on the personality of the teacher: if the children 1iked the teacher,
they usually enjoyed her lessons. More consumab]eArewards could also
be helpful: one teacher, using the unenthralling ‘Ladybird Key VWords'

" gcheme, obtained great success by ending each lesson wifh presents of
Smarties for the children.

However, often the children seemed bored in skill-centred lessons.
Sometimes, this was because they were bored with the books they}were
reading. Two examples of this boredem are given below. Both examples
are taken from interviews with children in a diagnostic unit.

Phil, an eleven-year-old, came to work with me for half an hour,
bringing his reading primer with him. To see how much he was enjoying
reading the book, I asked him whether he would prefer to read from the
..book or, to do someth1ng else connected w1th read1ng and wr1t1ng HE'
“"1mned1ate1y sa1d "do someth1ng e1se", thus show1ng no des1re whatso-

 ever to read h1s pr1mer, we spent the rest of the - t1me wr1t1ng a stony 
| about the time Phil fell off a wall and broke his leg. It is true that -

"a change is as good as a rest", but even so it was obvious that the
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story Phil was reading in his book was not exactly éripping his
attention. |

Steve, an eight-and-a-half-year-o]d,‘a1so brought along his
reading primer, a book from the 'Gay Way' series. He read about a
page but, when asked if he would prefer to read another book,
immediately went to the display of books and chose one from the
'Dr. Seuss' series. 1 was very struck by the complete lack of
interest Steve displayed in his reading primer,.and the immediate
Quick reaction in choosing the 'Dr. Seuss' book. Again, "a change
is as good as a rest", and in addition the 'Dr, Seuss' book has few
words on each page, and so may be easier to read, Moreover, it
could be argued that dullness is a virtue when the aim is analytic.
This, of course, forms part of what is being investigated in the
- present study: whether with these unmotivated failing children,
jnterest comes first, or whether analysis and learning of sub-skills
ijs the more important.

Moving now onto remedial.lessons in_general, the children's
concentration in lessons was often very poor. Even though these
children were being given extra help, a lot of time was successfully
spent by them in the lessons not reading. Thus, in “reading-found-
the-group", it was noticeable how, when a child's turn was coming up
to read, he started concentrating and following in the feading book.

,VHowever, as soon -as, he had f1n1shed read1ng, h1s attent1on m1ght f]ag‘

”fhz'and he m19ht we11 StOP f°]1°W1“9 Thus, at any one tine, on1y two

 ch11dren in the group m1ght be payxng attent1on the ch11d read1ng
aloud and the ch11d whose turn to read came next

In one teacher's lesson, the children spent a great deal of time
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Tooking out the window or talking to each other. Almost the only
time they concentrated on reading was when reading aloud to the
teacher. Even then they were often interrupted by the teacher
telling the other children to concentrate on their work. Thus,
although the children were being given extra help with reading,
‘they might do no more than five or ten minutes' reading in a thirty
minute lesson, if that much,

- On this point of the children only paying éttention when it is |
strategically necessary, Ckall (1967), on her tour of schools in
the United States, noted: "In reading programs of all types, I often
observed apathy ameng the children who were not working with the
" teacher. In most classrooms, such children were assigned tasks.in‘
workbooks or teacher-made worksheets. Generally, pupilc working on
' these materials were listless and bored". (Learning to Read, Paper-
back Edition, p.272).
| Similarly, Southgate and Lewis (1973), who observed infants
during their reading lessons, found that only 54% of the time during
the lesson was likely to be spent on activities associated with
reading. This was the case even with the best-behaved infants and

with those learning to read at a normal rate.

The remaining 46% of the time was used by the
children for what might be termed 'diversionary
actiyities'; for example, walking about the
room, searching for lost or supposedly lost
- objects such .as pencils, distracting other o
. children by talking to ‘them or by more aggressive -
acts ... whenever the child under observation
- noticed that the teacher was either glancing or =
walking in his direction, he invariably switched - -
from diversionary activities to those activities
in which he was supposed to be engaged.

(How Important is the Infant Reading Scheme?
Reading 7, pp. 9-10)
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One point to make is that if the poor readers observed can so
successfully avoid reading within lessons, one imagines that they
are even more likely to avoid it outside of lessons. Secondly and
tautologically, if material is used in Tessons that grips the
attention, the children will not avoid reading. The children's lack
of concentration points again to the importance of motivation, of
trying to use reading material that will interest the children so
much that they will want to concentrate. |

Few examples of interest-centred teaching were observed, but
in those cases where such an approach was used, the children seemed
to be enthusiastic and lively: to enjoy making plays, singing,
following the words to songs. The lessons seemed to catch the
children's interest in a way not apparent with the skill-centred
approach. Although the children would sometimes become too lively
and talk too much, on the whole they threw themselves into the

lessons.

Quality of Teaching

Poor teaching of reading skills was noticed several times.
For example, one teacher 'taught' a child a new word, by getting
the child to repeat the word ten times; in between each repetition,

the teacher commanded, 'Say it aga1n' The child repeated the word

Fﬁjfquu1te mechan1ca11y, wlthout even 1ook1ng at the pr1nted word 1n thefﬁ;;gi'f

-book. He was obv1ous]y not 1earn1ng anyth1ng except how to repeat
_"a,Word a1oud ten times in succession. The teacher used th1s techn1que
a number of fimes in one lesson.

In addition, the same teacher covered the phonic rules
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concerning ‘sh’ and 'th' in a rather confused way. The teacher
asked for the sounds of the letters, and the children gave the
names; or the teacher asked for the names, and the children gave
whole words in which 'sh' and 'th' occurred. There seemed to be
an unreadiness on the part of the teacher to accept anything other
than the answer she had thought of. Thﬁs; when the children gave
‘such words as 'ship' and ‘thing‘, she did not say, "Yes, good,

they have the sbund we're talking about in them", but "No, I want
the sound 's' and 'h' together make, not words they appear in",

A similar instance was observed in another school: the children
had the requisite knowledge, but the teacher was dissatisifed
because his quesfion was not answered in precisely the way he wanted,
On this occasion, the teacher presented a card with a picture of a
tower on it. Underneath the picture was written 't..er'. The teacher
asked, "What sounds are mising from the word?" A child answered,
"1t should say ‘tower'"., The teacher replied that he did not want
to know what the word was, but what sounds were missing. Another
ch%ld said, "the 'o' and the 'w' are missing", giving the names of
the letters, not their sounds. Although the child had quite |
correctly stated which letters were missing, the teacher remained
disatisfied. The children had'still not correctly read the answer

in his mind; he wanted to know the sounds of the letters, not their

e names. The ch11dren thereupon embarked t;pon twenty m1nutes of work.

_ ~'on g1v1ng the m1ss1ng sounds from words After the f1rst few m‘“utes’t"

- they understood the rules of the game and after that performed faIr]y o
yell. |

~ There are two points that must bé made about.this 'read-my-

mind' syndrome. The first is that it is in a way perfectly under-
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standable that the teacher,who has one answer to a qdeétion in his
mind, does not realise that the childrén are supplying an acceptable
“alternative answer. This is a trap everyﬁody falls into at times.

Secondly, it could be argued that the teacher is justified in
what he is doing,in that he is aiming at attention to thé question
and vord analysis. However, it seems inappropriate to provide
negative reinforcement for these chi1dreh; they.haQe fai]ed s0 much
' already that they do not need yet further failures to remind them
of their inadequacy. This sort of teaching may be part of a skill-
centred approach, but not part of an interest-centred approach.
Again, a 'reading skills/'interest' opposition is evident, along
with the question of which of the opposing sides will help the
children more.

To summarise, the teaching observed varied from interest-
‘centred to skill-centred, but the majority fell within the skill-
centred caﬁp; few teachers paid aftention first and foremost to
~ the children's attitudes. Many children seemed bored with their
reaaing books, and did not concentrate well in reading lessons.
This problem might well be overcome by the use of material which
is better suited to the children's culture and interests. Much
poor teaching occurred in lessons, and this seemed to result from
emphasising the learning of skills rather than putting the children
~.and their interest in reading first. : : | ‘

 '. Genéré11y, in tﬁeée'opséfvatfohs of.femédiéiAproVisioﬁ;
4notﬁing had been seen to.COUnteh ﬁﬁé advocacy of‘the'intefé§t47".
centred approach, as outlined in the previous chapter. More than
this, there were a number of signs that an interest-centred approach

was precisely what many of the children observed were in need of.
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The observations also enabled the aréa most suitable for
further investigation to be decided upon. The area that seemed
most undeve]oped, and where research could most usefully be carried
out, wasvthat of withdrawal groups in the primary school. 1In these
~groups in the primary schools, there was widespread use of tfadit-
jonal reading schemes, especially 'Ladybird Key Words'. The children
were reading such schemes even when there were newer and, on the face

of it, more interesting books available in the school. In the
secondary schools visited, a wider range of books was available
and a variety of different activities were catered for.

In addition, research carried out in primary schools would be
more useful than research carried out in'remedi§1 centres and
diagnostic units, in that these other centres cater for relatively
few children, and ake much hampered by- the organisational
difficulties of getting children to and from the centres. The bulk
of children in primary schools who have reading problems are given
~extra help in small withdrawal groups inside the school. Research
céfried out in this setting would therefore be applicable to a
~greater number of children. |

Given these initial go-ahead signs from empirical observations,
further theoretical analysis of the research problem was then needed;

it is this that is described in the next chapter.

. =000000000- -
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CHAPTER 4

A THEORETICAL COMPARISON OF THE INTEREST-CENTRED AND SKILL-
CENTRED APPROACHES

A. The Distinction between the Two Approaches

The question under examination was whether an interest-centred
approach to teaching reading would improve poor readers' reading
ability and attitudes more than a skill-centred approach, both in the
short-term and in the long-term. In more detail, the situation to be
looked at was where the child who is a poor reader comes in a small
group to a teacher whose aim is to advance the child's knowledge of
reading. The teacher has different ways of achievihg this aim. At
one extreme, he may focus on the skill of reading itself and concentrate
on teaching letter and word identification. At the other-extreme, the
teacher may focus on the child and his interests. Reading is
incidentally involved in lesson activities, just as it is an incidental
involvement for the fluent reader. The aim is to get the child to
appreciate the role of reading as a means to oeveloping his interests,
and thus, possibly, to overcome the child's distaste, fear or passivity
towards reading. Attitude to reading is regarded as being of value,
both in itself and as a means to the end of improving reading skill.

The theoretical evidence, as detailed in Chapters 1 and 2, and

the observations in schools, as detailed in Chapter 3, both led to the

IR f-conc1u51on that an 1nterest-centred approach has a good chance of

’1mprov1ng poor readers' attxtudes and hence the1r read1ng ab1l1ty. o
'Before more emp1r1ca1 work was carr1ed out however, further theoret-
1ca1 analysis was necessary. In particular, the distinction between

the two approaches had to be carefully conSidered. For several
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powerful objections can be made against making such a distinction,
and against assessing the effectiveness of the approaches so delineated.

One objection centres round the impossibility of making prescript-
jons about teaching reading and hence the futility of evaluating
" different methods. Thus, the Bullock Report (1975) states that "there
is no one method, medium, approach, device, or philosophy that helds
the key to the process of learning to read". (p,xxxii) Such a state-
ment may well be true, in that mass prescriptions applying to all
children cannot be made. However, it may still be possible and useful
" to formulate prescriptions for particular groups of children, as, for
example, backward readers with specific characteristics, It is this
formulation of prescriptions for particular groups of children that
is attempted in the present investigation.

In another attack on mass prescriptions, some teachers argue
that each child must be treated as an individual, especially at the
remedial stage. Poor readers should have individuai]y formulated
reading programmes. Whilst this is a most.1audab1e aim, teachers who
put.forward this 'treat-each-child-as-an-individual' argument seem to
be rather idealistic. It is often impossible, simply because of
jnsufficient time and energy, to treat each child as an individual
(however that vague phrase may be defined). Thus, teachers adopt

recognisab1e teaching styles, irrespective of the children they are

-_'.work1ng with, (Sampson, 1969 Bennett -and Jordan. 1975) Apart from ,

"'vethe pract1ca1 1mpossxb111ty of treat1ngeach ch11d as an 1nd1v1dua1,

ithere is a]so the po1nt that, if prescr1pt1ons for part1cu1ar groups
of children can be made, then it would be inefficient not to make

and not to adhere to these prescriptions.
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The second objection; or set of objections, centnes round the
"distinction between the two approaches. A common rejoinder to a
- description of the interest-centred and skill-centred approaches is
the comment:deut why don't you mix the two approaches? What is the
point of keeping the two approaches separate? Why not take the best
elements out of each?" One point that must be made in reply to this
~comment is that some mixing does take place. The difference between
the two approaches is one of emphasis rather than of exclusion or
inclusion. In the interest approach, there will be some teaching of
reading skills, and, in the skill approach, there will be some
relating of reading to the children's interests. A complete exclusion
of the alternative emphasis would be very artificial. But mixing the
. approaches completely might be just as artificial; for in practice
teachers usually emphasise one approach or the other (Sampson, 1969).
Also, in further reply to the 'mix-them' argument, it must be pointed
out that there is no clear reason why a 'mixed' approach should be
better than either one of the other two in isolation. To assert that
a mixed approach should be better is to raise yet another question
that can only be answered by empirical investigation.

This question of whether the two methods should be mixed leads
on to a more detailed consideration of the distinction between the
two methods. A major criticism that can}be made is that the

,'d1st1nct1on drawn between the two methods 1acks prec1s1on. As the .

' ‘T7';ana1y51s to be made w111 reveal, 1t seems that this cr1t1c1sm has

'to be accepted the d1st1nct1on is imprecise. Yet even so. it seems S

worthwh11e to eva]uate the effectlveness of the two methods

The essential distinction between the two methods as outlined
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at the beginning of the chaptef was said to be a focus on the child
and his interests rather than a focus‘on the skill of reading itself.
The distinction between interests and skills links in with other
distinctions commonly drawn in education. Working from children's
interests falls into the progressive, informal, pupil-centred camp
of teaching. Working 6n skills falls into the formal, tfaditiona1.
subject-centred camp. However, what do such labels as these mean?
How does what goes on in the c1assroom relate to these labels? And
what light is thereby thrown on the interest/skills dichotomy?

Bennett and Jordan (1975) attempt to formulate "A Typology of‘
Teaching Styles in Primary Schools" (Brit.J.Ed.Psych.45, pp.20-28).
There seems to have been little empirical work on the subject in
Britain apart from this recent papér. Junior school teachers were
asked to fill in questionnaires on their teaching styles. The results
reported were based on answers from 468 fourth year teachers. Bennett
~and Jordan identified seven factors constituting teaching styles.
From a cluster analysis, twelve teaching styles, consisting of
different combinations of the seven factors;were then identified.

The authors cdncluded that there was no simple dichotony in teachihg
styles, as is implied by such commonly used labels as formal/informal,
progressive/traditional. Factors commonly regarded as progressive
were combined as often as not with factors commonly regarded as
,.tradltlonal For example. progress1ve' lntegrated teach1ng cou]d be o
'fcomblned w1th the more trad1t1ona1 teacher-cho1ce of work and : .'
; restr1ct1on of movement-and talk. - The authors d1d not s1mp1y conc]ude';:
tﬁét there was no stréightforward dxchotomy but went a step further in

asserting that to talk even of a continuum, ranging from progressive
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to traditional, was an over-simplification. For,'apart from the
styles at the extremes; each style had different combinations of
progressive and traditional elements.

Equating the interest/skills dichotomy with the progressive/
traditional one, then Bennett's research seems to suggest that such
a distinction must be simplistic in the extreme. However, there are
other possible viewpoints.

Teaching is multi-dimensional, Essential]y‘the skills/interest
distinction could be regarded as a distinction along one dimension
only - that of lesson content. Now, other dimensions might be
expected to vary in line with differénées in lesson content, For
example, organisational factors.might vary, in that the skill-centred
‘approach might lead to more formally organised teaching than the
interest-centred approach. As long as the variation is constant
between approaches, a perfectly reasonable distinction is being drawn
between interest and skill.teaching.

On the other hand, if Bennett and Jordan's work is taken at
its face-value, it indicates that the different factors which
constitute teaching styles are independent. Therefore, differences
in lesson content should not lead to constant differences along other
dimensions. In other words, leésons should only differ in whether

the emphasis is on the child's interests or on reading skills, and

- j _other factors shou]d vany 1ndependent1y of the method used Once.7.~.

n aga1n, thpre is no prob]em. A perfect]y reasonab]e and c1ear L
',d1st1nct1on s being drawn. |
The question remains as to wh1ch of these diametrically opposed

views of the interest/skills distinction is the correct one. The
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3

- answer is that we do not know. The final conclusion that must be drawn

is as follows. The interest/skills distinction does seem to be a .
simplified way of categorising remedial methods. However, the distinccion
is still worth making, because the problem seems one worth examining,

For the question remains: how successful will working from interests

and culture turn out to be with poor readers? Will it be more or less
successful than concentrating on reading skills? Will the children become
hooked on books, as intended? The interest/skills distinction serves as

a way of somewhat simplifying an extremely complex situation in an

attempt to provide answers to the above questions,

The point may also be made that, even if the theoretical distinction
is regarded as unsatisfactory, the distinction could still hold at an
operational level. It is a fairly common procedure in psychological work
to make distinctions and definitions at an operational level only. In
any case, an operational definition is necessary, to make as certain as
possible that the two methods are correctly imp?emenced. In the next
two sections, therefore, moves will be made towards defining each approach
operational]y; Teaching periods spent in the two different ways will be
" termed respectively from now on 'interest sessions' and 'skill sessions'.

Before we move on to define the two approaches operationally, brief
consideration will be given to the way the two approaches fit into
current theories of learning, reinforcement and motivation. Such theories

.,could shed further ]1ght on’ the d1fferences between the. two approaches,
"and m1ght also be useful later in exp1a1n1ng ‘the effects obta1ned from S
i‘lthe two approaches. o | : L

| One of the most famous 1earn1ng theor1sts Sk1nner. w111 be

discussed first, albeit very briefly. Skinner (1968) emphasises how
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- the knowledge that an answer is the correct one may act as positive
reinforcement. Skinner stresses that reinforcement should be
efficiently related to learning responses. Reinforcement should be
positive rather than negative, and should be given at the time the
correct learning response occurs. This should lead to a progressive
shaping of the desired behaviour. According to Skinner, it is important
to have appropriate schedules of reinforcement. At first, every correct
response may need to be reinforced. Then, gradua]]}, reinforcement could
become intermittent, on a ratio or interval schedule,

As far as Skinner's theory applies to the two approaches ocutlined,

" one would expect more learning to take place in the skill-centred
approach than in the interest-centred approach, For, in the skill-
cehtred approach, there will be an emphosis on right and wrong answers,
and hence the child will receive more of the reinforcement of knowing an
answer is correct. Skinner's theory only has a rough application to

. either of the approaches. However, in spite of the looseness of fit,
from his theory one would predict that the skill-centred approach would
proouce better results than the interest-centred approach.

Skinner's theory is based on the view that the knowledge that an
answer is the correct one acts as a reward. This is an.extrinsic
rewahd. There may be other extrinsic rewards, which may be found by
the child to be more reinforcing than that simply of knowing an answer
-is correct Thus, 1n dev1s1ng the 1nterest~centred approach, 1t was
hAassumed that comlcs, 1nterest books and general]y use of 1nterests 1n
:hthe c]assroom wou1d be extr1ns1ca11y reward1ng and, moreover, more so o
~ than knowing an answer is correct, Skinner would view the skill-centred
'approach as providing the greater extrinsic rewards, whereas others may

‘view the interest-centred approach as so doing.
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Then there is the question of intrinsic motivation as opposed to
extrinsic motivation. Bruner (1966) identified three different forms
of intrinsic motivation: curiosity, competence and reciprocity.
Curiosity satisfies the need for novelty. Competence is the motive to
control the environment. Reciprocity is the need to behave as a
situation demands. J. McV. Hunt (1971) postulates that intrinsic
motivation is inherent in our information processing systems. The
complexity of the situation acts as a motivating force. The basic
motivation for older children arises from incongruity between newly
encountered events and past experience. Hunt puts forward the idea
of the problem of the match. This is the problem for the teacher of
finding the right level of incongrui%y for the individual child; that
is, to structure a learning situation so that it will be sufficiently
incongruous with past experience to be interesting Eut not so incongruous
with past experience as to be frustrating or otherwise distressing.

Both Bruner's and Hunt's theories stress the importance of intrinsic
~ motivation in learning. The interest-centred approaeh was devised with
the intention that it should arouse intrinsic‘motivation in relation to
reading. If intrinsic motivation is important, then the interest
approach could lead to far better results than the skills approach.

An interestihg analysis of the two approaches is in terms of the

different rewards they may be supplying to children, within the framework

v ;_-of d1fferent reward preferences out11ned by Dunn Rank1n, Sh1m1zu and K1ng

(1969) These authors designed a quest1onna1re to assess chw]dren s
‘:reward preferences. In so doing, they c1ess;f1ed'rewards 1nto five =
,ggénera1 categories: Adult Approval, Competitive Approval, Peer Approval,

Independence Rewards and Consumable Rewerds. From a number of pilot
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studies with different sets of veward items derived from an'original
pool of over eighty items, four items were finally selected to
 represent each reward ‘category..I |
Within this framework of rewards, one would predict that the two
approaches would provide different sorts of rewards. The interest-
centred appfoach would be likely to provide mainly Independence Rewards,
and the skill-centred approach would be likely to provide Competitive
Approval and Adult Approval. The usefulness of fhis type of breakdown
and the extent to Which the approaches provide different sort;/of
rewards are discussed again in Chapter 14,
Now that these varioué motivational theories have been outlined,
a return will be made to the main theme, that is, of giving operational

defintions of the two approaches.

B. Defining the Interest-centred Approach

In interest sessions, the teacher focqses upon the child himself,
his interests and experiences. If sessions are to be conducted that
cenfre on the child and his interests, then an attempt has to be made
to understand'and appreciate the life of the child, both in and out of
school. As Cole et al (1971) say: "The problem of transferring skills
applied on the streets to the classroom is not solved by‘demonstration

of the existence of the skill on the streets. The child must be taught

i ihow_to'app1y]thosé_skflls-in'the~c1assroém; iBnt.béfone we ‘can do this,

?'"we mu$t'understand the naturevof éfneet atthity." (The CUTtuféT COntextl
"~ of Learning and Thinking, p.233). Therefore, to bégﬁn with, cnnsider-_

" ation will be given to children's interests.

1. These items are given in Appendix E.
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Poor Readers' Interests

Often, the interests of failing children are dismissed in a few
- words. One may discuss with a teacher the possibility of using such
children's interests in lessons, only for the teacher to brusquely say:
“But these children have no interests. All they do is watch television
~and play out on the streets." |

A number df research studies, in fact, support this dismal picture.
For example, Morris (1966) questioned 100 good readers and 100 poor
readers in junior schoois about their leisure activities., She found

that for the good readers:

...reading was only one ... of several activities
with which they occupied themselves when not in
school. Music practice, handicrafts and sports of
various kinds were frequently mentioned... In
contrast, only a small proportion of the poor

readers engaged in these types of leisure activities.
The majority said that they 'played' and gave no
further explanation beyond such phrases as 'in the
streets', 'with my pals', or ‘with my toys'.

(Standards and Progress in Reading, p.218)
. Barker-Lunn (1970) obtained similar findings. She asked boys and
girls to choose from a 1list of activities those they liked doing best.

She noted, for Examp]e:

Whereas the girls of above average ability chose
'reading adventure stories' 3 'doing crossword
puzzles' and 'reading comics', all demanding a
certain amount of concentrated mental activity,

~the girls of below average ab111ty seemed to -
- 'prefer the essentially " ‘play’ act1v1t1es of.
~ 'hide and seek" and 'hopscotch', and pa1nt1ng

p1ctures . - .

(Stream1ng in the Pr1mary Schoo1 p 109)1
wh1tehead Capey and Maddren (1975), in their research into
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"Children's Reading Interests", make similar comments about a group of
children "with few discernible interests and a tendency to spend much
of their spare time in apparently aimless and unstructured ‘mucking
about' in the streets or ‘on the rec'." (p.18)

These studies show that poor readers are less likely than other
children to have firmly held key interests, such as in handicraft,
ba]]et—dancing or ice-skating. Nevertheless, it is important to note
that.sgmg poor readers will have such key interests. and that these
interests could be used in sessions.

In addition, the reports-referred to point to the existence of
a vigorous street culture. It is true that there is an implicit
condemnation of this culture in the reports: a condemnation of children
playing out on the streets at no recognised or organised activity. In
contrast to this point of view, the Opies (1969), in “Children's Games
in Street and Playground", point out the history and culture involved

in playing out on the street. The Opies comment:

When children play in the street they not only
avail themselves of one of the oldest play-
places in the werld, they engage in some of the
oldest and most interesting of games, for they

are games tested and confirmed by centuries of
children, who have played them and passed them
on, as children continue to do, without reference
to print, parliament or adult propriety.

(p.2)
Throughout the1r book, the Opies stress the ant1qu1ty of ‘many of
the street games and the way such games have been handed down through

generat1ons of schoolch11dren.
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Parties of schoolchildren, at the entrance to
the British Museum, secretly playing 'Five-
stones' behind one of the columns as they wait
to go in, little think that their pursuits may
be as great antiquities as the exhibits they
have been brought to see.

| (p.6)

There is a culture of the street. The value of this to the
children concerned is unknown. However, it cannot simply be dismissed
as necessarily less valuable than more organised'actiVities. Further-
more, the children's culture extends beyond the street and beyond
street games. There is a popular culture, centring round pop music,
pop stars, television and football. For example, children aged between
5 and 14 watch nearly 25 hours of television a week on average. (Social
Trends No.4. 1973, Govt. Statistical Service, HMSO).

Moreover, the popular culture, even for poor readers, includes
reading material: comics and magazines about pop stars, love-stories,
football, fishing'and so on. Alderson (1968) attacks a Guardian author
~ who said, "Let us take it that eventually the C-streamer has been taught
to read. But let us also face that he doesn’t read for pleasure and

probably never will". Alderson's study "Magazines Teenagers Read"

entirely disproves this. She concludes that "if the writer means that
less-able children in a secondary modern or comprehensive school do not
read for their own pleasure she is quite wrong". (p.78)

However, the use of such pepular culture in the classroom is often

'_:ffoﬁﬁéd uﬁbhf"The'cuifd?e'{s"fééérdé&“as1£fa$hyfaﬁd;of:ndxvaide5tb:tﬁef%»”"'

. children, existing only for'purpo;es,of‘commercigf”and‘socia] exploit-

“ation. 'Thus, according'to Mitchison,szlbroék sdggests thaf ﬁthé devi]z
is in our 'pop' culture, of which the "attitude to people is inseparable
from the concern to deceive, distract and exploit". (The‘Secrét Places,

1964, p.xi). This view is also held by Alderson who refers to



- 74 -

"magazines of the cheapest and most trivial kind". The feelings the use
of popular culture in school can arouse is sometimes evidenced by vigorous
correspondence in newspapers and periodicals. Thus, in the Times
Educational Supplement (25-5-1973), one letter-writer asserted that schools
which run discntheques "actively encourage children to become docile
victims to the mind]ess'machine-cuIture which has already destroyed so
much of our true culture", (p.19)

| The view which condemns popular culture in schools as a way of
getting through to the children must be briefly discussed. First, it is
not clear that all popular culture can be condemned out-of-hand as 'trash'.
The criteria used to evaluate artistic merit are notoriously subjective.
New art forms are often accepted only slowly. Stravinsky's masterpiece,
"The Firebird", was booed off the stage the first time it was nerformed,
being vinwed as scandalous. It is true that theré is a strong commercial
element in pop music, but this does not mean the music itself is value-
less. In addition, much art has been created in an environment of |
exchange, and on some kind of commercial basis (court patronage of
eighteentn century composers, for example).

Secondly, even if pop culture is regarded as being poor art, this
does not mean that it should not be used in schools. Fader argues that
it is necessary to start from where the child is, with trashy magazines
or whatever else may be useful, if there is to be any hope of getting

the ch11d to where we want h1m to be. In s1m11ar vexn, Johnson and

'ti'dohnson (1972) comment "If J1mmy w111 onIy read deta11ed descr1pt1ons R

4 of World War III or IV then gr1t your teeth and hope for better th1ngs
I1n the future?. (The Use of Com1cs in Remedial Read1ng, Remedial

Education, 7, p.34).
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If, by Using pop culture, the problem of illiteracy could be virtually
abolished, then it would seem fully justified to use such culture.

In line with this argument, Scarborough (1973) found that non-
| educational television could be of educational value, sometimes out~
standfngly so. "In talking about a five-minute extract from 'Dad's
Army' children were able to explore character in a way that 'teachers
might hope for from a written passage, but might rarely secure from
children of this age' ... children of a wide ranée of abilities were
at ease in expressing their understanding and appreciation of what they
‘had viewed". (Times Ed. Suppl. 14-11-1975, p.19).

This is not to say that all items should be dsed indiscriminately.
Wertham (1955) shows the evil nature of some comfcs, and such items
should be avoided. The teacher has to exercise a certain amount of
discretion, whilst making sure that in so doing, he does not reject
too much of what interests the child.

So it is claimed here that in spite of all the attacks made on
poor readers' interests and culture, "if the culture of the child (is)
... in the consciousness of the teacher", the teacher will find e1éments_

that he can use. Once the elements have been found, what then?

Relating Reading to Interests

An outline has been given of the interests poor readers are likely

L. - .fo.have: gWaysnnow”haye»tq:becbﬁsideréddf:re]afingireé&ing'toitheéeg;.{f:;Ti

" interests. From the ideas put forward in Chapter 2, from the other

']iteratufe'avai1ab1e, and from the.pilot_Studies described in Chabfer; -
3, it was decided that interest sessions could include the following

activities.
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1. The use of simple reading books, relating to the child's general
or key interests. For example, if the child is interested in cowboys,
simple fictional and non-fictional books about cowboys can be used.
In "My Book My Friendf a description is given of such individualised
reading. "The books are arranged in sections in various parts of the
hooh, according to the interest about which they are written. In
September we began with five sections only. They were 'Fairy Tales',
tAnimal Stories', 'Scripture Stories', books about everyday things,
and 'Children and Animals of other lands'. Gradually, more sections
were introduced". (p.15) The reactions of the children to this
arrangement were described: "Margaret began enthusiastically with

'Hansel and Gretel'. She thoroughly enjoyed being able to choose the

. book and then to read it for as long as she liked. "Miss, I can't

Jeave it" was her comment.” (p.80)

2. The use of picture books and books with photographs., Hildick
(1970) describes such books as "The books designed to be read (and
looked at) ﬂiﬁﬂ children, as distinct from.those to be read to them

or éx them ... Skilfully done, as so many of them are, they form an
excellent introduction to the feel of books, to their power to delight”.
(Children and Fiction, First Edition, p.82). |

3. MWriting and drawing, The children can write about subjects of
jnterest to them, and draw and paint on these topics a1so Often,

-ch1]dren who say. they hate read1ng are w1111ng to wr1te pages and pages )

vuéf"on themes of 1nterest to them

4. The ch11dren s wr1t1ngs can be typed out and made 1nto books.
In .'My Book My Fr1end', the writer noted the girls’ enthus1ast1c

reactions to reading, in book form, their own writings: "all girls
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seemed ready to read and re-read many times these home-made accounts

of vivid incidents from their own cultural environment told in language
.that was truly their own". (p.42) In similar vein, Holbrook (1964), in
"English for the Rejected", describes using duplicated copies of pupils'
writing. "It always WOrked - there was always the naturally engaged
concentrated silence, and acute critical interest", Other teachers
confirmed this: "It was as though we had failed to make our reading
matter until then, anything that captured the children's natural capacity
for efforts which yield satisfaction". (p.237)

5. Use of comics and magazines. Johnson and Johnson (1972) point out
that: "The untutored use of comics in the classroom usually results in
a pile of tattered paper which represents a serious visual pollution
problem". (The Use of Comics in Remedial Reading, Remedial Education,
7, pp. 33, 34). The comics are often foo hard for the children to read,
and the story can often be worked out from the pictures, without‘the
necessity of reading. Johnson and Johnson suggest that these
difficulties can be avbided and comics put to good use, by getting the
pup{l to make books from the comics. Comic strips are cut out, and
captions written underneath. The finished product can be made into a
book and then read by the child. Johnéon and Johnson suggest further
that: "Extended motivation can be maintained by'the use of serials,
Children seem to be suckers for the c]iff—hanger technique and we have

had children poised with scissors and paste-in hand vaiting for next -

v""heek's issue". (op.cit.p.35)

' 6,'”_Story;reédihg by the teachef;: Hildick comments:
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...fiction wr1tten to be read to young ch11dren
is every bit as important as that which is written
to be read by them ... Thus, as the skill (of
reading) is being mastered an experience of the
delights ... to which that skill is the key is
being offered ... (Reading-to is more often regarded)
as an intellectual indulgence ... than as the basic
necessity it is ... While most teachers would
automatically allocate time for regular primer-
using pericds, few would give an equal, let alone
a greater, amount of time for reading stories to
their classes.

(op.cit. pp.78.80)

In support of the importance of story-reading, Cohen (1968),
working in the United States, found that reading stories aloud to poor
readers had beneficial effects on reading ability.

7. Use uf pop records, as described for remedial lessons in a Borstal:
“the teacher spends hours in a record shop, selecting cassettes of pop
songs with good diction, and this has proved a greet success. With her
help, one fifteen-year-old was carefu11y following the words of the

New Seekers' song My life's a circle. 'If I'd been taught 1ike this at

school', he said, 'I wouldn't be here now'." (Borstal-cum-Loo, New
Society, 12 April 1973, pp.63-64).

8. Use of practical interests, e.g. cooking. In "No one to laugh at
you", a report on home-based teaching with poor readers from London
secondary schools, Jay (1973) notes: "One teacher described the multi-
plicity of skills which could be developed once the child's interest was

_ roused, in such th1ngs as cook1ng.‘ wr1t1ng rec1pes we1gh1ng, measur1ng.

' 'ii'temperature test1ng and t1m1ng were a]l 1nvo]ved and al] demanded some

. reading and nurber work. One teacher used "treasure hunts" with c1ues =
:and a sweet as the "treasure"." (p.5)
9., Outside visits, Reading and writing can take place in preparation

for, and as a follow-up to, outside visits. In "No one to laugh at you",
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Jay notes: fSome of the most rewarding sessions were when outside visits
were undertaken. A half day at the top of the Shell Tower, at the
Greenwich Observatory, at Kenwood or at the Natural History Museum
brought a sensitive response and interest from hitherto withdrawn
_ chi]drenf. (p.5)

10.\.Encouraging the children to bring their own reading material to the
lessons. If the children are to become independent readers, they have
to be able to find their own material to independently read from. The
last two sets of activities described below also contribute to the same
purpose.

11. Visits to local libraries and bookshops.

12. Lending material to the children, e.g. books and comics.,

Interest sessions could run along the lines described above, or
could consist of any other activities which invo]Ve a focus on the
child's interests and the relating of reading to these.] Difficulties
may be encountered in holding such sessions, For example, a child may
dislike books so much that he may refuée to do any reading. In this
casé, he may be willing to write and draw instead of reading, On the
other hand, he may also hate writing. All that can be done then is to
work on the child's interests, until such‘time as he is willing to
‘read and write. Difficulties 1iké these would each have to be
‘considered separately, as they arose in the course of implementing the
-1nterest—centred approach | | | ‘ ' |
| _ For sessions to be regarded as a correct 1mp1ementation of the
;id fnterest-centred_approach, some but not a]l of the qct1v1t1es outl1ned  __ 
- above would be included in each session. The aim of'reléting reading
to interests would be adhered to. EVen‘so, some deviations from the
1. Examples of, and information on, additional activities thét can be

jncluded in interest sessions, are given in the descr1pt1ons of 1nterest
'sess1ons in Chapters 5 and 9, and in Append1x C.
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approach would be expected - days when no reading was done, or when more
formal teaching was necessary. Provided the deviations in any one session
did not take up too substantial a proportion of the time, the interest-

centred approach would still be regarded as being correctly imp]emented.

C. Defining the Skill-centred Approach

Cashdan (1970) outlined the alternative to interest sessions as

those lessons in which teacher and pupil:

...work systematically through the basic reading
skills, with the expressed aim of progressively
advancing the pupil's mastery of the elements
“involved in translating the spoken into the written
code, followed by their integration into the
complex skills of efficient reading.

(Reading: Problems & Practices, p.167)

Sampson (1969) found that the most common techniques for imparting
reading skills included using reading series, teaching phonics, and
playing reading games to consolidate phonic knowledge and word recog-
nition. Skill sessions will be defined here as sessions 'in which
reading skills are taught according to the techniques used by those
teachers who have the intention of directly imparting such skills,

The sessions will not be defined at'a more theoretical level, as
there seems to be little theoretical agreement about the reading skills
that it is necessary to teach, and about the best ways of teaching these,

_For example we know that read1ng 1nvolves know]edge of phoneme grapheme R

“"“'relatlnnShTPS: but we do not know how many of such relat1onsh1ps 1t is

necessary,to teach and the best ways_of.teach1ng them. As one of the
stﬁdies described 1h Chapter 2 shoWed, 166 ru]eé were needed to account“

for the grapheme-phoneme re]ationships of only 6000 common one- and two-
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syllable English words, and, even with all these rules, 10% of the words
still had to be counted as exceptions (Smith, 1973). It would be
impossible to teach all such phoneme-grapheme relationships. Children
can be taught a few, but will have to pick up most on their own, without
being explicitly taught them. Bearing the above in mind, the very term
'skill' session could be taken to be a misnomer. Misnomer or not, the
- content of such sessions can be outlined.

From examination of the literature and obsefvations in schools, as
described in Chapters 2 and 3, it was decided that skill sessions could

include the following activities.

1. Use of one or more reading series. A reading series was defined

as a simple set of reading books of gradually increasing difficulty,
intended for childfen learning to read. In these books,tthere will be
control over one or more of word introduction, word repetition, phonic
difficulty, print size and spacing., The use of these books should enable
“the child to read material more exactly tailored to his level of reading
abjlity than would be the case if the chi]d were reading from a miscell-
anebus collection of simple books. |

2. Phonic work: direct teaching of phoneme-grapheme relationships.

3 Written work, to help consolidate reading skills.

4, Dictations.

5. Comprehension work.

6. . Spellings. .- S

7 .'Use of wofkbobks.'}Theéé mighffbe Bagéd.oﬁ a féa&{hg gef{eé;fahd-
éou1d inc]Udé'compreheﬁSfon~exercisés, word'kecdgnitidn eXeFCiSe§; phoniéf

work, and reading games.,
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8. Use of workcards. These might be professional or teacher-made.

As with the workbooks, they could consist of a variety of activities,
all designed to consolidate reading skills.

9. Word recognition exercises, e.g. flashcards, word and picture
match1ng | ‘

10. Read1ng games , des1gned to teach phonic rules or word recognition,
e.g. word lotto, crossword puzzles.

The above activities and the reasons why these activities should
constitute skill sessions will now be discussed more fully.

The reading schemes that could be used were considered carefully,
as it was'likely that a great deal of time in ski]] sessions would be
spent on activities connected with the scheme. The only criterion laid
down for a scheme to be regarded as acceptable was that there should be a

controlled gradient in the d1ff1cu1ty of the material. Stauffer (1969),
examining a number of read1ng schemes and series, found that the only
factor all the schemes had in common was that of control, in one form or
another, over the difficulty of the material. Basing the deffnition of
a reeding scheme on Stauffer's work, it did not seem possible to def{ne
a scheme other than in terms of this common factor.

It was decided for a number of reasons not to restrict the choice
of_reading series simply to one or two schemes that fitted the definition
given above. Although restricting the choice would have made the'different
_.sk111 sess1ons more s1m11ar, a number of reasons m111tated aga1nst such a ,

'restr1ct1on. These reasons are 11sted below. -

ia,; Theoret1ca11y, we do not know wh1ch read1ng schemes are best as far |

as qrgan1sat1on towards reading skills is concerned. For example, we do

not know whether the 'Royal Road Readers', which emphasise phonics, are
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more or less effective in improving reading ability than the 'Pirate’
series, which has little emphasis on phonics.

b. As far as motivation is concerned, we do not know which reading
schemes have the most appeal for children. For example, 'Nippers' and
the 'Pirate' series were especially written to be of more interest to
children than the run-of-the-mill reading scheme, However, the available
evidence indicates that these two schemes are, if anything, of less
interest to children. |

c. Given that the material used in interest sessions was likely to

be new to the children, then, for a fair comparison between approaches

to be made, the material used in skill sessions should also be new.
Different series would therefore have to be used in different schools,
depending on the schemes previously qsed in the schools. .

d. It would not have been fair to force a teacher to use a series he
disliked, and therefore choice of reading scheme could not be unduly
restricted. In normal teaching, remedial teachers use the reading '

- gchemes they prefer. Allowing the teachers in the investigation to do so
would mean that the investigation would be kept the closer to real life.
~e. If only one series were used in skill sessions, results might be
specific to that series, and would therefore be of far less interest as
far as everyday teaching was concerned,

£.  The final reasons for allowing more than one reading series to be
used 1n the exper1ment were that 2 ch11d m1ght need to read more material.
eﬁat a part1cu1ar level of read1ng ab111ty than 1s prov1ded in one scheme.i-fe
‘.A]so;_the child might becomeAbored'us1ng only oneeread1ng ser1es, and ,1v
lhe'cbuld then be moved on to another reading series. Aga{n, this fs the

practice that is likely to be followed in normal remedial teaching.
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The activities of written Work, phonics, word recognition and
- comprehension exercises all form an important part of skill sessions.
Often children need consolidatory work in order.to remember information
1 given in the course of reading from a scheme. Morris (1966) criticised
‘teachers for not giving the children back-up work. She describes how'
the retarded readers she saw in Kent "were prompted whilst trying to
read unknown words and shown how to build up those which happened to
be regular from their component parts" but that “beyond being told to
practtse the passages recently gone over, they were not set follow-up
_activities to help reinforce what had been learned", Morris found
that: "Not surprisingly, the children asked to re-read these passages
made the same errors and omissions as they had done during the lesson
and so had gained virtually nothing from it"., (Standards and Progress
in Reading, p.330). Clearly, conmlidatory back-up'activities_should
form an important part of any approach aimed at the imparting of reading
skills.

Some, but not necessarily all, of the above activities would be
included in skill sessions. For example, a teacher might not believe
in teaching phonics and so might spend more time on the other activities.
Also, additional activities not directly concerned with the teaching of
reading ski]]s,.such as drawing, would probably be included in sessions,
Deviations from activities concerned with reading skills would occur in

,normal remed1a1 teach1ng, and, prov1ded there were not too many of them, ‘

R the operat1ona1 def1n1t1on wou]d sti]] be regarded as be1ng adequately

ﬂ fu]fil]ed, ,0ne dev1at1on.that,wou1d be,un11ke1y to‘occur normally cou]d ﬁ‘
“arise if interest sessions and skill sessions were held with different

" children in the same school. Then the children in skill sessions might
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demand similar 'treats' to the children in interest sessions, The
number of such treats given in skill sessions would obviously have

to be minimised.

D. Operational Pefinitions of the Two Approaches

The interest-centred approach. Reading is related to the ¢children's

. interests through such means as using books related to interests,
writing on interests, using comics, magazines, pop records, and so on,
Although there may be some deviations within a session, a session in
which the majority of time is spent on 'interest-reading' activities
is regarded as falling within the definition of the interest-centred

approach,

The skill-centred approach. Reading is taught by means of the

techniques used by the majority of teachers to directly impart reading
skills; for example, use of reading series, phonic work, word games,
and so on. - Although there may be some deviations within a session, a
session in which the majority of the time is spent on skill-centred
activities is.rggarded as falling within the definition of the skill-

centred approach.

-006000000-
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CHAPTER 5
INTEREST SESSIONS IN ACTION .

Before a full-scale experiment was embarked upon, it was necessary
to try dut interest sessions, to see if they worked as well in practice
as in theory. Sessions were therefore held with a number of children, in
both primary and secondary schools. This took place during the course of
two terms, the spring and summer term in 1973. The sessions were all
conducted by myself, and the children were not chosen randomly, The
results therefore have to be treated with caution.‘ This was, clearly,

a feasibility study, rather than a well-controlled experiment., As with
the observations of remedial lessons described in Chapter 3, the comments
made below on the interest sessions are essentially impressionistic, and
Athey may well reflect the preconceptions and biases I had at that time.

A nurber of different facets of the situation were studied, whilst
the interest sessions were being held. The children with whom the
sessions were hé1d were examined to see if they fitted the portrait of
the poor reader drawn in Chapter 1. The children's behaviour was
obsérved to see if the children were more involved than the bored boys
and girls described in Chapter 3, who were being taught reading skil]s
more formally. Changes in reading ability and readig habits were assessed
to see if these indicated that sessions were being effective. Many of
the activities listed in the definition of interest sessions were tried
_Y_outs:to’gge:1f;theyfwéhe~satﬁsfaétory:; FinaT]y,lwithithe’fU]ifSca1é';:fﬁi.,f
A'éxperimeﬁt;ih mind, vérioysiteSts Qeke given %h order to asséss.theff
 su{fabi1ity. .Aléo,’the'consfructidh-of'én_éttitUde'stéle wéé'bégun,v
a§ all of the available scales were unsatiéfactory.‘

The description of work with the children should give thé reader

a clearer idea of what interest sessions can be like in action. The
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general idea of the sessions was described in thé last chapter.
Summarising briefly, the aim in such sessions is to change the child's
attitudes to reading: to get him to like reading, so that he will read
more on his own outside of sessions and after sessions have been
discontinued. To this end,'work is based on the child's interests and

experiences, and reading and writing are related to these.

The Children

Interest sessions were held with a number of primary and secondary
school ch11dren, as well as with one young school-leaver. The sessions
that W111 be described here are those that were he]d with primary school
children and the schoo]-]eaver. |

It had been decided from the initial observations in schools that
thevexperiment would probably be carried out with primary school children,
Consequently most attention was paid to this age-group. A few sessions
were held with other age-groups, in case the results from these sessions
would alter the decision to carry out the main investigation'with primary
schéol children. As the decisicon remained unaltered, these subsidfany
investigations will not be further described, except for that with the
young school-leaver, The sessions with the school-Teaver will be
described, as the child is the end-product of the school system, and

‘also in view of the increasing attention being paid these days to the

3”.;p;fteach1ng of adu]t 1111terates.A’;ﬁ‘jj¥,<}g ?1;;}¢5;”;-;,;“23 ,At~7a-.

The fo]]cw1ng descr1pt1ons of sess1ons shou]d give more 1dea of
 fwhat is go1ng on in the exper1ment out11ned in the next few chapters.
'In the outline of the experiment, subqects and statistics tend to take

the place of people. The descriptions given in this chapter go some way

‘towards redressing the balance.
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)

We begin with the school-leaver, Michael.

1. Michael, an Il1literate School-leaver

Michael was a fifteen-year-old boy, who had left school eight'months
previously. (He was in the last year'of fifteen-year-ofd leavers.)
Michael's mother had approached a local community centre to obtain help
for Michael with his reading. His parents were the driving force behind
" his 'wanting' to read. The mother was described by the Community Centre
leader as a 'fussy, domineering woman'., The father had a small car-
repair garage. Michael was the only child, He was quite a good-looking
boy, always dressed in the latest fasnions, with brightly coloured
trousers}and socks, and big boots.

He seems sinilar to the typical adolescent poor reader described
in the BBC "Adult Literacy Handbook" (Longley, 1975): "Thin and small,
he wore a clutter of u1tra-up-to?date clothing. His whole appearance
suggested a coneerted effort to appear tough and with-it, to compensate
for his slight physique. He arrived accompanied by his father who was
anxious to sit in on the interview .., (The boy) 1ooked‘re]ieved when
his fafher was asked to sit in another room". (p.9) As Michael seem s
to be typical of poor readers of his age, observations on work with him
may have wide applicability. .

I worked with M1chae1 for four months between February and June

v {3j1973 we met for one afternoon each week 1n the Comnun1ty Centre.il,,rffif7

: To begln w1th he was g1ven a read1ng test and was quest1oned about h1s
'aread1ng hab1ts and his 1nterects The test1ng ‘took place in a small
yoom with M1chae1 on his own, and was carried out by myself. E1ghteen

interest sessions were then held with the boy. Each session was meant
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to last for two hours in the afternoon, but'Michae1 always managed to
spend some of the time in diversionary activities, such as drinking
coke, playing bi]liards and 1istening to pop music., About half the
sessions were held in a large room in which three other boys were being
taught 'social skills'. The remaining sessions were held with Michael

by himself, in a small room.

Further description of Michael

To begin with, Michael was given Form A of the "Neale Analysis of
Reading Ability" (Neale, 1958). This is an individually administered
test of reading ability. It consists of short passages of increasfng
difficulty with accompanying illustrations. (A fuller description of
the test is given in Chapter 7.) Norms for this test are only available
‘up to the age of 13, but, in spite of this, the test provided what was
required: a rough guide to reading ability. Before the test was given,
I explained to Michael that the passages he was being asked to read were
rather babyish, but that they would show where his difficulties lay, and
that they could therefore be very helpful. Michael did not object, and
seemed to do his best on the test.

He obtained a reading age of 6 years 10 months on the accuracy
measure of the Neale test (and 7 years 9 months on the comprehension
‘measure) He knew some of the 1etters of the alphabet ahd, us1ng th1s,:,
a'know]edge as we11 as the context and the p1ctures was ab]e to read
" some words (e.g. a black cat). He read manyicommon words wrong]y
(ehe, have, her) and other phonical]y tompTex words were‘also too hard
for him (wandered, centre). He would guess at a word from recognising

one or two of the letters in it. For example, 'time' became 'to me',
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'wandered' was read as 'went', 'centre' as ‘cart'.

When he wrote down his name and address, he mispelt every word.,
Even his first name was wrongly spelt, being written es 'Mihel',
Generally, words were spelt as they sounded,'rather than as they
'should' be spelt, Michael knew how to write most of the letters of
the alphabet, but even here his knowledge was imperfect, in that he
~ wrote some letters incapitals and some in small print.
' Thus, in ten years of schooling, Michael had made under two years'
progress in reading on the Neale test. He could not write small and
capital letters correctly, he was a very poor speller, and he could not
write his name and address properly. A1th0ugh no formal test of
~arithmetic was given, I later found out, through playing Monopoly with
him, that his arithmetic was as poor as his reading. For example, he
could not use the dice properly to work out how many squares he had to
move.

He seemed a perfec£1y normal boy. On an intelligence test given
when he was at school, he had apparently obtained an intelligence .
quotient of 85. (I was unable to find out what test was used.) Although
this score is below average, it is by no means low enough to act as a
severe handicap in learning to read.

Michael had left school eight months previously, and it is possible

that his poor performance was part]y due to h1s having forgotten some

1"-?{:of the 11tt1e he had p1cked up at schoo1 Yet e1ght months 1s not’ a

Avery 1ong per1od of time, and one would not expect such bas1c sk1lls as .
5read1ng and wr1t1ng to be forgotten a1most comp]ete]y in that per1od
He himself sa1d that he had never learned to read at school because

there were always "boys at the back of the class mucking around and
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‘throwing things, not letting the teacher teach anything".1 He said
he had had some remedial lessons, but did not learn mucn in these,
partly because the lessons were held at the same time as woodwork
classes. I received the impression that Michael spent most of his
time at school sitting in the back of the class, p]ayingwaround.

The teachers presumably were unable to control the class sufficiently
well to ensure that he (and the other children) did much work.

Michael received no help with reading from his home. His parents
read a little; they took a local weekly newspaper, but no daily ones,
and two weekly magazines on fishing. There was only one book in the
home (‘Treasure Island'). Michael himself had no books., He used to
read comics, but he had stopped deing sO.

The activities he pursued at work and at play were also of no help
in improving reading ability. During the day he worked for his father,
helping in the garage. In his spare time, he 'went out with the gang'.
He also belonged to a boxing club and a fishing club. Although of no
help in improving his reading, the extent to which Michael could learn
When interested was demonstrated by the amount he knew about fishing.
One of the first sessions consisted mainly of him talking about fishing

techniques, fishing equipment and fish{ng competitions.,

The Intcrest Sessions

Activ1t1es that took place 1n sess1ons 1nc1uded the fo]low1ng
. top1cs | ' i o ” |
ij; Wr1t1ng of name and address. .

2. Read1ng and wr1t1ng about fishing..

’3. Looking at daily newspapers, both national and.local.

4. Looking at magazines. |

1. The descriptions of Michael at schoo1 and at home are based on what'

he himself said about his life.He seemed to be te]llng the truth and
"qiving accurate descriptions.
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5. Listening to pop-records, and following the words to the songs.
6. MWriting about airguns.
7. Learning traffic signs, and other signs (STOP, DANGER, ACCIDENT
BLACKSPOT). |
8. Reading books suitable for teenagers with low reading ages (e.g.
the 'Manxman' series, 'Inner Ring'). |

A1l of these activities were of relevance to Michael. There can
be little of more relevance than learning how to write one's own name.
Michael's kej interests at the time included fishing,dangerously firing
airguns at people, and riding a moped illegally round the streets: hence
the topic work on fishing, airguns and traffic signs. Even if he were
" riding a mopéd illegally, it would be less dangercus if he -could read
the traffic signs correctly! Apart from this, activities wére pursued
that were of general cultural relevance: looking at newspapers, magazines
‘and listening to pop records. Local newspapers, with photographs of
people whom Michael knew in them,proved particularly successful. Daily
'newspapefs, with pictures of half-naked women in them,were also not
unaﬁpreciated. One magazine with a story about a volcano exp]bdiné was
well-received.

Michéel also enjoyed following words to pop songs. These songs

can provide'very suitable reading material. For example, at the time

of the sessions, 'Blockbuster' by The Sweet was Number One in the Top

.. .- Ten charts for several wegks;ifThis;sbng;begin§:~;‘:,I;Lu‘gj..,-.ai

You had better beware,

. you had better take care,
you had better watch out,
if you've got long black hair,
He will come from behind,
you'll go out of your mind,
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As can be seen from the above quotation, this song has much repetition
in it, as well as rhymes from which phonic rules can be_]earnt. In
these respects, it is ideal 'leacning-to-read' material, besides obviously
being a part of popular culture, |
Michael learnt to write his name and address correctly after about
three sessions. If he can really karn this fast, the implications for
the way he must have been taught at school are grim. On the other hand,
this was quick progress, and he must have been re-learning to some extent.
what at some time or other he had learnt at school. The key question is:
if he were seen again some time after the sessions had ended, would he
still be able to write his name and address? |
His.behaviour in sessions indicated that he enjoyed listening to
pop music, and looking at comics, magazines and books on fishing and
other topics of interest, He attended sessions regularly, whereas if
he had disliked the teaching, he would probably have stopped coming.
It must be pointed out, however, that when more traditional material
was used with him, his reactions were not unfavourable., In one session
he read the 'Ladybird Key Word' book, 4b. This book is babyish in content,
- but because it was at the right level of reading ability, it was easy for
him to read. It would be unlikely to affect his views on the interest of
reading material, however, except insofar as the very ease of the material
leads to enjoyment. The extent to which easiness is important is a point
,whlch has been wuch argued about Tans]ey (1972) for examp]e argues
':that 1nterest must g1ve way to ease of read1ng Hence he produces a
' e'read1ng scheme that is bor1ng by almost any cr1ter10n ('Rac1ng to Read )
Fader, in fHooked on Booksf, takes the opposite point of view from
Tansley, asserting that if the interest is there, the difficulty of the

material is unimportant.



- 94 -

On another occasion, Michael completed exercises on the 'magic E'
rule from Ridout's 'Word Perfect'. Michael did not mind doing these
exercises, because he could sit and work through them, without having
" to think other than mechanically. He knew exactly what he was meant
to be doing. However, the usefulness of such exercises may be limited,
They are so mechanical that the rules they are meant to teach may not
be remembered, or the knowledge gained may not be transferred to normal
reading. _

Results on changes in reading ability and reading habits serve as
a guide to the effectiveness of interest sessions. In the last session,
Michae1 was again given Form A of the Neale test. On the accuracy
measure, his reading age had improved from 6 years 10 months to 7 years
3 months - a gain of five months in four months of real time.1 This is
a smaller amount of progress than has commonly been found to result from
remedial teaching, but previous studies have mainly used word recognition
tests, such as the "Burt Rearranged Word Reading Test" (Burt, 1938) or
Schonell's (1945) “"Graded Word Reading Test". As Bookbinder (1970) shows,
these tests have quite different norms from the Neale test. Bookbinder
demonstrates that six months' progress on the Neale test may be eqhiva]ent
to twelve months' progress on Schonell's “Graded Word Reading Test". If
this is the case, then the progress made by Michael is at least as good
as.that found in previous studies of remedial teaching. In any case,
,,results from prev1ous stud1es are. not comparab]e 1n that these other
:fstud1es have all been concerned with younger ch11dren. |
© Past progress can be taken as a cr1ter1on by wh1ch to assess present‘r

rates of progress. Prev1ously, Michael had ma@e less than two years'

1. There was no progress on the comprehens1on measure of the Nea]e test,

’ but it is argued in Chapter 7 that this is an extremely unrevealing
measure, and that the accuracy measure should serve as the criterion:
'of progress. :
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progress in ten years of schooling. In comparison to this rate,
progress made during the sessions was extremely good, although re-
learning is again a possibility. It may be concluded that, on the
basis of the available data, the improvement in reading made by
Michael during the interest sessions was encouraging.
Interest sessions are also aimed at changing reading habits,
To thie end, Michael was encouraged to borrow reading material, but
he was unenthusiastic about doing so. He brought some material to
lessons, arriving on occasion with a local newspaper or magazine, but
even heee his interest was limited, reaching its peak with the arrival
of a pornographic magazine, carefully hidden in his jacket, Even so,
it is possible that asking him to bring reading material to the lessons
made him more aware of such material. Asking him what he had read at
home seemed to work in the same Way: he began to read simply because
he was being asked about it, rather than because of great interest
aroused in the-sessions. |
The amount Michael read at home seemed to increase slightly during
the sessions. Whereas before the sessions he was doing no reading et all,
during the sessions he mentioned Tooking at the logbook of his moped,
pornographic magazines, comics and newspapers., Thus, there was a slight
improvement in reading habits. It would be of great interest to know

 whether this slight improvement was sustained after the sessions, but

. :,unfortunate1y no. fo]]ow-up study was carr1ed out

As a conc]us1on, it can be sa1d that 1nterest sess1ons w1th M1chae1
seemed successfu], in that he enJoyed h1mse1f and apart from this, both

h1s read1ng ability and his read1ng hab1ts improved to some extent



‘2. The Primary School Children

Method

A nearby local education authority was approached for permission

~ to work in schools in the area, and for advice on which schools would

be suitable. The children described in this section were all drawn from
one ‘Educational Priority' school. A discussion was held with the head
teacher and class teacher in this school. Interest sessions were
described. Details were given of the children for whom they would be
suitable, that is, backward readers, from low-Titeracy homes, without
gross perceptual, emotional and intellectual difficulties. The head
and class teachers then selected appropriate children.

The school was modern. It was one-form entry, drawing many of its
children from an estate where a number of the problem families in the
town had been re-housed.

Sessions in this school were held with eight children, four boys
and four girls. The sessions were held in a small quiet room in the
school. In the first session, the Neale test was given to each‘chi1d
on his own, and then a structured interview on reading habits and

L was given to pairs of children. During the course of the

interests
séssions, four sub-tests of "The Wechsler Intelligence Scale for
Children" (WISC) (Vechsler, 1949)] was given to each child on his owh.

The sub4ests used were S1m1lar1t1es Vocabulany, B]ock Des1gn and ObJect

e -:Assembly

Interest sessions were he]d w1th the chlldren tw1ce a week for
tﬁirty minutes for each group, from March to June 1973. .The children

were seen in pairs, except when a child was absent., Then the remaining

1. Further information on the 1nterv1ew and the tests used-is giveh
1n Chapter 7.
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child from the pair would have a session with another pair. Apart from
this, the pairs were always the same. They consisted of either boys or
~girls. A maximum of 16 interest sessions was held with each group. The
children attended an average of 13 out of the possible 16 sessions. In
sessions, reading and writing were related to general or specific interests
of the children, rather than concentration being placed upon the teacﬁing
of reading skills. | ,

At the end of the sessions, in June 1973, the children were again
~given the Neale test individually and the structured interview on reading
habits, to see how reading habits and reading ability had changed over

the course of the sessions.

Description of the Children

As already stated, four of the children were boys and four were
girls. They were aged between 9 and 11, with a mean chronological age
of 10 years 5 months (standard deviation - SD - 7.1 months) at the start
of the sessions. Two of the children were in the third year of the junior
| schoel, and six in the fourth‘year. A1l had fathers in manual occupations.
One father.was unemployed, although he had previously been in manual work.
At the start of the sessions, the children were considerab]y backward_
- in reading. On the accuracy measure of the Neale test, they obtafned a

mean reading age of 7 years 1 month (SD 4.4 mths)]. In relation to their

.-chronolog1ca1 age,. they were retarded in read1ng by an average of 3 years -

Y months (sn 8.8 mths). _
| The mean full sca]e 1nte]11gence quot1ent (IQ) obta1ned was below -

norma]: 84.9 (SD 14.9) in contrast to an assumed normal score of 100.

1. Results for comprehension are given in Appendix D.
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Verbal and performance IQs were similar to each other (86.5, SD 11,7 and
86.1, SD 17.9 respectively).

From the structured interview on réading habits, it seemed that
reading in the home was mainly confined to newspapers, magazines and
comics. A1 of the families took at least one newspaper a week, and most
took newspapers daily. A1l of the newspapers were non-quality (e.g. the
Sun, the News of the World). Half the parents had books of their own,
but most read only the newspaper and sometimes magazines.

The children themselves did not look at books except for their school
reading books. Three chi]dren said they had more than one book at home,
two children said they had one book, and the remaining three said they
did not have any books. When the children were asked what they had read
in the last week, they all said that they had read only theif reading books
at school, and comics.,

The children were questioned about how they spent their spare time,
~ so that suitable topics for interest sessions could be found. The lack
of relevance of reading to their daily lives emerged as strikingly from
the‘answers to this question, as from the answers to the direct questions
on reading habits. |

A11 the children went home after school, had tea and then played
out. A great variety of games were p]ayéd outside. The boys played
‘cops 'n robbers, cowboys 'n Indians, war, soldiers, and fighting, besides

_making dens and playing on a 'Tarzan- rb'pe’_"-: The.girls played Tikinik, =~ -
'“Tinker Né]iy, Kick thé Cén, Dragg1er and hide 'ﬁ séek. Apa;f‘ffom ﬁiéyfﬁé. a
‘;'ouf; the children watched television. Allithe girls 1ik§dbdp;mu$ic; and. .
tﬁeir favourite pop sfar was Donny Osmond. The boys Were various]yv'

{nterested in pop music, swimming, drawing, birds and animals. Three
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of the boys wanted to be soldiers when they grew up, and the fourth

wanted to be a footballer. Two girls wanted to be teachers,

Description of Two Sets of Sessions

~ Interest sessions held with two pairs of children will Be
described. These were the two sets of sessions respectively most
and Teast successful in terms of the children's apparent enjoyment
.of the sessions. |

The most successful sessions, in terms of how much the children
enjoyed themselves in relation to the interest-centred approach, were
held with Keith and Paul. At the beginning of the sessions, these two
boys had reading ages of 7 years 7 months and 7 years 0 months respect-
jvely. In the 'interests' interview, held at the start of the sessions,
the boys said that they liked going out into the fields and woods and
looking at birds and animals. This provided an ideal lead as to interests
upon which sessions couid be based, namely birds and, more generally,
animals.

In most of the sessions, the boys either read simple books about
birds, or else looked at books containing pictures or photographs of
birds, birds’' nests, birds' eggs, and so on. In addition, the boys
looked at books about animals, they wrote about birds and animals, and

they drew pictures. The boys were a1ways enthus1ast1c and 1nterested

""P5}1n the books on b1rds They would come 1nto the “room at the start of_;.»g;t{_

| .-the session and make such remarks as, "Have you brought any more b1rd.""
 7bookS M1ss’" The session from then on would be punctuated by SuCh .
exclamat1ons as "Cor, Took at that bird!" "Cor, another book about

birds!" The boys were sometimes so engrossed in the books that they
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would stay all through playtime, reading and looking ;t them. The

h girls with whom sessions were held in this school sometimes stayed
through playtihe. because they enjoyed being with the tutor, but the .
bdys stayed only because they were enjoying looking at the books.

Books that were read by the boys included:

Birds (Breakthrdugh Series)

Birds (Macdonald Starters)

Birds (the Clue Books)

Birds and Migration (Macdonald First Library)

Books that were looked through and discussed, rather than read
from cover to cover 1ncluded

Life of Birds (Macdonald Introduction to Nature)
- Birds (Macdonald Junior Reference Library)

Birds and their Nests (Bodley Head Natural Science
Picture Books) '

Migration of Birds (Bodley Head Natural Science Picture
Books)

Piccolo Picture Book of Birds

The Birds (Life Young Readers Library)

Birds of Prey (Ladybird) -

Heath and Woodland Birds (Ladybird)

In spite of the boys' enjoyment_of the sessions, gains in reading
age were not astounding. Keith's reading age improved by a satisfactory

four months to 7 years 11 months. Paul's reading age, however, improved

by only one month to 7 years 1 month Perhaps with greater 10ng-term

"~-f511mp]1cations, the two beys seemed to be readtng more. than prev1ous1y..».;trff

When asked at the end of the sess1ons about what they had read dur1ng
, the past week Keith said that apart from com1cs. he . had been 1ook1ng
' at Birds of Prey and Paul said that he had been Tooking at two Ladybird

books, 'Garden Birds' and 'Dogs', and one other book on animals. This
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would seem to be a direct result of the interest sessions.

Sessions with Peter and Philip were'1ess successful in that fhe
boys did not have such firmly held interests as Keith and Paul, Because
of this, at times they tended to be rather silly and to play around.
Peter was absent for part'of the time and this broke the_continuity of
the sessions. However, the sessions were still fairly well enjoyed by
the boys. ,

In their preliminary 'interest' ihterview, the boys talked about
soldiers, fighting and the army. They liked playing war games outside,
and they both wanted to be soldiers when they grew up. The sessions
therefore began with the boys looking at books about war, soldiers, the
army and fighter planes. This led on to them looking at books on planes
in general, and also, from the fighting theme, to them looking at books
on cowboys and Indiahs. The boys wrote about wars and fighting, and

drew pictures connected with these topics. For example, Peter wrote:

I want to be in the army, to fly an aeroplane

and drop bombs on the Germans, and fire at a
plane ... I hit a plane, we won the war, no more
fighting. I like the army. I cooked meals for the
men ... I like the jet. They go fast in the world.
And jet bombers, they are fast.

On several occasions the boys' writings were typed out and then re-read
by them. They especially liked tape-recording what they had written,
In later sessions, some books on animals were looked at and read. (The

- boys requested th1s on- see1ng Ke1th and Pau] 1ook1ng at an1ma1 books )

"fhjwzph1]1p a]so wanted to Took at books on sport, and so he read the 'Break- o

through' books on sw1mm1ng and footba]l In. add1t10n the boys direw
g and wrote on these topics. Ph111p 11ked ‘the 'Dr, Seuss' books, and there-
" fore he read two of these. In one session, he Tistened to a pop song,

1The Twelfth of Never', by Donny Osmond, and tried to read the accompanying
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words. However, these were really foo hard for him.

Over the course of the sessions, Philip's reading age increased
by five months, from 6 years 6 ﬁonths to 6 years 11 months, Peter
‘was present for only just over half the sessions, as he was in hospital
for part of the time, His reading age decreased by one month to 7 years
0 months. At the end of the sessions, when questioned about reading
habits, Peter maintained that in the past week he had Tooked at comics
and at two books, 'Captain Pugwash' and 'The Three Little Pigs'.
Although this would indicate increased reading on his part, I felt that
his behaviour in general indicated that his attitude to books had
remained unchanged. The other boy, Philip, had only read his reading
book and looked at comics during the past two weeks. No change in

reading habits seemed to have taken place,

Results and Conclusions

The results on changes in reading ability and reading habits for
all of the primary school children will now be summarised. Reading
ages for individual children before and after the interest sessions

are shown'in table 5.1 be]ow.]

1. Additional information about individual ch11drcn is g1ven in
Append1x D.
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TABLE 5.1 CHILDREN'S INTELLIGENCE SCORES AND READING AGES BEFORE AND
AFTER INTEREST SESSIONS. ... .. ...

1

Child's Full ; Reading Ages Gain in

Name WIscC Before After reading

Score sessions sessions age (in

. (in yrs/months) months)
Peter 70 7.1 - 1.0 -1
Philip 86 . 6.6 6.11 +5
Keith 109 7.7 7.1 +4
~ Paul .93 7.0 7.1 +1
Susan ‘ 78 6.11 7.0 +1
Ellen 62 6.10 7.2 +4
Sandra | .9 7.7 . 7.11 +4
Wendy _ 86 7.1 7.5 +4

1. The reading ages were obtained using the accuracy measure of
the Neale test. '

Over the three months of sessiohs.'with the exception of Peter, who
‘was in hospital for nearly half of the sessions, each child showed a gain
in reading age, varying from one to five months. At the end of the
sessions the mean reading age was 7 years 4 months (SD 4.9 mths),
compared to 7 years 1 months (SD 4.4 mths) at the start of the sessions.
on average, in five years of schooling, the children had made two years'
progress in reading. Therefore, they vould be expected to make, in three

'months of schoolxng, a little more than one month s progress. On average

::"eflthe chlldren made - more progress than th1s (2 75 mths, SD 1 7 mths)

‘ Moreover, the med1an ga1n was h1gher than the mean ga1n be1ng four
 menths. The degree of retardation in five of the ch1]dren decreased.’
The sessions therefore seemed to be ecce1erating‘reading progress. In
addition, from the interviews on reading habits, it seemed that four

out of the eight children were reading more than previously.
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These findings are slight, and their importance must not be
exaggerated. Nevertheless, they indicate that the interest sessions
- were successful in accelerating reading progress, in changing reading
habits, and in evoking enthusiasm in the children. The same conclusion
had been reached from the sessions held with Michael. Thus, the
intérest-cenfred approach seemed to be working well,

However, many questions remained to be answered. Most important,
would skill-centred teaching produce results that were as good? Would
the above results also have beén obtained by other teachers? What sort
of long-term effects would interest sessions have? Could a sufficiently
fundamental change in attitudes to learning be made? These were the

questions that the main investigation set out to answer.

-000000000-
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CHAPTER 6
THE HYPOTHESES

As described in Chapters 1 and 2, the majority of poor readers in
school seem to be working-class children from Tow-Titeracy homes, who
are not interested in reading and who are perhaps hostile towards schoo1.
They might have other problems but these are not, on the whole, of a
severely incapacitating nature. Normal remedial teaching does not
succeed in changing these children's attitudes, and consequently has
" no long-term effects on reading ability. An approach which uses the
children's interests and culture to change attitudes could well be far
more effective in turning the children on to reading than an approach
which concentrates on straightforward teaching of reading skills. Good
Tong-term effects should, then, be obtained from such an interest-
centred approach. Visits to schools and the holding of 'interest
sessions', as described in Chapters 3 and 5, supported these observ-
ations.

In the light of this theoretical and empirical work, it was decided
to carry out a larger-scale experiment, to investigate further the
effectiveness of the interest-centred approach, First, the interest-
centred and skill-centred approaches were defined operationally, in
terms of interest sessions and.skill sessions. Then the hypotheses to
he tested were worked out.

. These hypotheses apply to poor. readers, who do not have other

i“'fseverely 1ncapaC1tat1ng prob]ems and who are g1ven extra he]p W1th

read1ng in w1thdrawa1 groups by exper1enced teachers.

The hypotheses were as follows.
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T. In the short-term, children who attend inferest sessions will:
improve in reading ability more than children who attend skill
sessions.

2. In the short-term, children who attend interest sessions will
improve attitudes to reading more than children who attend skill
sessions.

3. In the long-term, children who have attended interest sessions
will improve in reading ability more than children who have attended
skill sessions.

4, In the long-term, children who have attended interesf sessions
will improve attitudes to reading more than children who have attended

skill sessions.

From the arguments set out in the first five chapters, it seemed
likely that an interest-centred approach would be the most appropriate
one for children who are failing in reading primarily through lack of
interest. It could be argued, however, that for various sub-groups
motivation through interest work is not the answer, and that a skill-
centred approach would be the more appropriate one. Because of this
possibility, subsidiary hypotheses were formulated concerning various
Sub-groups. Changes in’reading ability in the short term, in interest
sessions as opposed to skill sessions, would be analysed in relation

to these sub-groups. The fol]owing sub-groups would be examined,

T .GirTs;v Girls often do . not have strong]y held 1nterests, and
 'they often seem to prefer to conform and to be to1d what to do.,
--Therefore, it cou]d be argued that g1rls who attend sk111 sess1ons
will 1mprpve more than girls who attend 1nterest sess1ons.

2. Boys’
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3. Children of be]ow average intelligence. Less infe]}igent children
often do not have strongly held interests. Also, they may heed fairly
direct teaching in order to understand rules and to know when to use
the rules they have learned. Thgrefore, it could be argued that less
intelligent children will improve more with skill sessions than with
interest sessions.
4, Children of above average intelligence,
5. Quiet, shy children. The argument about girls and children of
below average intelligence improving more with skill sessions than‘with
interest sessions applies to quiet, shy children also.
6. Aggressive and troublesome children.

The six hypotheses concerning these sub-groups are set out formally

in Appendix E.

~000000000-
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CHAPTER 7
- THE DESIGN OF THE EXPERIMENT

The Institute of Education at Keele University runs a one-year,
full-time course for experienced teachers, leading to the award of a
Diploma of Advanced Study in Education, with special reference to
Maladjustment and Deprivation. .Practical work forms a major component
of the course. The teachers are required to work in normal schools,
and also to gain experience in units‘for maladjusted children and
similar institutions. In 1973 it was arranged that, for the practical
work in normal schools, the teachers should hold interest sessions and
- skill sessions with small groups of poor readers. In this way, it
proved possible to carry out an experimental evaluation of the interest-
centred and skill-centred approaches,

In this chapter, the design of the exper1ment is outlined.
Selection procedures are dealt with first, and then the comparability
of the two greups with whom interest sessions and skill sessions were
held. Finally, the measuring instruments used in evaluation are
‘discussed, as well as the measurement of other variables that could

help to explain the results obtained.

A, Selection Procedures

1. The Teachers

There were ten teachers on the D1p1oma course f1ve men and f1Ve5..'--*’

, women. They all took part in the study. They were aged from 25 to
'sz; with'a meanAagevof 37. They had had from 4 to 25 years teach1ng"
experience. The five youngest teachers had between 4 and 7 years'

experience, and the other five all had 20 or more years®' teaching
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experience. Only one teacher had a degree. The teachers weré from
primary and sec&ndahy schools, and from schools for the educationally
- subnormal. Most had worked with deprived children or had taught
reading. The tgachers inc]udgdntwo headmistresses and a head of a
remedial department. Comments made By the schoo}é ffom_wﬁiéh they ‘ -
had been seconded ran along such lines as: "her:interegt fn andQﬁerv o
success with the less able are second to none". |

These teachers were, therefore, experienced and highly praised
by their schools. They were well-motivated, in that they had opted
to come on a special course in order to study educational theories
and practice in more depth. They would seem likely to be better
than the average teacher, and also one would expect that they would.
get the most possible out of any method. If a method failed with
these teachers, then one would expect it to fail with most teachers.

.
~

2. The Schools

From preliminary observations and from theoretical4considérations,
it had been décided that the investigation would be carried out in
primary schools. In order to minimise travelling time for the teachers
and the experimenter, the investigation was carried out in a local
borough near to the university. The education authority of the borough
was first approached for permission to carry out the rgsearch in its
area. This was duly given, |

The area in which the study was conducted was, at the time, an
Excepted District of a County, with educational provision administered
by the Borough Council. The population of the borough was given as
76,590 in the Education Authorities Directory 1973, The total school

roll was almost 17,000,
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The borough consists mainly of a successful industrial toun.
Goods ranging from car cable harnesses to‘waterproof clothes are
produced in the area. There are three co]]ieries. employing 2700
miners. The town merges into a large conurbation, with over
250,000 inhabitants. Yet, as Pevsner (1374) comments, “it has its
own unmistakable individuality. It is for instance not a town of
slummy cottages mixed with obsolete-looking factories. Yet it is
essentially an industrial town ... The first surviving charter was
given by Henry III in 1235", (Staffordshire, p.208). The town has

‘prosperous suburban areas as well as down-at-heel streets of small
terraced houses. That is, it has‘its rich areas and its poor areas,
It does not have the extreme problems found in decaying inner city
areas, but it does have many relatively poor fami1jes.

There were twenty-one Junior and Junior-and-infant schools in
the Borough. In June 1973, a letter was sent to all of these schools,
to arrange a meeting with the head teacher. In the meeting, reading
difficulties amongst the junior school children would be discussed,
as well as the possibility of subsequent work with some of the children
by experienced teachers on a course at the university. A follow-up
letter wes sent to those schools who did not reply to the first letter.

Nineteen of the twenty-one schools replied to either the first
or the second letter. Two of these schools refused to take part in

. -the study Four of the rema1n1ng schoo1s wou]d have been w1111ng to B

:}iltake part, but they d1d not have enough backward readers in the fourth o

‘};year Jun1ors. | | o |
| In June-and July 1973, the rema1n1ng th1rteen schoo]s were v1s1ted |

and the nature of the investigation was more thoroughly explained.
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Information about the schools was obtained on this visit and noted

on a sehedule. (The schedule is printed in Appendix A.) 1In
September 1973 a further meeting was held with all the co-operating
schools, with the Assistant Chief Education Officer and with the
remedial adviser for the area. In this meeting, the experiment was
discussed, as well as practical requirements (time-tabling, provision
of books, and so on). The children were then selected by myself in
September and in the first week of October 1973.

Of the thirteen schools who were to take part in the investigation,
ten wehe Junior Schools only. The other three were primary schools,
with both junior and infant departments. Two schools were single-sex,
one for boys and the other for girls. The schools varied in‘size
from 160 to 370 children. Six schools were in modern bui]dings, and
seven schools were in older buildings: one head said the bui]dingsv
of his school were 100 years old. Three of the schools in older
buildings seemed cramped, and the constraints on space were such that
the head and secretary had to share a room. One school was situated
| next to a colliery, with the attendant problems of noise, shunting of
trains and coal dust.

In the first meeting with the head teacher, the head was asked
to describe the type of child that attended the school. Five schools
, had mainly working-class children, often from council houses and from

1arge fam111es. One head descr1bed the fathers as “casual workers,

fa Tot are 1azy ... a lot are on Soc1a1 Secur1ty“.A Other schools had 'ﬂ”m A

‘°,;a range of ch1]dren from lower-work1ng class to m1dd1e c]ass.;]

‘Twelve of the thirteen head teachers were men.. The only woman
was the head of the all girls' Junior School. Yet the class teachers

consisted predominantly of women.
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A11 of the schools had'mixed ability classes. One head said:
pf you have an A class and a C class, the C class hates the A class",
In one school, the duller children of one year were put with the
brighter children of the following year.' In four schools, the children
were setted for certain subjects, especially English and Maths. Other
sehools had only one class in each year and so could not practise
settihg. Three schools had remedial classes of 20 to 25 children for
the morning or afternoon every day.

To sum up, the schools were chosen from one'Borbugh; and consisted

of all the schools in the Borough that would and could co-operate.

3. - The Children

In selecting the children, there were two sets of gnide lines,
The first was the desirability of keeping the sample as homogeneous
as possible, so that more clear-cut experimental resu]ts'might be
ob;ained. The second was the desihability of selecting the sort of
~children for whom interest sessions are primarily intended; that is,
children who have not learnt to read largely because they are
uninterested in reading and perhaps hostile towards school. Previous
research indicates that this description should f{t the majority of
poor readers. The most obvious children who do not fit in are those

with extreme intellectual, physical or emotional problems; also

':'1mm1grants, ch11dren who have changed schoo1 many t1mes, and so on.. AR

:.. Kith the tw1n aims in m1nd of homogene1ty of the samp]e and
R se]ect1on of unmot1vated ch11dren, it was dec1ded to exc]ude the .

following groups of children from select1on:
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a. non-readers and more fluent readers ‘ ‘

b,  children from the non-manual social classes (IIINM and above)

c. children with extreme intellectual, physical or emotional
problems

d.. immigrants

e. very irregular attenders

f. children who had changed school three or more times,

Non-readers were excluded because such children might well be
in_need of basic tuition in reading skills, before being able to
profit from an interest-centred approach, This is in spite of lack
of interest probably being the main reason for their poor reading
ability.

Children from the non-manual classes were excluded to keep the
sample more homogeneous, and also because these children are more
likely to come from high-Titeracy homes and hence to be failing in
reading for reasons other than lack of interest,

It was decided that children would be selected from ten- and
' e1even-year-01ds in the fourth year of the junior school. It had
 already been‘decided that the investigat{on would be carried ouf in
primary schools. Selection was made from one year-group only to keep
the sample more homogeneous. WOrking with fourth year juniors meant
that the oldest children in the school were being studied. It seemed
best to work with the oldest children available, as the older the
child, the more 11ke1y he 1s to be d1s1]1u51oned w1th and un1nterested
i21n read1ng Fourth year Jun10rs are a1so o]d enough to show a . i
Ae:cons1derab1e degree of retardat1on in, read1ng
‘ “As stated above, ch11dren were requ1red who were not nen readers

and who were not fluent readers. The Neale Analysis of Readlng Ability
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was to be used in the selec_tion.1 This test has a base level 6f 6
years' reading age. A non-reader was defined as a child who did not
_score at all on the test; that is, he could not read such simple
sentences as 'A black cat came to my door'. As far as more fluent
reading is concerned, it was decided to exclude children who had
read1ng ages above 8} years on the Neale test. This meant that all
‘the children included would quite clearly not be functionally 11terate,
according to the Ministry of Education's (1950) definition of literacy
as a reading age of ntne years or greater (see page 5). The children
élso would be at least eighteen months behindvin reading in relation
 to their chronological age. This is a considerable amount for ten-
‘.year-olds.

Selection was made as follows. The head teachers filled in
questionnaires on all the children in the fourth year juniors who had
kobtained reading ages of 8} years or below on the school reading test.
These children were then given the Neale test. I gave this to each
child individually. From the information provided in the questionnaires
and'from results on the Neale test, those children who fell into
tundesirable' categories, as listed above, were excluded from the study.
selection of the sample was then made randomly from the remaining
children, taking into account the number of children available and

‘required at each school.

ot P

';‘”1b::‘”éohparati11ty of tHé TQdDGrdupgv': T
A If resu]ts from a compar1son of two teach1ng methods are to’ be
attr1buted to differences in the two me thods of teach1ng rather than

'to other factors, then checks must be made and precautions taken to

ensure that as far as possible other factors are not biassing results.

, ];‘ More deta11s are. g1ven about th1s test 1n the th1rd part of th1s
- chapter.
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A description will be given here of the design that was used in the
~ experiment, and the checks that were made on the children, the teachers
_and the methods, to ensure that the main difference between the Interest

Group and the Skill Group was the method used with each.

1.  The Children

a. Group size wa§ held constant., Interest sessions and skill sessions
wefe in all cases held with groups of the same size, except when children
were absent. Although groups of six chi]dren'are the most common in
remedial education (Sampson, 1969), each group given sessions consisted

of four children. The group size of four was decided upon because four

" ‘was a more convenient number to work with than six, given the varying

numbers of children in the different schools. One was able to choose
units of four, eight or twelve children from each school, instead of
only six or twelve children, |

b. Matching of groups. The selected sample was such that one school
was providing twelve children, fiQe schools were providing eight children
each, and seven schools were providing four children each, In the‘
schools providing eight or twelve children, the children were divided
into groups matched for sex and reading age. Methods were then randomly
assigned to thesé groups. .Schools providing four children only were

paired according to geographical proximity. Then methods were randomly

Z_Aass1gned w1th1n the pa1rs of schools Thus, groups were ba]anced for ; e

T'sex and read1ng age, and, as methods were ra“d°m1y ass1gned to groups, e
'Athere shou]d be no b1as in the d1str1but1on of- other factors | B
" ¢.° Checks were later made to ensure that the groups were similar in

intelligence and social adjustment. Both intelligence and social
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adjustment could of course affect gains in reading ability,
Inte]}igence'was measured by'means of “The Wechsler Intelligence
Scale for Children" (WISC) (Wechsler, 1949). It was decided that an
individually edministered test was likely to give a more accurate
picture of the child's intelligence than a group test. The two
standard individually administered intelligence tests are the WISC
and "The Stanford-Binet Intelligence Scale" (Terman and Merrill,1960).
The WISC was chosen, as it has been more commonly used in investigations
into reading difficulty than the Stanford-Binet Scale, and, therefore,
it would be easier to compare the present investigation with other
investigations. As it would have taken too long to administer the
. whole of the WISC to each child, only four sub-tests were giuen: two
verbal ones (Similarities and Vocabulary) and two performance ones
(Block Design and Object Assembly). Rutter et al used these sub-tests
in their investigatien on the Isle of Wight. The justification for
choosing these four sub-tests lies in the finding, obtained from factor
analysis, that the WISC measures two main factors which are composed
of these two sets of sub-tests (Maxwell, 1959). In addition,
correlations between sub-tests and total scale scores have been found
to be high (Cohen, 1959),
Social adjustment was measured by means of "Bristol Social

Adjustment Guides" (Stott, 1974) filled in by the class teachers for

. each ch11d SOC1aI adJustment was. measured 1nd1rectly through the :
.i?,teacher rather than d1rect1y by quest1on1ng the ch11d because the{ffqztat

],ch11dren were a]ready being given a number of t1me consum1ng tests, ' .
;and it seemed 1nadv1sab1e to further lengthen the time occupied by

testing.  Two tests of social adjustment based on the teacher's view
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'of the child are available in Britatn. One is a scale devised by
Rutter (1967), but this is still in its dévelopment stage, and no
norms are available. fhérefore, Stott's (1974) Bristol Guides, for
which standardisation data is available, were used, These Guides
consist of a number of descriptions of behaviour: the teacher has
‘tovunderline those words and phrases which describe the child for
whom she is filling in the Guide. Scores can be obtéined for under-
reacting maladjustment (Unract) and over-reacting maladjustment
(Ovract). Unract is based on three core syndromes: Unforthcoming-
ness, Withdrawal and Depression. Ovract is based on two core
syndromes: Hostility and Inconsequence,

.Examples are given below of some of the behavioural descriptions
that constitute each of the core syndrnmes.1 |
Unfbrthcomingness: waits to be noticed; too shy to ask; shy but‘would
1ike to be friendly.

Withdrawal: never thinks of greeting; never makes any sort of social
relationship good or bad; quite.cut off from people, you can't get
near him as a person. |

'Depression: too lacking in energy to bother; couldn't care whether
teacher sees his work or not; too lethargic to be troublesome. |
Hostility: can be surly; will help unless he is in a bad mood;

“inclined to be moody.

e j.:Inconsequence attends to anythlng but h1s work never gets down to

- any so]1d work has a h1t-and-m1ss approach to every prob]em.
' (Br1stol Soc1a1 AdJustment Gu1des Manua] F1fth Ed1t1on, Pp.36- 39)
A strong criticism of the Gu1des is that behaviour different from

normal is termed maladjusted, with the implication that this behaviour

'1‘.‘Ine Core syndromes are described,fUrther in Appendix B;'
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js bad; whereas the child might be responding to a situation he
finds impossible with the behaviour best adapted to that situation.
The problem here is that behaviour that is the norm can itself be
regarded as maladjusted. For example, Laihg has posited that
schizophrenic behaviour is 'well-adjusted' and normal behaviour
maladjusted, because normal behaviour involves the acceptance of
many unpleasant facets of life.

While having these rather unacceptable, implicit assumptions,
the Guides still serve to measure behavioural deviations from the
‘norm, and hence were suitable‘for assessing whether children in the

Interest Group and Skill Group deviated to the same extent.

2. The Teacher

a. Teacher pehsonality and quality. If each teacher uses both

~ methods, then such importent factors as teacher personality and
quality are to some extent controlled. Each teacher involved in the
experiment therefore worked with two groups.of children, holding
interest sessions‘with one group and ski]l sessions with the other
group.

b, The teacher's attitude towards the methods. Even if the same
teacher is using both methods, he might prefer one method to the

other and therefore unconsciously or otherwise, he might implement

... .the preferred method more eff1C1ent1y and w1th more enthus1asm

:}ffAttempts were wade to prevent this happen1ng by exp]a1n1ng to the f"
teachers at the beg1nn1ng of the teach1ng how 1mportant 1t was that
" they should remain neutral between methods Rem1nders on th1s po1nt

were also given from time to time during the teaching. (Assessment
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of the teachers' attitudes towards the methods is discussed in the

last part of this chapter.)

3. The Methods

a. Implementation of methods. A common criticism of experiments

in which teaching methods are compared is that it is not known

whether the methods were implemented correctly, and, even, what exactly
was done under the label of each‘method. ItAseemed essential, if
meaningful results were to be obtained, to be able to describe what
took place during the sessions, and to be able to say whether each
teacher could be éaid to have held interest sessions and skf]] sessions,
in accordance with the definitions of the two approaches.

‘ To this end, observation was made by myself of one %nterest
session and one skill session given by each teacher. Apart from this,
there was continuous formal and informal contact with thé teachers
during the course of the sessions, in which activities pursued in
sessions were discussed, However, fhe most important source of
jnformation on session activities was obtained from.'session accounts'.
Shortly'after holding a session, the teacher wrote a description of

what took place on a 'session account form',’

and gave this to me,

The accounts were examined to see if appropriate.activities had been
pursued in the se551ons .

‘ “In Chapter 4, operat1ona1 def1n1t10ns of interest ses§1on§ and
';sk111 sess1ons were given, - Act1v1t1es appropr1ate to 1nterest sess1on§.
' 1nc1uded the use of books relatxng to 1nterests wr1t1ng on 1nterests,

the use of comics, magazines, pop records, and so on. Activities

appropriate to skill sessions included the use of reading series,

1. A session account form is printed in Appendix A.
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phonic work, word games, and so on.

For each method, it was recognised that some deviation from
appnopriate activities was likely to occur. It would be useful if
. the extent to which such deviations took place could be assessed.
Each session account was examfned to see if the majority of the time
in the sessions had been spent on activities appropriate to the
intended approach. If the majority of time in the session had been
so spent, then the session was regarded as falling within the
:definition of the particular method. The percentage of sessions for
each group which fulfilled the openational definition was calculated.
Any group with whom a substantial proportion of sessions did not fulfil
the operational definition could be excluded from subsequent analysis.

It was assumed that the session accounts gave accurate
descriptions of the activities pursued in the sessions. In talks with
| the teachers it was stressed that session accounts should be as

accurate as possible. However, there was room for error here,

Presumably the teachers would not lie about what they did, but there
might simply be unintentional discrepancies between what took place,
what the teachersthought took place and how they wrote about what |
they'thought took b]ace.

C. Measurement of Changes in Reading Ability and Reading Habits

-The. ma1n purpose of the 1nvest1gat10n was to see whether ch11drenf{;1.uf-

'deho attended 1nterest sess1ons 1mproved att1tudes to read1ng and

.mread1ng ab111ty more than ch11dren who attended skill sessions.‘ If R
was necessary to cons1der carefu]ly the measurement of attitudes

and reading ability, so that any changes that occurred during the
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course of the sessions would be reliably and validly assessed. It is
-for this reason that the tests used in measurement are discussed at

some length below.

'1.° Reading Ability

The Neale Analysis of Reading Ability (Neale, 1958) was the main
test used to measure reading ability. As described in Chapter 5, this
is an individually administered test of reading ability. It consists
of short passages of increasing difficulty with accompanying illustrat-
jons. There are three parallel forms. The Neale test was chosen,
because it seemed preferable to use an individual test of reading
ability, and it seemed the most suitable test available amongst the

jndividual reading tests.]

The Accuracy and Comprehension Measures

Three measures can be obtained from the test: of accuracy of
‘reading, of comprehension and of rate. The accuracy measure is based
- on the number of errors the child makes in reading the passages aloud;
‘the oomprehehsion measure on correctly answering, from memory, questions
about the contents of the passage; the rate of reading measure is based
on the speed at which the passages‘are read. Only accuracy and
comprehens1on were measured 1n the present 1nvest1gat1ons. Measur1ng
:“f rate of read1ng makes the test more cumbersome to adm1n1ster, and in
add1t1on the rate at wh1ch a “child reads may not be a good 1nd1cator
"of read1ng ab111ty Although 1nformat1on was obta1ned on comprehen51on.
it was decided that accuracy would be taken as the most important
"measure of reading ability, and the criterion by which changes in
reading abi]tty would be assessed.

1. Further deta1ls are g1ven in Append1x B as to why th1s test was
chosen..
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This was because the comprehension measure is rather a peculiar
measure. It seems to be more a test of memory than of reading ability
or of comprehension. For specific questions on content have to be
answered from memory. Smith (1973) notes: fThe proper distinction is

not drawn between understanding what a sentence or passage or book is

about, which means grasping the author's meaning, and recall of what
was said, which is quite a different matter. While recall and under-
standing are related, in the sense that the former can rarely‘occur in
the absence of the latter, committing detailed information to memory
and retrieving it 6n a later occasion is a complex cognitive task that
depends on much more than mere reading skill"., (Psycholinguistics &
Reading, p.191). |
It is true that in the Bu]lock Report, the argument is put forward

that, in monitoring standards of reading, instruments should be used
which "assess a Wider range of attainments than has been attempted in
_ the past and allow new criteria to be established for the definition
of literacy". (p.513) The reading tests used in national surveys are
critacised for measuring only a narrow aspect of silent reading compre-
: hension. As Start and Wells (1972) point out, the tests do not measure
nyhat might be called the inferential aspects of réading, such aspects
as the ability to follow an argument or extract a theme". (The Trend
of Reading Standards, p.17). However, the children Start and Wells
-are’ d1scuss1ng cons1st ma1n1y of- norma1 readers, W1th fluent read1ng“]ﬂff
(:ab111ty. w1th such ch11dren, 1t may be true that a]] the d1fferent o
‘:laspects of read1ng need to be assessed But W1th-poor readers word‘
‘recogn1t1on skills wou1d seem to be of paramount 1mportance. Other

sub-skills involved in reading, such as inference and critical
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interpretation, cannot come into play without reasonable word
recognition skt]is.

| Thus, in spite of the Bullock Report's criticisms of assessing
only narrow aspects of reading performance, it was decided that
accuracy would be taken as the measure of reading ability. Results

from the comprehension measure are detailed mainly in Appendix D.

Practice Effects

Before the sessions began, the child was given one form of the
Neale test. (The Neale test consists of three parallel forms) At
the end of the sessions, the child read this form again. However,
| practice effects. from taking the same test twice, might be artificially
inflating improvehent.‘ |

The only work carried out to date on the susceptibility of the
Neale test.to practice effects is that by Netley et al (1965).
Unfortunate1y, that study is unrevee1ing. as the test was not

administered according to test instructions. It remains an open

o question, therefore, as to whether a child taking the test twice will

do better the second time, simply because he has read the passages
“before. To check on this, at the end of the sessions, the child was
given not on]y the form he had read at the start of the sessions but

also one of the other paralle] forms. If pract1ce effects were

’"-x}:1nf1at1ng test scores, then the ch11d shou1d do better on the form

,_he -had read prev1ous1y than on the new form.

1. Practice effect, in fact, is not important '
of the effectiveness of the two typgs of ses2?2§2r1gscgnggﬁg:g1502
that it would inflate the scores of both groups to the same de’ i
and so would not distort the picture of which type of session ?ree.
the more effect1ve in improving reading ability. Nevertheless st
was of interest in itself to have as accurate knowledge as posslee
B 0; zteoﬁeﬁaeiﬁgﬁnt oftprogress made by the groups, and therefore to
-che ractice :
s, P e. eots.were art1f1c1a11y 1nf1at1ng test
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However, the issue is not as s{mple as this, If the forms are
not exactly equivalent, practice effect might be obscured or exaggerated.
For example, if all children were given Form A twice and Form B once,
'but‘Form B was actually easier than Form A, then practice effect might
be occurring, but might not be evident. A balanced design, employing
all three forms was therefore used, S0 that checks could be made on

equivaTence of forms as well as on practice effects.]

Experimenter Bias

As a check on experimenter bias, a group reading test; the
“Schonell Silent Reading Tesi A;I (Schone11; 1960) was also given at
the end of the testing. All of the individual testing was done by
myself, and results could have been.biassed by me.'elbeit unintentionally.
However, results from a group reading test would be less likely to be
biassed by the administrator. The Schonell Silent Reading Test A
consists of sets of short sentences; each set'fo11owed by a question
which the child has to answer. The performance of the Interest Group
~ and the Skill Group on the individual and group tests would be compared

to see if children from the two groups fared differently on the two

tests ‘.

If checks on pract1ce effects and on exper1menter bias proved

-;}fnegat1ve then change 1n read1ng ab111ty would be assessed by compar1ng S

-vthe chlld s score on the Nea]e test before the sess1ons w1th the ch11d‘

.score on the same form of the test. at the end of the sessions.

1. More cetails about the design'are'given'in‘Appendix B.
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2.  Measurement of Attitude to Reading

.Questionnaires on reading habits were administered before and
“after the sessions. Interest sessions are aimed at improving the
child's reading ability through 'turning the child on to reading'.

- Obviously, one wants to know whether in fact the children have been
turned on to reading, and to do this it is necessary to measure
attitude to reading.

Previous research has shown the difficulty of creating
sufficiently sensitive instruments for measuring attitudes and
attitude change. In Britain, three scales have been devised specific~
ally to measure attitude to reading; by Dunham (1960). Williams (1965)
and Georgiades (1967). A1l three sca1es”consist of statements about
~ reading with which the child has to agree or disagree. Scale values
are attached to the answers, and the total score is an index of the
child's attitude to reading.

Al1 three scales ask the child for his opinions and feelings
about reading. Evans (1965) notes that: "It is too easy for a
subject, knowing that he is under observation, to formulate views hore
for thé benefit of his examiner than because they are those which he
himself holds. This may stem from the desire to oblige, the desire
to show oneself in the most favourable 1ight", (Attitudes and

Interests in Education, p.20). This may well apply to children even

;;,:more than to adults. . - d_‘;if:;;_;;;vg;; ?14;;¢.}31ﬁ;41u‘f ‘_£}.:{4m L

1 a child is asked questions about h1s actions rather than" R

‘;about h1s attitudes, he will probab1y be more Tikely to answer SR
truthfully ‘For examp]e, if the child 1s asked whether he 11kes‘

reading, he may well say 'yes', whether he does or not; whereas, if



- 126.-

-he 1is asked whether or not he belongs to a public library, he will
probably answer truthfully 'yes' or 'no'. Therefore, instead of
the children being asked about how much they 1iked reading, examination
was made of how much they actually read.. That is, attitude to reading
was measured by measurement of the manifestation of the attitude in
behaviour. Attitudes are commonly defined in terms of three components:
cognitive, affective and behavioural (Krech, Crutchfield and Ballachey,
1962). It was the behavioural component to which most attention was
paid in the present investigation. The more time a child spent reading,
the more he was assumed to like reading. There may.well have been
exceptions to this rule - children who liked reading and yet had too
- many other hobbies to spend much time on it, However, a priori, in
terms of the meaning of ‘to like', there must be some correlation
" between liking for reading and the amount read.

With the above argument in mind, a questionnaire was drawn up,
which concentrated on measuring readihg habits; that is, the amount
of voluntary reading carried out by the child. This questionnaire
forméd the basis of a structured interview, which was held twice with
each child, once at the beginning and once at the end of the course of
sessions. Change in réading habits was assessed by a comparison of the
results obtainéd before and after the sessions. |

To construct the questionnaire, I first examined previous question-

_2,-na1res on the same subJect, such as. those used by Norr1s (1966), N

. f,Barker-Lunn (1970), Schone]l (1942, 1948) I then tried out’ var1at1ons CaLs

';of the quest1onna1re on 24 ch11dren (16 boys and 8 g1r1s) The children
"1n this pilot test were those wi thvhon 1nterest sessions were first

"held (see Chapter 5) and some of those chi]dren seen during the
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pre]iminany-observatfons in schools (see Chapter 3). The initial
‘interviews led to modification of the questionnaire, until the one
used in the main investigation was arrived at. This is printed in
Appendix B.
~ As the questions wére asked orally in an interview, the

questions acted as a guide but the precise questions asked varied
to some extent from interview to interview. There were both open-
ended and fixed-alternative questions.

The child was asked the following questions about his reading
habits:
a. how he spent his spare time (in order to see if reading was
mentioned as a spare-time activity) |
b. how much he read at home
c. the number of books he had read at home recently
d. whether he read or looked at comics
e. whether he borrowed books from school
f. whether he'borrowed books from the local library.
The child was asked to back up affirmative answers with descriptions
of the books or comics which he was claiming to have read.

Information was also obtained about the child's expressed liking
for reading. This enabled the correlations between expressed liking,

reading habits and reading ability to be examined. In this way it

o ';cou1d be- seen whether or not the cr1t1c1sms preV1ous1y made of ask1ng

°‘ch11dren to express 11kes and d1s11kes were Just1f1ed The ch11d '
was therefore asked: o | |
a. how much he liked reading

b. how much he Tiked his present reading book
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“to name the Tessons he liked most and least (ih order to see

if reading was mentioned as a favourite or disliked lesson),

In the interview at the beginning of the sessions, questions

were also included about the literacy of the home, in order to obtain

background information about the children. The children were asked

éboht:

a.

b.

c.

the number of books belonging to the parents

" the number of books belonging to the child

newspapers and magazihes read
parental reading habits
parental help with reading.]

Reading scale scores for each child were calculated from the

answers given by the child in the two interviews.2 Separate scale

scores were calculated for each of ‘reading habits’, '1iking.for

~ reading', and 'Titeracy of the home'. Scale scores obtained before

the sessions were compared with scores made on the same scale after

the sessions. In this way, it could be seen whether reading habits

or attitudes had changed, and whether such changes had occurred

more with the Interest Group fhan with the Skill Group.

1.

An oversight here was not to include questions on siblings and
how much they read. The level of literacy of the home could be
substantially altered by the amount of reading carried out by
the siblings. - :

Scale scores were:calculated as follows.. Scores made by a child . .

.-6n a11 relevant questions were added together. Then, correlations -
 between individual items and the. total scale score were worked

o out. In doing this, the scores for each item that had been asked

twice. (before the sessions and after the sessions) were added

" together, before being correlated with the total scale score,

Then, the score a child made on any one question was multiplied
by the correlation of this question with the total scale score
as well as by a factor that allowed for the number of categoriés
that the answers could fall into. (Multiplying by this factor

" meant that each item would be equally weighted in the overall
~ scale score.) The scores so weighted for all relevant questicns
were then added together to give a final score for the child on’

the‘scale. o .
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D. Further Explanation of Changes in Reading Ability and Reading Habits.

In order to explain changes in reading ability and reading habits,
and to see if such changes fitted in convincingly with the theoretical
framework outlined in the first few chapters, some additional examinations

were made:

1. of the children, to see if they fitted the portrait of the poor
reader drawn in Chapter 1.

2. of what the teachers said about the methods.

3. of how the children behaved in the two types of session,

4. of differences in activities in the two types of session, other
thén those that followed from the definitions of the two approaches.

5. of correlates of progress in reéding, irrespective of method used.

Each of the above will be elaborated upon in turn.

1. Do the Children fit the Portrait?

Interest sessions were devised with a particular type of child
in mind. The charactéristics of the selected children were examined
to see if these were congruent with the ihtended and expected ones.
A number of the measures obtaihed primarily to compare the equivalence
of the Interest Group and Skill Group were used to check on this point;

for example, measures of intelligence, social adjustment, reading habits,

g ,11teracy of. the home.

Further 1nformat1on on the samp]e was‘obta1ned from the.1ﬁ{t%a1
:fGSChOO] quest1onna1re usedgjn se]ectjon.' The fo]]ow1ng-1nformat1on was'
;'§b dbtéined: ' o o .

a. date of birth

b, family size
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c. position in family

d.  description of home background
e. | child's attitude to.school

f.  previous remedial help.

The Interest Group were also asked about their interests in a
structured interview, which I gave to each child individually before
the sessions.1 '

The primary purpose in giving the interview was to elicit
interests from the children that could later be used in sessions,
but the information so obtained would also serve to show the typical

interests of such children.

2. The Teachers' Views

As stated earlier in the chapter, the teachers were asked to
remain as neutral as possible towards the two methods, and td try
and implement both methods with an equal degree of enthusiasm. However,
a]thpugh asked to remain neutral, the teachers would almost certainly
have their own opinions about what was going on, These opinions might
be most revealing in leading to an understanding of the efects obtained
from the two methods. Because of this, a number of attempts were made
to find out about the teachers' opinions of the two methods: by means

of interviews, questionnaires, and from the session accounts. '

i fﬂ;fj;3ipurihg'@he}cbufse_of:théZieéch{ng,ir'held;éh;interieW'wifh'éach-rffi177

| , téécher{ ,Theﬁinterview_took p]éce éithek ét the ena of thé.firét.ferm-

1. The questioqnaire which formed the basis of the In i i
is priqted in Appenqix A. Interviews about intere:i:e;:d1;::;¥;§z]
been given to 24 children, 16 boys and 8 girls, ' From the first of d
these interviews, a questionnaire had been drawn up on interests0
and this wes modified in the light of the later interviews. The
final form arrived at was used with, the children in the saﬁp]e
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or at the beginning of the second term. In it, the teacher was asked
"how he felt about the two methods, and whether his views had changed

since the start of the sessions. Further information about the teachers'
views was obtained during the course of the sessions from informal contact
with the teachers and from the session accounts. Then, when the sessions
ended, each feacher filled in a questionnaire, in which he was asked

about his views on the two methods, ahd how his views had changed since
the start of the teaching.] In these ways, a comprehensive picture of

how the teachers saw the methods was built up.

3. Behavioural Differences

The efects of the two methods upon behaviour was examined, as this
might help to explain changes in ability and attitudes. As already
stated, the class teachers filled in Bristol Guides for each of the
children. After sessions had been going on for some time, sessioﬁ
 teachers also filled in these Guides. Differences in the class teachers’
and session teachers' assessments of the children's behaviour, for the
Intefest Group and the Skill Group, would be examined. Such differences
should show how the approach used was affecting the behaviour of tﬁe
children, and hence perhaps, why the approach used had the particular

- effect on reading ability and reading habits.

4, ~.Activitie5spur§uediin Ihterest<Sessionsﬂand:Ski11 Seséiohsn
.'_ The session accounts were exam1ned to see 1f 1nterest sess1ons o
and sk111 sessions d1ffered in act1v1t1es pursued, other than those ‘

which were specific to the approach For example, 'reading interest

books' should be confined to interest sessions, and 'reading through

1. The questionnaire is printed in Appendix A,
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a reading scheme' to skill sessions. However, réading itself could
occur with equal frequency in either approach, and similarly with
talking, writing and other activities,

The activities examined were: reading,browsing through books,
writing, use of'pictorial materiél, and talking, The numbef of
sessions in which each activity was mentioned for each éroup of
chf]dren was determined from the session accounts. From this
categorisation, differences in activities in interest sessions and
skill sessions became evident, This could enable the different

effects of the sessions to be understood better,

5. Correlates of Progress

In order to gain further understanding as to why some of the
children improved and some did not, exahination was made of other
correlates of improvement in reading. The following variables were
éxamined: intelligence, sex of child, social adjustment, reading

habits, and amount of reading in séssions.
Such was the design of the experiment. The usefulness of the

numerous measures obtained should become evident in the description

of the experiment given in the next few chapters,

' -000000000- T
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CHAPTER 8

A DESCRIPTION OF THE SAMPLE

A. The Population and the Sample

As stated in Chapter 7, the sample was to be drawn from all of
the fourth year junior school children in thirteen primary schools in
one borough, who had reading ages of 8% years or below on the 1asf'
school reading test given. They would then have to obtain reading ages
between 6 and 8} years on the Neale test. In addition, to obtain more
unmotivated children and to increase homogeneity, the following criteria
would be fulfilled. The children would be: o

a. from the manual classes (IIT Manual and below)
b, not ascertained educationally subnormal (ESN)
c. not said by the school to have extreme physical or
emotional problems '
d. not immigrants
e. not very irregular school attenders
f. not frequent school changers.

Questionnaires were filled in by the schools on 143 children who
had obtained reading ages of 8} years or below on the last school keading
test given.] A1l but eight of these children were giveh the Neale test.
Six children were not tested because they were away at the time of my
visits, and two children were obviously unsuitable for inclusion in the
study. (One was Ugandan, and one had been ascertained ESN). Cf the
., 135 children tested, 110 cbtained.reading 2ges of 83 years or below on ..

"‘fﬁe'Nééie teét,‘as'Wél1 as 6n‘the'$éh061 fésf;‘ ifhff'{é é%éﬁmed tﬁéfis.ﬁ': |

. 1. There were probably about five more children with reading ages of
83 years or below on the school test: two headmasters, aware of
the type of child in whom I was interested, did-not fill in
guestionnaires on all the children in the fourth year who had Tow
reading ages. - :
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the eight children who were not given the Neale test would have obtained
reading ages of 8} years or below on it,] then there were in all about
118 poor readers in the fourth year of the primary schools involved in
the ihvestigation. The schools gave information in the questionnaires
on the children's characteristics. From this information, nineteen
children who did not fulfil the criteria Tisted above were excluded
from possible selection. The reasons for excluding ehe children,'and

numbers of children so excluded, are shown in table 8.1 below.

TABLE 8.1 REASONS FOR EXCLUSION OF CHILDREN FROM THE FINAL SAMPLE
and NUMBERS OF CHILDREN EXCLUDED. ‘ ’

Reason for exclusion Number of children
Non-readers (nil score on Neale test) .4
Social class (I, II or III non-manual) 1
Severe physical disabilities B 2
Severe emotional problems 3
Ascertained ESN 2
“Immigrants 2
Very_irregular school attenders 4
Many school changes 1
TOTAL NUMBER 19
TOTAL NUMBER INCLUDED 93

Ninety-three children remained, from whom eighty were random]y
se]ected to take part in the 1nvest1gat1on Groups of four, e1ght

"for twe]ve were se1ected randomly from the tota] number of ch11dren

S aval]ab1¢ 1n‘each sehoo]..“

1. These children had obtained scores sufficiently below 8
on the school reading test, for it to be assuﬁid tha¥ tﬁe§63;31d
have obta1ned scores of 83 years or below on the Neale test.
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The first sample of 118 children is a sample from the ppulation
of fourth year children with low reading ages in the thirteen primary
schools. The features peculiar to the region in which the schools are
situated must be remembered. For example, theue are few immigrants.]
Apart from these peculiarities, this sample should be representative
of boor readers of the age-group, and therefore, from now on, it will
| be referred to as the 'representative sample', In view of the further
selection criteria, the sample of eighty children who were finally
selected to take part in the experiment is drawn from a somewhat
purified popu]ation.of poor readers. This sample will be referred to
as the 'final sample'. |

It is necessary to consider both samples, because one wants to
know how the final samp]e}arrived at differs from a representative
sample of poor readers; and also how far both samples meet the picture
of the poor reader drawn in Chapter 1.

It could be maintained that the final sample was atypical of poor
réaders, in that 6h11dren with the gravest uroblems had been selected
out, leaving a group of children that was too normal to be safely
considered representative of poor readers. However, only the most
severe cases of handicap were selected out. For example, a child was
considered to have an extreme intellectual problem only if it had been
ascertained ESN. Therefore, many children of low intellectual ability

.were: 1nc1uded in. the study Sim11ar1y, veny irregu1ar attenders were13

‘;‘T?ffexcluded from the study, but 1rregu]ar attenders were inc]uded 'In

add1t1on, deta11ed ep1dem1o1og1ca] stud1es, such as that carr1ed out
" n the Isle of Wight, reveal the high level of unnoticed mu1t1p1e

disadvantage, and it is therefore only to be expected that the children

1. Fuller details_abbut the region were given in Chapter 7.
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in the semp1e will have handicaps other than poor reading ability.
Even so, the final sample represents a purifiedApopuIation of
poor readers. Particularly important, as ascertained from later
examination, was the fact that non-readers and very irregular
attenders hed been excluded, These two groups were later found to
have more unfavourable attitudes towards school than the other
children, and so the most hosti]e children may have been left out
of the study. However, to conclude, it must be stressed that the
final sampTe remains representative of by far the majority of poor

readers.

B. The Children's Characteristics

In this bart of the chapter, the characteristics of the final

sample will be detailed. This is for three reasons: first, to
provide a composite picture of the children involved in the invest-
igation; secondly, to provide further information on variables |
re]ated to poor reading ability; and, fioally, to see how far the
children fit the picture of the unmotivated working-class poor
reader drawn in Chapter 1. This last reason is importent, because
interest sessions were devised with a particular type of child in
mind, and they may well not work with other types of children,
Information on the representative sample as wei] as the fina] sample

j“w111 be: detat]ed 1n those cases where because of" se]ect1on cr:ter1a,
hi' the f1na1 samp]e m1ght be atyp1ca1 of poor readers. For examp1e,

| one m1ght say in startled tones, "all the ch11dren in the f1na1 samp]e -
are worktng-class.. This wou1d hard]y be surpr1s1ng, as one of the |

selection criteria was that the children should be working-class.
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However, unless otherwise stated, all the information given below
refers to the final sample, |

1. The Child

‘Chronological age and reading age

At the start of the experiment, the final sample children had a
‘mean chronological age of 10 years 4} months, but é mean reading ége
on the Neale test of only 7 years 10 months (SD 5.9 mfhs). They were
therefore, on average, retarded in reading in relation to their real
age by 30} months - a considerable handicap.

Poor readers generally have been found to be on the young side
in their year-group (Lunn, 1972), and the final sample wés no exception
to this. The average age of fourth year juniors on the 1st September
of the schod-year would presumably be 10 years 6 months, unless there
Were birth peéks in the year of birth or regional variations. Yet the
median age for the final sample was 10 years 3.7 months on 1st September
1973. That the children were young in their year-group is brought out
by the fact that there were almost twice as many chiidreh aged 10 years
5 months and below, as there were aged above 10 years 5 months (52

children and 28 children respectively).

§g§'
‘éoyé‘hévé:béénﬂfoundifd Bé.méré 1fke1y.f6‘5éigoé§ ;eééééé;kﬁéﬁ  7'””
'ﬂ<gif1$, ,In'the fina1 samp1e;.there’were.fort&-threé bbyé and‘thi}ty-»
séVeh girls. Other ihVéStigatidnS have found a hiéher'praportion 6f
boys to girls among;t poor readers than this, there sometimes being
‘two or three times as many boys as girls (Rﬁtter t a1, 1970, éashdan

et al, 1971). Iq the_present investigation, an association was noticed
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betWeen level of reading ability and the sex of the child, The four
non-readers were all boys, whereas there was a preponderance oflgir1s
among those children with the higher reading ages between 8 and 8} years.
The findings from the present investigation as to relative numbers of
boys and girls may well differ from other investfgations, because there
were children with a higher level of reeding ability in the present

jnvestigation, this leading to a greater number of girls being included.

Intelligence

As stated in Chapter 1, poor readers tend to be below average in
jntelligence, but boys who are poor readers are more likely to be of
average intelligence than girls who are poor readers.

Four sub-tests of the WISC were given to seventy-seven of the
eighty children during the course of the sessions.! The WISC is
gtandardised with a mean of 100 and a standard deQiation of 15, On
'this test, the children obtained scores well below the norm: a mean
pro-rated Full Scale score of 94.5 (SD 13.6). Both Verbal and
Performance scores were low: 96,5 (SD 13.6) and 93,4 (SD 15.6)
respectively. | |

The boys obtained higher scores than the girls on all parts of
the WISC (see table 8.2). The mean Verbal score obtained by the boys
was slightly above the norm (101.8), and the Full score was only
y 511ght1y below (98. 92) In contrast,_the g1rls scores were. we11
: f be1ow the norm for examp]e, Ful] Scale score was 89 7 The boys' .

';scores were s1gn1f1cant1y h1gher than the g1r1s on the Fu]l Scale

1. I gave the UISC to each child 1nd1v1dua11y, some time dur1ng
the course of the sessions., Of the three childrén not tested,
one boy changed school and was dropped from the study, one boy

. was absent on every visit to the schoo], and the third boy

- flatly refused to take the tet ' A
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and on the Verbal Scale, but not on the Performance Scale.]
TABLE 8.2 INTELLIGENCE SCORES OF .THE FINAL SAMPLE. .

Boys (N=40) Girls (N=37)
WISC.Scale .. . ... ... .. .. Mean = SD . ... Mean . SD
Full Scale 98.92 13.13 89.67 12.48
Verbal 101.80  13.47 90.78 11,38
Performance 95.97 5.8 90.54 15,07

The data\was examined to see if the children seemed to be character-
jsed by specific intellectual deficits, that is, by particularly low
scores on either the Verbal or Performance scales, or on any of the
sub-tests., Previous research on this subject has produced conflicting
results, although the tendency, if it goes any way, is for poor readers
to do worse on verbal than on non-verbal tests (Belmont and Birch, 1966),
This makes sense, as there is obviously a close relationship between
reading and language. In the present sample, the boys unusually did
better on the vertal tests than on the performance tests, not wofse:
they obtained higher mean scores on both verbal sub-tests than on the
performancé sub-tests (see'table 8.3), and the total Verbal scale scores
obtained were significantly higher than the performance scores (t=2,16,
df-39, P<.05). In contrast the girls obtained very similar scores on

all of the sub-tests and also on the Verbal and Performance Scales.

1. These statistical results are given in Appendix D,
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TABLE 8.3 WISC SUB-TEST SCORES OF THE FINAL SAMPLE,

Boys (N=40 ; =

Sub-test Mean ) SD Mg;:ls N 32%
Verbal: .

Similarities 10.55 2.93 8.97 2.45
Vocabulary ; 9.97 1.78 8.03 1.64
Performance: | -
Block Design 9.45 2.81 8.81 2.61
Object Assembly 9.35 2.42 8.43 2.43

The main conclusions to be drawn from this study of intelligence
are that, in line with previous research, the boys in the present
investigation were of average intelligence, whereas the girls were of

below average intelligence.

Social adjustment

As stated in Chapter 1, poor readers tend to be more maladjusted
than normal children, but specific types of ma1adjustment have not been
convincingly identified with poor reading ability.

At the beginning df the first term of sessibns, the children's
class teachers were asked to fill in Stott's (1974) Bristol Social
Adjustment Guides. Bristol Guides were filled in for seventy-nihe of
the eighty children. (One boy who changed school did hot have a Guide
filled in for him). ‘A |
Stott provides norms for the overall measures of Unract and Ovract,

and for each of the five core syndromes. Separate norms are provided

for boys.and girls, each.set based on Guides filled in for about 1300
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children by class teachers. In all cases, the lower the score
obtained, the 'better adjusted' is the chi]d. Results for the
sample are displayed in table 8.4 below, along wifh some of the
normative data, so that comparisons can be the more easily made,

The girls displayed significantly more signs of under-reaction
than would be expected from the norms (x?=6.99, df=2,P<,05), This
was due to s1{ght1y higher scores on Unforthcomingness (x2=5.06,
df=1, P<,05) and markedly higher scores on Depression (x2=15;13, ‘
df=1, P<.01). The girls' scores on the other Unract core syndrome,
Withdrawal, were similar to the norms, as also were their scores
on Ovract and its two core syndromes.

The picture is quite the reverse for the boys. They obtained
perfectly normal scores on Unract, and hence on its three core
syndromes. The scores on Ovract, however, were significantly higher
thah would be expected from the norms (x2=8.42, df=2, P<,05). The
higher scores on Ovract were due not, as one might expect, to higher
scores on Hostility, but to significantly higher scores on Inconsequence
(x2=11.08, df=2, P<.01). Scores on Hostility were slightly higher than.
~ the norms, but not significantly so (x2=3.04, df=1, NS).

From the present Study, it seems that particular types of
maladjustment are associated with poor reading ability. The pattern‘
of maladjustment varies according to the sex of the child. Girls who
are poor readers are more lTikely to display under-reacting maladjustment,
whereas boys who are poor‘readers are more likely to display over-

reacting maladjustment.
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TABLE 8.4 BRISTOL GUIDE SCORES FOR THE FINAL SAMPLE, AND NORMATIVE DATA.

Boys Girls

Norms Sample (N=42) Norms Sample

Measure Scores % % » 9 (N=37)%
Unract 0-2 60 59 62 50
3-5 20 24 20 22
6 or more 20 15 18 27
Ovract 0-3 57 46 77 73
4-7 17 26 ‘ 1N 19
8 or more 26 29 13 8

~ Unforthcoming-~

ness 0-1 70 69 65 54
2-4 23 26 24 27
5 or more 7 .5 10 18
Withdrawal - 0 71 83 83 76
1 17 12 10 20
2 or more 13 4 7 5
Depression 0 , 70 69 82 68
1-2 21 24 13 27
3 or more 9 7 4 5
Hostility 0-1 79 71 85 81
2-3 - 12 14 8 1
4 or more 9. 9 7 8
Inconsequence 0-3 72 62 | 88 89
4-6 14 26 7 5
7 or more 12 12 5 5

Attitude to school

- Whilst on the subject of social adjustment, the children's attitudes
te school will be discussed. The picture drawn in Chapter 1 was of a
child either neutral or hostile towards school. This was not evident on

the social adjustment measures: neither boys nop girls scored markedly
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higher than normal on the hostility syndrome. How much, then, was it
evident in the teachers' direct ratings of the children's attitudes to
school? |

In the initial questionnaire filled in by the schools, the teacher
was asked to rate the child's attitude to school on a three-point scale:
likes very much, likes more than dislikes, and dislikes. Results for
both the final sample and the representative sample will be considered
here, as selection criteria seem to have slightly biassed findings for

the two groups. The results are given in table 8.5,

TABLE 8.5 ATTITUDE TO SCHOOL OF THE FINAL SAMPLE AND THE
REPRESENTATIVE SAMPLE.

Final Sample (N=74) Representative Sample

Rating , No. % No.

Likes very much 29 39 38 35
Likes more than dislikes 43 58 60 54
Dislikes 2 3 n 10

It can be seen that the representative sample had slightly less

favourable attitudes to school than the final sample, although the

di fference was not large. The difference arose because three out of
fhe five very irregular attenders excluded from the fiﬁa] sample were
said to dislike school, and three out of the four non-readers: that is,
by reason of exclusion on other grounds, a number of children who
disliked school had been excluded from the final sample. However, for
both the final sample and for the representative sample, over 30 per

cent of children were said to like school very much. Most of the other
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children were seen as 1iking school more than disliking it. 1In the
teachers' eyes, the majority of these children were not anti-school;
more than th1s, a substantial proportion were seen as being 1n favour
of school.

The reasons for these children disliking school were exahined.
A1l of the children said to dislike school were seen by the teachers
as having emotional problems. One wonders whether this reveals more
about the teachers and their coding systems than it does about the
children: no child could disTike school, unless there were something
wrong with him,

There are different ways of disliking school. In Chapter 1 a
picture was drawn of an alienated, hostile, poor reader, reacting
viciously against school. In seven out of the total of eleven children
who disliked school, dislike was connected with shyness, withdrawal
from schpol activities and difficulties in making friends with other
children. In only three cases was it connected with the typé of
behaviour that is commonly expected from alienated, failing children:

arguing, stealing, lying, answering back, smoking cigarettes.

2. Home Background

Social Class

‘The data was examined to see whether, as.expected, the children
in the representative sample were predominantly working-class; and
whether children from the non-manual classes had been successfully
" excluded from the final sample.

Social class was determined from the head of househiold's

occupation, in accordance with the Office of Population Censuses and
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Surveys (1970) six-fold classification. Information on occupation was
provided by the schools in questionnaires filled in about each child.
Unfortunately, social class could not be determined for twenty children
in the ﬁ'na}samp]e,1 and for fifteen more children in the representative
sample. This was due either to insufficient information being given on
the questionnaires, or to there being no working head of household, But
where there was insufficient information for precise placement into one
of the six classes, comments on the father's work and home conditions
indicated that the fathers had manual rather than non-manual jobs.

The percentages of children falling into the different social
classés for the borough as a whole,2 for the representative sample and
for the final sample are shown in table 8.6 overleaf,

Although expected, the virtually complete absence of children from
the non-manual classes from the representative sample still surprises:

4 per cent compared to an average for the borough of about 36 per cent.

Children from the non-manual social classes were meant to be
excluded from the final sample. Only one child was excluded on this
count, and it was later found that two children whose fathers had non-
manual jobs had been erroneously included in the sample. (The fathers

were a publican and a clerk.)

1. In the final sample, insufficient information was given about the
work of seven fathers. Seven fathers were unemployed, and no
information was given about their previous work. Two fathers were
economically inactive, and again no information was given about

previous work. Four children had no fathers nor substitute fathers,
and their mothers apparently did not work.

The borough average was worked out from census data on socio-economic
group (SEG). SEG was collapsed into social class, and percentages for
each social class worked cut. The collapsing was based on the pre-
dominant social class for each SEG, as given in "Social Trends" (1974)
p.97. The figures are given in Appendix D,
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TABLE 8.6 SOCIAL CLASS DISTRIBUTION IN THE BOROUGH, IN THE
REPRESENTATIVE SAMPLE AND IN THE FINAL SAMPLE..

Social Class: Borough - Representative Final
Category % Sample Sample

% %

. Non-manual 36 4 3

III Manual 44 46 52

Iv ' 15 40 38

v 5 8 7

Economic Conditions

It was apparent that the representative sample consisted over-
whelmingly of children fromyworking-c]ass homes. A move was next made
to examine the economic conditions of the children's home, It was
| pointed out in Chapter 1 that many children Tive in poverty-stricken
| and mean home conditions, and that such conditions can hardly be

conducive to good educational progress.

Employment

One good indicator of the economic condition of a particular group
js the level of unemployment. -In "Facts in Focus" (1974), the national
average of unemployment for males during 1973, as a percentage of all |
male employees, is given as 3.6 per cent. The average for the Midlands
was below the national average, at 2.9 per cent, |

The level of unemployment for the fathers of the final sample
children was much higher than the regional average. Out of the seventy-
six fathers or substitute fathers, ten were dscribed as unemp]oyed

that is, 13 per cent compared to a regional average of 2.9 per cent,
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This is a striking disparity, bearing in mind the grim economic, social
and personal implications that unemployment carries with it.

Three of the fathers (3.7 per cent)ﬁwere economically inactive
through disablement. This compares with the percentage obtained in
the General Household Survey, carried out in 1971, of 2.12 per cent of
all males between the ages of 25 and 60 being economically inactive.
The level of economic inactivity amongst the fathers is thereforelon]y

slightly higher than would be expected.

Family size

This also tends to be an indicator of the economic and social
conditions of the home. This is partly because, with the advent of
family planning, only certain sorts of people tend fo have Targe families.
Also the larger the family, the smaller each person's share of the
available resources, whether these be economic, or are viewed in terms
of parental love and attention. o |

Information on family size for the final sample is given in table

8.7 below.

TABLE 8.7 NUMBER OF SIBLINGS OF THE FINAL SAMPLE (N=75)

No.of

Siblings Frequency Percentage
0 2 3
1 14 19
2 20 27
3 9 12
4 or more 30 40

From the table, it can be seen that 40 per cent of the sample had
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four or more siblings. This compares, for example, with the 22 per
cent of good readers of a similar age, found by Morris (1966) to have
four or more siblings. The sample therefore seemed to come from 1argef

families than would be expected.

Ordinal position in family

“In a larger family, the children may lose out because there is
a smaller share of available resources for each person. This would be
1ikely to affect the younger childiren more than the older children.
~ As could be predicted from previous research (e.g. Rutter et al, 1970,
' p.120), the children in the final sample tended to be the younger
members of the family (see table 8.8). 35 per cent of the sample had
three or more older siblings, whereas only 5 per cent had a comparable

number of younger siblings.

TABLE 8.8 ORDINAL POSITION OF THE FINAL SAMPLE (N=75)

No.of older siblings younger siB]ings
S-lb']ings NO.{ % No. %

0 15 20 ~ 22 29

1 | 20 27 28 37

2 14 - 19 21 28

3 or more . 2 35 4 5

Broken homes

An estimated 10 per centof families are one-parent only (Finer
Report, Vol.1, p.21). In the final sample, ten children (8 per cent)

came from broken homes. Seven of these children were living in one-parent
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families, and three with one real parent and one substitute parent.

The incidence of one-parent families was therefore no higher than

would be expected. This finding is in agreement with previous research:
commonly, no clear-cut link has been found between broken homes and

educational attainment (Rutter et al, 1970; Davie et al, 1972).

The teacher's view of the child's home background

In the initial questionnaire filled in by the schools on each
child, the teacher was asked to describe the child’s home background.
This question was answered for thirty-one of the final sample children
only. Although only made for a minorityd the sample; these comments
may still be i1luminating. ‘

Nineteen of the thirty-one children had negative comments made
about their homes. The teachers' criticisms of the home background
included neglect of the children by the parents, disturbances due to
marriages sp]itting’up, dirtiness in the home leading to skin diseases,
and general poverty. |

In the eyes of the teachers, therefore, at least a quarter of the
eighty children in the final sémp1e had disadvantages in their‘home
backgrounds. We do not know, however, how‘many of the other children
for whom this question was nof answeredvhad such disadvantages; and
also how a control group of normal children would compare; tha£ is, how
the sample differs as a group of poor readers.per se. Néverthe1ess, a
flavour of the types of home some of the chiidren~¢ome from is given
by such descriptions as those detailed below. (Adwittedly, these

descriptions have been chosen to some extent selectively .)
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Financially poor home - children often dirty
and unkempt. Dorothy often absent to look
after sick sister or brother. Welfare officer
regular visitor.

Council housing -.poor1y furnished - not very
"clean. A1l children have suffered from skin
diseases involving prolonged absences,

Large family (seven older brothers, one older

sister) with strong tradition of delinquency.
"Several older brothers in prison at present.

This boy is the most settled of the family as

far as we can tell. Father rheumatic complaint
- not able to work.

The relevance of reading

As stated in Chapter 1, one factor that stands out clearly as
a characteristic of thepoor reader is the lack of relevance to daily
1ife that reading has for such a chi]d; Reading is unimportant in
his home and in his own life. Examination will now be made of how far
this was true of the final sample children.

Information was obtained about the literacy of the home and the
child's reading habits in a structured interview given straight after
the first Neale test. The interview was held with seventy-four of the
children, although some children were not asked every question. For
example, children not living with their natural parents were not asked
questions about parental reading habits, in case this proved disturbing.
Some questions were missed out in error, and some chi]dreﬁ could not
answer all the questions. For these reasons, results given below are
not always for all seventy-four of the children; where this is the case,

this is stated in the text.
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Literacy of the home

Few books were owned or read by the parents. Qut of 60 children,
nearly half said that their parents had no books of their own. Only
seven children said that their parents had more than twenty books.
However, most homes took newspapers or magazines. 71 of the children
said that their parents bought newspapers, either daily or weekly. These
were almost entirely non-quality newspapers, Out of 56 children, 41 said
that their parents bought magazines. | | ‘

Although most homes took newspapers, and some took magazines, the
children did not view their parents as 'readers’. Out of 66 children,

27 said that their father never read at all, and only five chiidren said
that their fathers read a lot. A similar picture was obtained of the
mothers' reading habits: out of 67 children, 33 said that theijr mothers
never read at all, and only four said that their mothers read a lot,

Most of the children were given little or no help with reading by
their parents. Where help was given, it was more Tikely to come from
the mother than from the father. Out of 70 children, 47 received no help
from their father, compared to 31 who received no help from the mother.
Three children received a lot df help from their mothers, and one child
a lot from his father. It is possible that more help was given to the

children by their parents when the children were younger,

The children's reading habits

The children did little voluntary reading. When the chi]dkeﬁ were
asked about what they did in their spare time, only 12 children mentioned
reading as an cut-of-school activity, When asked more directly whether

they read at home, 29 children said that they did not read at all and
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only two children said that they read a lot. (This was out of 72
children .) The children were also asked abcut what they had read.

at home during the last two weeks. Again, 29 children said that they
had read nothing, and only three children had read more than one book.,
26 children had never belonged to a public library, and only ten
children seemed to be active members of a library.

The children were asked whether they borrowed books from school.

41 children never did so, and only 14 borrowed books regularly or had
borrowed books recently. One wonders whether teachers could not have
encouraged more children to borrow books. Some children said that they
did not borrow books, because the books might get torn up or dirtied at‘
home by the younger children in the family, and admittedly this factor
has to be taken into account in encouraging children to borrow books.

As far as books at home were concerned, 33 of the children had five
or fewer books at home. Seven children said they had more than thirty
books. _

In contrast to their lack of concern with books, over three-
quarters of the children said that they looked at or read comics
regularly. Of course, they might simply have been looking at the
pictures rather than reading the text, but at least they were displaying
positive attitudes towards some reading material.

The girls spent more time reading than the boys. The girls
obtained significantly higher scores than the boys on the reading habits
scale (t=2.31, df=72,P<.05).1 Morris similarly found that amongst her
~group of readers, the gir1s did more reading than the boys.

To summarise results on reading habits and literacy of the home,

jt seemed that the children did Tittle voluntary reading, and that they

1. The scores for girls and boys on the reading habit scale are given
in Appendix D.
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and their parents had few books of their own. However, the homes did
not entirely lack reading material, in that comics, magazines and news-
' papers Were usually available in them. This is important as it indicates
a willingness to read, but only certain types of material.

Nevertheless, one would still want to say that the children do 1ittle
reading, and that their homes are low in literacy. There was no control
~group of normal children in the present study against which the level of

literacy of the children and their homes could be compared. However,

the final sample can be compared with good readers of a similar age
studied in Morris's (1966) survey. The comparison reveals clearly that
the good readers in Morris's study read far more and came from homes that
were much higher in literacy than the poor readers in the final sample.
For example, 87 per cent of Morris's good readers said they liked reading
a Tot, compared to 36 per cent of the final sample. Only 7 per cent came
from homes with no books, compared to nearly half in the final sample.
The other data provided by Morris gives the same picture, with all of

the good readers doing some reading at home, and 74 per cent borrowing‘
books from public libraries. Interestingly enough, the one instance
where the final sample read more was in the case of comics. Only 20

per cent of~good readers in Morris's sample read comics, whereas 82 per

cent of the final sample looked at or read comics,

The children's spare-time interests

Additional information was obtained from 39 of the 40 children in
the Interest Group about how they spent their spare time. The
information was obtained primarily to find interests which could be

used in sessicns. Hewever, it will be detailed here, as it will add to
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the composite portrait being drawn of the poor reader, and will show
more fully the small part reading plays in the children's Tives.

The information was obtained by means of a structured interview
which I held with each child individually, once allocation had been made
to the Interest Group.

The most popular pursuits were as follows:

a. watching te]eyision. A1l 39 of the children said they watched
television some nights, and 23 said they watched it every night.
Cartoons were the most popular programmes. '

b. playing outside. A1l of the children played outside in the
evenings and at weekends. 30 of the 39 children mentioned street

games that they played. Apart from street games, the children played
footba]],‘p1ayed on the swihgs, had conker battles, ran around, and
built dens and hides. Four children said they just walked around and
talked, but the remaining children specified particular activities that
they pursued. |

c. pop music. 25 of the children 1iked pop music, The girls were
more enthusiastic about pop music than the boys. The girls liked such
pop stars as‘Donny Osmond and Dévid Cassidy, whereas the boys liked pop
stars who played rather heavier music, such as The Slade and Gary Glitter.
d. football. This was a popular sport at school. 24 of the children
supported a football team.

e. 34 of the children came from homes with pets in them. There was

a surprisingly large number of pets: taking each species of animal owned
by each family as a set, at least 69 sets of pets were owned by the 34
families. Dogs were the most popular animals.,

f. 21 of the children belonged to clubs, mainly the youth sections of
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Tocal clubs that their parents attended.
' g. 8 children went to church or Sunday School fairly regularly.

Activities that could be regarded as more middle-class (for
example, stamp-collecting, learning musical instruments, ballet
dancing) were not pursued by these children, There were various
other‘miscellanegus interests. For example, three boys went fishing,
four Tiked making Airfix or Meccano models, five girls did sewing or
knitting, and three boys collected fossils from the local coal tip.

The spare-time interests were therefore much as would be expected,
 with watching television and playing out being the most popular pursuits,
closely followed by pop music and football, Less often mentioned in
the literature was the number of pets found in the children's homes,
and also the number of children (over half those questioned) who
belonged to clubs. Finally, there was virtually no mention whatsoever

by the children of reading.

3. SChoo]-re]ated Variables

Attendance

As attendance was one of the criteria involved in selection of
the final sample, attendance figures for both the final sample and the
representative sample are considered here. In the initial questionnaire
filled in by the schools, the teacher was asked to rate the child's
attendance on a five-point sCa]e ranging from very good to very
jrregular. Children who were rated as very irregular attenders were
excluded from the final sample. As one would expect, therefore, the
final sample were slightly better attenders than the representative

sample (see table 8.9). Nevertheless, with both the final and the
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representative sample, over 70 per cent of the children were rated as
good or very good attenders. For many of these children, attendance
at that point in time at any rate did not seem to be one of the

contributory factors leading to poor reading ability.

TABLE 8.9 ATTENDANCE OF THE FINAL SAMPLE AND OF THE REPRESENTATIVE

SAMPLE.
: Final Sample Representative Sample

Attendance . (N =74) (N = 110)

Rating No. % No.

Very good | 29 39 36 33
Good : 28 37 42 38
Average 10 13 13 12
Irregular 7 9 14 13
Very irregular - - : 5 4

School changes

One child who had changed school six-times had been excluded
from the sample. Fifteen children in the final sample had changéd
school once or twice, and twenty-one children in the representative

sample..

Remedial provision in the schools

The remedial provision’in the schools was examined to see what
sort of help the children were being given and if this fitted the
stereotype of skill-centred teaching drawn in Chapter 2,

First it should be noted that one-third of the eighty children
were not and had not been receiving help with reading, apart from that

~given in the normal class. It is true that the third not given extra
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help had slightly higher reading ages than the remaining children (a
mean of 8 years, SD=4.7 months, compared to a mean of 7 years 9 months,
SD=6.3 months respectively). Nevertheless, the children not given extra
help were still considerably retarded in relation to their chronological
age, and were not functionally 1iterate.

In the first interview with the headteacher, information was
obtained about remedial provision in the schools, with special reference
to the age-group taking part in the investigation.

A11 of the schools had some form of remedial provision. In eleven
of the thirteen schools, this took the form of small withdrawal groups:
children were drawn out of class two to fourwtimes'a week for tuition
in groups of six to eight, for thirty to sixty minutes at a time. In
three of the schools, the children spent some of the time (either a
morning or an afternoon of most days) in a small remedial class of about
twenty children. Full-time remedial segregation was not practised in any
of the s;hoo]s.

There were only two full-time trained remedial teachers at work
in the schools. In five schools, part-time teachers (probably married
women returning to work) were used, In three schools, tuition was given
by ancillary untrained assistants. 1In two schools, tuition was given
by class teachers in their free time,

As far as methods in the withdrawal groups were concerned,‘onTy
an impressionistic piece-meal picture was obtained, but this was still
quite fevealing. Lessons held by one teacher with withdrawal groups
were described as formal. The children sat and read in turn from the
‘Beacon' reading scheme, and learnt phonic rules. In the last year at
school, they also usually spent some time reading normal children's

books, such as "Emil and the Detectives". One school used *Racing to Read"
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and had invested quite a sum of money in a special tape-recorder and
tapes that went with the scheme. This scheme seems totally unsuitable
for the children with whom it was being used - tough, 10-year-old,
working-class boys. It includes such lines as: "Mary has a big cat,
The cat is Tébby. I like Mary's cat. I 1ike Tabby and she likes me".
(Racing to Read, Bk.5,p.5). An idyllic world, where everyone likes
everyone else, and there is no anger, hate or disgust.

In three schoois, more diverse procedures were followed. In one
school, the BBC 'Look and Read' programme was first watched, and fhen
a thirty-minute lesson was spent on a follow-up to the programme. 1In
~the two schools with full-time trained remedial teachers, the teaching
was quite varied. In one of these schools, a range of books suitable
for older primary school children were available: 'Rescue Reading',
'pata' and the 'Pirate' series. In the other school, use was made of
a number of the traditional reading schemes ('Happy Venture', 'Wide
Range', 'Adventures in Reading') as well as of such series as 'Nippers'
and 'Macdonald Starters'. Each child had a chart consisting of reading
age levels, with books from the different series at each level. As the
child read through a number of.books at one level, these were ticked off,
When he had read enough books at one level, he moved onto the next level.
Reading games were used, as well as 'word wheels, word slides, jigsaws
and telephone directories'., It is startling that only a few of the
thirteen schools seemed to have a suitable range of easy reading materials
for older primary school children, whereas all these schools had older
primary school children who were failing in reading.

Further information on the material used with the chf]dren was

obtained by asking the child in the initial structured interview about
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the }eading book he was using at that time. Most of the children could
either name their current reading book or describe the story. On the

| whole, the children were using boocks from reading schemes rather than

free reading. The most commonly used reading scheme was 'Wide Range':

31 children were reading books from this scheme. 12 children weré reading‘
from the 'Pirate' series, and five from the 'Ladybird’ series, (A1l the
children reading from the 'Ladybird' series had reading ages of seven or
less). Ten children were reading books from other reading schemes. Only
ten children described books that sounded 1ike simple reading books rather

than from reading schemes.

Causes of poor reading ability

Finally, it seemed of interest to examine why the teachers thought
the children were failing in reading: whether the causes in their eyes
were the same as those detailed in Chapter 1.

In the initial school questionnaire, the head or class teacher was
asked: "What do you think are the main causes of this child's poor reading
ability?f The question was answered for fory~seven children, More than
one reason was given for some children. |

The main reasons given by the teachers for the children's failure
in reading were home background (especially lack of books), Tow
intelligence, lack of motivation and emotional problems, The pre-
eminence of literacy of the home and also lack of interest amongst the
reasons for failure should be noted. It should also be pointed out that
not once was the blame for the child's reading difficuities laid on poor
schooling or inferior teachers,

To conclude, a summarising description will be given of the sample.
This will show the characteristics that poor readers are Tikely to have.

Consideration will also be given to how far the children fit the stereo-

1. More information is given in Appendix E,
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type of the poor reader, as drawn in Chapter 1,

There were more boys than girls in the sample. The boys were of
average intelligence, whereas the girls were of below average intelli-
gence. Along with the different intelligence levels of boys and girls,
there was a different pattern of maladjustment for boys and girls, With
social adjustment, the boys displayed more over-reacting behaviour than
would be expected, this being due to more inconsequentia] behaviour
rather than to more hostile behaviour. The girls, in contrast, displayed
an undue amount of under-reacting behaviour, in particular of unforth-
comingness and depression,

It is clear that the boys and girls in the sample were rather
“different animals from each other. A classic picture emerged, of normal
boys, extrovert and lively, failing to learn to read, presumably in
part through lack of concentratioh and interest; and rather duller girls,
shy and withdrawn, also failing to learn to read, presumably handicapped
by dullness as well as bv all the other disadvantageous fa&tors.

Examination was made of whether the children seemed to be alienated
from school. The children did not obtain unduly high scores on the
hostility syndrome of the Bristol Guides; they were seen by the teachers
as being mostly neutral to or positively Tiking school; and their
attendance at school was on the whole good.

A clear pattern of disadvantage in home background émerged. The
children were overwhelmingly from the manual classes. There was a far
higher percentage of unemployment amongst fathers than would be expected
from regional averages. Families were large, and the children tended to
be younger members of the family. Reading seemed irrelevant to the
children's lives. There were newspapers, Magazines and comics in the

home, but few books belonging to either parents or children, and generally
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not much time was spent reading.

This description of the sample leads into a consideration of
whether or not the children fitted the portrait of the poor reader
drawn in Chapter 1. The alienation of the children from schoo] was
not as evident as one would have assumed it would be, However, the
expected type of home background was found and, most important, the
irrelevance of reading to the children's daily lives stood out clearly,
The final sample had other problems (emotional, intellectual), but thesé
did not seem to be severely incapacitating. The children by and large
fitted the portrait originally drawn, and were, therefore, suitable

candidates for interest sessions.

-000000000~
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CHAPTER 9
THE VALIDITY OF THE RESULTS

There were a number of ways in which results 6btained from the
experiment might be rendered invalid.
A. Reading ability and/or reading habits might be measured
inaccurately.
B. Methods could be implemented incorrectly.
C. The two groups of children might not be well-matched. For example,
one group might have a higher level of intelligence than the other
~group. o
As outlined in Chapter 7, various checks were made to see if results
were being distorted in any of the above ways. In this chapter, results
from these checks are detailed. We begin with whether or not reading

ability and reading habits were measured correctly.

Measurement of Reading Ability and Attitude to Reading

Whatever else happened in the experiment, it was obviously important
to ensure that the key variables, reading ability and attitude to reading,

were measured as accurately as possible.

1. Reading Ability

The reading test used was the Neale Analysis of Reading Ability.
Information given by Neale in the Manual indicates that this test has
~good reliability and validity. Nevertheiess,~two checks were made to
see if réading ability and more importantly, changes in reading ability
had been assessed accurately: a check on practice effects and a check

on experimenter bias.
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Practice effects

As a check on practice effects (see Chapter 7), two forms of the
Neale test were given at the end of the sessions. The child‘had read
one of these forms previously, at the start of the sessions, but, as
far as was known, he had never seen the other form before. So thaf
differences in difficulty of forms could not disguise or exaggeraté
practice effects, a balanced design was used, with different children

1

being given different forms.” Mean scores obtained on the two forms

~given at the end of the sessions are shown in table 9.1 below.

TABLE 9.1 PRACTICE EFFECTS: READING AGES ON A REPEATED AND A NEW FORM
OF THE NEALE TEST.

Reading age (accuracy) N =77
(in months)

Mean SD
Repeated form ‘ 98.9 | 6.6
New form 98.6 6.1

—

The scores obtained on the two forms were very similar, thus giving no
jndication at alldf practice effects.
With this point settled, the effects of experimenter bias were next

examined.

Experimenter bias

As a check on experimenter bias, results from a group réading test
(Schonell Silent Reading Test A) were compared with results from the

jndividual test, on the assumption that a group reading test would be less

biassed by the experimenter than an individual test;]

1. More details are given in Chapter 7 and Appendix B.
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‘ 4§ children took the group test. It was administered to children
if sufficient time was available after all the individual tests had been
given at the end of the sessions. The children took the test in groups
of about four or eight, depending on the number of children involved in
the investigation who were in school at the time of testing. Mean scores

obtained by the Interest Group and Skill Group were compared (see table

9.2).

TABLE 9.2 EYPERIMENTER BIAS: READING AGES OF THE INTEREST GROUP AND THE
""" SKILL GROUP ON A GROUP AND ON AN INDIVIDUAL TEST.

Interest Group Skill  Group

No. Mean SD No. Mean SD
(in mths) (in mths)
Schonell Silent Reading _
Test A (Group) 24 102.0 8.67 24 105.7 15,33
Neale Test (Accuracy)
(Individual) 24 99.1 5.49 23 101.4 6.76

On both the individual and the group test, the Skill Group cobtained
a higher mean score than the Interest Group. Because the two groups’
scores differ in the same way on both tests, experimehter bias does not

seem to have affected results.

Conclusions on measurement of reading ability

Given the absence of practice effects and of experimenter bias, then

the difference in the reading ages obtained at the start and at the finish

of the sessions on the same form of the Neale test should show the progress

that has been made. As explained in Chapter 7, the accuracy measure of the

Neale test, rather than the comprehension measure, was taken as the



- 165 =

criterion of improvement in reading ability.- (The comprehension measure
seems to be more a test of intelligence and of memory than of reading

ability. Results on this measure have been confined to Appendix D'.)

2. Attitude to Reading

Attitude to reading was measured indirectly by measurement of
reading habits, as described in Chapter 7. As a reminder for fhe reader,
the interview on reading habits included questions on the amount the child
had read at home recently, whether he borrowed books from school, and
whether he belonged to a Tocal library. Reading habit scores were
calculated from the answers to these questions. The interview was given
at the beginning and end of the sessions, so that changes in reading
habits could be ascertained.

Checks were made on the initial assumption that asking a child how
much he read would be a better way to measure attitude to reading than
asking a child whether or not he liked reading. Questions on liking for
reading were asked in the initial 'reading habits' interview held with

- the child, scale scores were derived, and then correlations between the
different scales were examined. This enabled inter-relationships between
the scales to be studied, and, from this, an assessment could be made of
the factors being tapped by the different scales. The correlations

 petween various scale scores, as obtained at the start of the sessions,

are shown in table 9.3.
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TABLE 9.3 CORRELATIONS WITH READING HABITS AND LIKING FOR READING

(N =74). -
Pearson's Significance
-ro level
Reading Habits with Literacy of the home .33 .002
Reading Habits with Initial Reading Age
(Accuracy) .24 .01
Reading Habits with Liking for Reading .09 NS
Liking for Reading with Literacy of the '
Home \ t -.08 , NS
Liking for Reading with Initial Reading
Age (Accuracy) .01 NS

From the table, it can be seen that Reading Habits correlates
significantly with Litéracy of the Home but not with Liking for Reading,
Reading Habits also correlates significantly with reading ability. Liking
for Reading does not correlate significantly either with Literacy of the
Home or with reading ability. The child's expressed 1iking for reading
does not therefore seem to tie in with any other variables. This could
be a case of inaccuracy in self-reporting. The child says he likes
reading in the same way that someone might say, "yes, I love skiing",
only then to reveal that he has been skiing once, ten years ago, for four
days. As a contrast, Reading Habits does tie in with other variables,
and therefore seems to be a measure worth taking. The initial assumption
seems justified. That is, it seems that attitude to reading can best be
measured by asking the child how mich he reads, rather than by asking him

whether or not he likes reading.
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B. Implementation of the Two Methods

First, a brief description will be given of the way the sessions
were organised and of the activities followed in the sessions. Then,
an examination will be made of whether or not the methods were put into
practice as intended.

The teachers saw the children twice a week, for an hour at a time,
from October 1973 to March 1974. A meeting was held with the teachers
before the first session, in which I explained the purpose of the |
experiment and what they, the teachers, would be required to do. In
this meeting, the teachers were given several pages of instructions
written by myse]f],and a general discussion about the experiment took
place. Formal meetings were held with the teachers once a week during
the course of the two terms. The meetinés' main purpose was as seminars
on the psychology of reading, but they a]so provided the oppdrtunity to
discuss how the teaching was going, and to deal with any difficulties.
Apart from these formal meetings, I had continuous informal contact with
the teachers. They were always we]come to come and see me about any
problems they had with the sessions. In aedition, as stated in Chapter
7, individual interviews were held with each teacher sometime during the
.course of the two terms.

The university at which the teachers were based does not have a
1ibrary of children's books, and therefore a collection of books for
usé4in the sessions had to be built up. About’300 books were borrowed
from 10ca1 libraries, and about another 200 were bought. A number of

books were donated by pubh’shers.2 The teachers were also allowed to

1. These instructions are printed 1"‘Appendix A.
2. A list of these publishers is given in Appendix E.
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buy extra materials, if necessary. The books were placed in the

teachers’ common-room, so that suitable material would be readily

available.

The children attended an average of 21 sessions. This ranged

from one child who attended only 12 out of a possible 24 sessions,

to one child who attended all out of a possible 26 sessions. 43

children attended all of the sessions, or all but one of the sessions.

14 children were absent for more than three sessions,

Interest sessions

The following activities were the main ones pursued during interest

sessions.

Mrs. Beetonlz

Mrs. Burns:

Mrs. Field:

Mrs. Lowry:

Mrs. Walton:

Group work on cooking. This group choose cooking as
its 'interest approach to reading', and during the
two terms cooked the following: coconut ice, banana
milk shake, raspberry buns, peppermint creams, jam
tarts, chocolate hedgehogs, scones, pink mice and
Chocolate crunchies. '

Individual reading on a variety of topics. Visits to
a local library, museum and fire station, and
subsequent work on fire and fire prevention.

Individual work on farming, fodtbal], shops, painting
and holidays.

Individual work on a variety of topics. Group work on
Tutankhamen and on the environment,

Individual work on animals, outer space, soldiers,
football, sewing and nursing. Group work on fish and
on an aquarium.

1. All the teachers' names are pseudonyns.
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Mr.

Mr.
Mr.

Mr.

Skill Sessions

Bailey:

Copeland:

Shaw:

Wayne:

Williams:

the following.

Mrs.
Mrs.
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Group work on science experiments, on photography
and on making a book about the neighbourhood.

. Individual work on cars and on cowboys.

Group work, making a book about the neighbourhood
‘Read about where we live'. Also group work on
music, including making 'paper symphonies',

Group work on drama.

‘Individual work on animals, pop stars and nursing.

Group work on the neighbourhood, pop shows, and on
a Wild West theme. The Wild West theme involved
making covered wagons and a totem pole.

Individual work on a variety of topics. Group work
with a guitar and making kites.

Reading series and other material used by the teachers included

Beeton:
Burns:

Mrs. Field:

Mrs.

Lowry:

Mrs. Walton:

Mr. Bailey:
Mr. Copeland:

Mr.
Mr.

Mr. Williams:

Shaw:
Wayne:

the 'Pirate’ series,

Royal Road Readers and the 'Pirate' series.

'Nippers'.

the 'Pirate’ series.

the 'Pirate’ series.

'Ladybird Key Words' and Royal Road Readers.

oxford Colour Story Books and the 'Pirate' series.

Science Research Associates (SRA) Reading Laboratory IC.
Royal Road Readers and material from the Remedial Supply
Company. ) '
Racing to Read, Sounds and Words, New Interest and SRA
Reading Laboratory IIA. '

As stated in Chapter 4, any reading scheme could be USed, provided

it had a gradually increasing level of difficulty. The teachers could

also use more than one scheme,if necessary, to keep the children
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interested and to ensure that sufficient practice was obtained at any
one level of difficulty. As can be seen from the above 1ist, this
meant there was some diversity in the schemes used by the various
teachers. The 'Pirate' series was the most popular of the schemes,
being used for all or part of the time by five teachers.

Sample session accounts, for bpth interest sessions and skill

sessions, are printed in Appendix C.

Correct and incorrect implementation

There was some difficulty in ensuring that the teachers
implemented the two methods correctly. This difficulty arose partly
because teachers very much have minds of their own. The classroom is
their castle. Within it they are kings, and they dislike being told
what to do in their kingdoms, especially by academics rather than by
fellow teachers. Thus, some of the teachers had their own views as to
what it would be best to do in sessions. For example, some of the
teachers insisted that ideally they would have wanted to mix the two
approaches rather than keeping the approachés separate. These teachers
seemed to find it difficult to understand that, because in practice
there is usually an emphasis upon either skills or interest, it could
be useful to know which approach is likely to be the more effective.

In spite of these problems, on the whole instructions were followed.
and the teachers seemed to try as hard as they could to help the children
in line with the prescribed approach. .

After it had been determined that the teachers had at least tried
to implement the two approaches correctly, categorisation of session

accounts was made to see whether or not the teachers had succeeded in
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the aim, that is, whether or not sessions had been conducted in Tine

with the operational definitions of the methods given in Chapter 4

As this is an important topic, a brief recapitulation of the definitions

will be given here.

~Activities appropriate to interest sessions include any way in

which reading is related to the children's interests. More specifically
]

this could include:

use of simple reading books, picture books, comics, magazines,
pop records. '
story-reading.

bringing and borrowing reading material.

writing on interests,

outside visits.

‘Activities appropriate to skill sessions include anything focussing

on the skill of reading and, more épecifical]y:

1. tﬁe use of one or more reading series.

2. phonic work,

3. written work to consolidate reading skills,
4, keading games.,

5. use of workbooks and workcards.‘

For each type of session, some deviation from appropriate activities

would be expected. Each session account provided by the teachers was

" examined. If the majority of the time in that session seemed to have

been spent on appropriate activities, such as those 1isted above, then

the session was regarded as fulfilling the operational definition of the

method. The percentage of sessions fulfilling the operational definition

for each teacher was calculated.
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Complete session accounts were provided by eight teachers. One
teacher did not hand in session accounts for the last four sessions.
Another teacher, Mr. Shaw, only handed in session accounts for the first
half of the teaching, but in talks with him he made it clear that he had
followed the same procedures in the remaining half of the teaching.

The results obtained from the classification are given in table
9.4 below. The percentage and number of sessions consisting predominantly

of appropriate activities are shown for each teacher.

TABLE 9.4 PERCENTAGE AND NUMBER OF SESSIONS CONSISTING PREDOMINANTLY
OF ACTIVITIES APPROPRIATE TO THE INTENDED APPROACH.]

Interest sessions Skill sessions
Total Total
Teacher's no.of no.of
name % No. sessions % No. sessions
Mrs. Beeton 91 21 23 78 18 23
Mrs. Burns 91 21 23 86 18 21
Mrs. Field 100 21 21 83 19 23
Mrs. Lowry 96 24 25 88 22 ‘ 25
Mrs. Walton - 92 23 25 78 21 27
Mr. Bailey 100 22 22 91 20 22
Mr. Copeland 76 19 25 B4*x 14 26
Mr. Shaw 27* 3 1 85 1 13
Mr. Wayne - 96 22 23 96 22 23
Mr. Williams . - 15 18 24 79 19 24

1. These figures are based not on the number of sessions actually held,
but on the number of session accounts given in by the teachers.

*  Less than two-thirds of the sessions consisted of appropriate
activities.

A11 of the teachers gave three-quarters or more of sessions along
the lines of the relevant approach, except for Mr. Shaw in interest

sessions and Mr. Copeland in skill sessions. Under a third of Mr. Shaw's
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jnterest sessions consisted of relating reading to interests. Most of
the sessions were spent on drama work. This may have been much enjoyed
by the children concerned, but very 1ittle attempt was made to connect
the drama with reading and writing. For example, Mr. Shaw described

part of two of his sessions in the following way:

Session No.3. Talking about words and qualities
of meaning. Effort as feeling and words., Heavy.
Light. Push, Pull. First, individual movement
quality. Then incorporated into short play. Very
good effort by Christopher.

Session No.12. Using musical instruments.
Examined sounds and how they affect us. Shock,
Soothing, Marching, Slowing, Quickening etc.

Carried on with street scene and much more
language came out. Played a game with Basic Mime.

Only just over half of Mr. Copeland's skill sessions involved a
focus on reading skills. A number of sessions were spent counselling

the children and taking them for walks.

Session No.3. Decided to chat with the
group....

Session No.7. Good weather today - decided
to take them out of school. They chatted away
“as we walked round school, church and shops...

We got back to school - did ten minutes' reading
from Oxford Colour Books.

Results for the four children with whom Mr. Shaw held interest sessions,
and for the four children with whom Mr. Copeland held skill sessions were
therefore excluded from those analyses in which a direct comparison was

made of the effectiveness of interest sessions and skill sessions.
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C. Comparability of the Two Groups

As pointed out in Chapter 7, if a valid comparison of teaching
methods is to be made, the groups in the experiment should be as
similar as possible in all respects other than the teaching method
used with each group. If the groups are not similar, allowance must
be made in the analysis of the data for the differences.

In the initial selection of children and assignment to groups ,
chronological age was held constant, and the two groups were matched
for sex and initial reading age. As methods were assigned randomly,
fhe groups should have beensimilar in other characteristics. However,
the sample that remained at the end of the sessions was not precisely
the same as that with which the sessions began. As already explained,
eight children were excluded, because methods had not been properly
jmplemented with them. In addition, final results were not obtained
for two other children, one of whom changed school in the course of
the study, and one of whom broke her leg and was not at school at the
time of the final tests. One of these children was from the Interest

1 This very conveniently

Group, and the other was from the Skill Group.
left an equal number of children in the Interest and Skill Group - 35
in each group. ’

Data for the 35 children left in each group was examined, to see
if the Interest Group and Skill Group in their final form differed
mainly in the teaching methods used wfth each group. Information about
the two groups is giveh in table 9.5. overleaf.

There were 18 boys and 18 girls in the Skill Group, and 19 boys

and 17 girls in the Interest Group. Mean initial reading ages for the

two groups were similar. Mean intelligence scores were slightly higher

1; Information on the ten children is given in Appendix D.
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for the Skill Group, but the differences were not significant.
(t=1.22, df=67, NS, for the Full WISC).| There were also no
significant differences on the Bristol Guide Unract measure (Mann-
Whitney U=496, Z=1.36, NS), and on the Ovract measure (U=554, Z=0.69,
NS).2 The Interest Group and Skill Group therefore seemed to be
similar to each other in all important respects other than the one

under examination - teaching method.

TABLE 9.5 INITIAL READING AGES, WISC SCORES AND BRISTOL GUIDE SCORES
FOR THE INTEREST AND THE SKILL GROUPS.

Interest Group Skill Group
Variable N Mean SD N Mean SD
Initial reading
age: ,
Accuracy 35 7yrs 10.6mths 4.96mths 35 7yrs 10.2mths 6,47 mths
Comprehension 35 7yrs 9.7mths  7.23mths 34 7yrs 9.9mths 8.91 mths
" Full WISC 34 92,21 | 15.94 35 96.26 11.24
verbal WISC 34 94.9 14,03 35 97.43 14,29
performance WISC 34 90.88 18.37 35 95.67 . 12.69
Unract 35 3.83 - 4,15 3B 2.37 2,77
Ovract 35 4,26 - 5.30 35 4.26 6.04

'To conclude, the various checks that had been made had provided useful
jnformation. On the one hand, they gave the assurance that reading ability
and reading ﬁébits had been validly measured; also the assurance that the
Iﬁterest Group and Skill Group werevsimilar, except for the methods used in
sessions. Onvthe other hand, they enabled two grdups with whom approaches
had not been correctly implemented to be excluded, and thus for it to be the
more certain that the methods being compared were the intended ones.

=00000C000~

1. T-test results for the Verbal and Performance WISC scores are given
in Appendix D.

2. The non-parametric Mann-Whitney U test was used here, as the Bristol
Guide measures were, as would be expected, severely skewed.
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CHAPTER 10
RESULTS:- THE SHORT-TERM EFFECTS OF THE SESSIONS

Results will be dealt with in terms of the hypotheses‘set out in
Chapter 6. The hypotheses will be discussed in the order that is most
logical, in view of the results obtained, rather than as they were set

out in Chapter 6.

Hzgothesis,

1. In the short-term, children who attend interest sessions will

jmprove reading ability more than children who attend skill sessions.
- The improvement in reading ability of the Interest Group and the

Skill Group over the course of the sessions is shown in table 10.1.

TABLE 10.1 IMPROVEMENT IN READING ABILITY DURING THE SESSIONS OF THE
INTEREST GROUP AND THE SKILL GROUP.

Improvement

No. - Mean SD
(in mths)
Interest Group 35 ' 4,17 2.96
skill Group , 35 5.71 3.61

The Interest Group made less, not more, progress than the Skill Group:
a mean of 4.17 months of reading age compared to the 5.71 months made by
the Skill Group. The difference was significant at the 0.054 Tevel
(t=1.96, df=68, P<.054).

It can be concluded that the expected results were not obtained:
that children who attended interest sessions did not improve reading

ability more than the children who attended skill sessions. What is less



- 177 -

clear is whether the reverse is true: whether the children in skil
sessions improved significantly more than the children in interest
sessions. The different progress made by the two groups may be
regarded as statistically significant, but trivial in real terms,

It is true that the Skill Group made an average of 1.54 months' more
progress than the Interest Group, and that this represents about a
third of the progress made by the children as a whole - a substantial
proportion. Also, over a Tonger period of time, one might expect the
difference between the two approaches to be greater and to show up
more clearly. On the other hand, 1.54 months® d1fference in progress
could be regarded as é,small difference. Of greater importance, there
was a great deal of variation in the progress made by the children in

each group, as is indicated by the size of the standard deviations.

Intelligence

2. Children of average or below average intelligence in interest
sessions compared with similar children in skill sessions,

3. Children of above average intelligence in interest sessjions

compared with similar children in skill sessions.

' The relationship between teaching method and improvement becomes

far more clear-cut and interesting if intelligence is taken into account,
Verbal WISC scores were used as the measure of intelligence, rather than
Performance scores. This was because read1ng and language are so closely
re]ated that verbal intelligence is more Tikely to be important in
re]ation to reading progress than non-verbal intelligence. (This was
borne out later, when it was found that Verbal WIsc scores correlated

significantly with progess, whereas Performance WISC scores did not .)



- 178 -

An intelligence quotient (IQ) of 100 was taken as the dividing line,
The choice of 100 was determined by this Qeing the mean score that
should be obtained by a group of normal children. The children were
divided into a higher intelligence group, obtaining IQs of above 100,
and a Tower intelligence group, obtaining IQs of 100 or below, Mean

improvement scores for the groups are given in table 10.2 below.

TABLE 10.2 IMPROVEMENT OF CHILDREN OF DIFFERENT LEVELS OF VERBAL
INTELLIGENCE.

Verbal IQ more than 100 Verbal IQ 100 or less

No. Mean SD No.  Mean SD

(in mths) (in mths)
Interest Group 13 6.31 2.60 22 2.91 3.56
Skill Group 15 6.47 2.7 20 5.15 3.04

The children of higher verbal intelligence improved by about the
same amount, whichever approach was used: the Skill Group made 6.47
months' progress and the Interest Group made 6.31 months' progress. In
contrast, the children of lower verbal intelligence ﬁmproved signfficantly
more with skill sessions than with interest sessions (t=2,19, df=40,
p<,05).] The Skill Group made 5.15 months' progress, whereas the Interest

Group made only 2.91 months' progress.2

1.. T-tests were used in these analyses of results, rather than analyses
of variance, because I was interested in how different types of
children fared with the two methods (e.g. less intelligent children
in interest sessions and skill sessions) rather than with whether
overall group interactions (e.g. intelligence by method) were
significant.

2. Checks were made to see if the difference in progress of the less
intelligent children in the two groups could be due to factors other
than teaching method. The verbal intelligence scores and reading
habit scores of the two groups of less intelTigent children did not
differ significantly. (Results are given in Appendix D), Thus,
othe¥ factors did not seem to be the cause of the difference in
results.
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Thus, the more intelligent children did not benefit more from
interest sessions than from skill sessions. The null hypothesis
(of no difference between the groups taught by the two different
methods) was accepted. The less intelligent children, however,
benefited significantly more from skill sessions than from interest
sessions. The null hypothesis was therefcre rejected.

Therefore, more intelligent children seem to’be able to pick
up reading skills, whether an ihterest-centred or a skill-centred
approach is used. In contrast, less intelligent children seem in

need of the greater structure and direction that is obtained in

skill sessions.

4, Girls in 1ntérest sessions compared with girls in skill sessions.
5. Boys in interest sessions compared with boys in skill sessions.
Mean progress scores fok boys and girls are given in table 10.3.‘
Both boys and girls in the Ski11 Group improved more on average thén‘
boys and girls in the Interest Group. However, the differences were
not significant for either sex (t=1.64, df=32, NS, for the girls, and
t=1.13, df=34, NS, for the boys). It is to some extent understandable,
a§ outlined in Chapter 6, if girls do as well in skill sessions as in
interest sessions. However, it was more surprising to fihd that the
boys did not improve to a greater extent with interest sessions than

with skill sessions. In both cases, the null hypotheses were accepted.
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~ Social adjustment

6. Quiet, shy children in interest sessions compared with similar
children in skill sessions.

7. Aggressive, troublesome children in interest sessions compared
with similar children in skill sessions.

The Unract measure of the Bristol Guides was taken as the measure
of quietness and shyness. Under-reacting children were taken to be
those children who scored 3 or more on the class teacher's assessment
of Unract. The Ovréct measure of the Bristol Guides was taken as the
measure of aggressive and troublesome behaviour., Over-reacting children
were taken to be those children who scored four or more on the class
teacher's assessment of Ovract. Mean scores for the éroups of children
are given in table 10.3.

Both under-reacting children and over-reacting children improved
more with skii] sessions than with interest sessions, but the difference
between groups was not significant. In both cases, therefore, the nul}
hypétheses were accepted. (See table 10.3 overleaf)

8. Attitude to reading. The hypothesis concerning attitudes will be
stated in full, as it was one of the four main hypotheses:

In the short-term, children who aﬁtend interest sessions will
improve attitudes to reading more than children who attend skill sessions,
Interest sessions were meant to improve the child's reading abi]ity by
alfering his attitude to reading, whereas it seemed unlikely that skill

1

sessions would affect attitudes.' Attitudes were measured through

measurement of reading habits. (Details about this were given in

Chapters 7 and 9.) The mean scores obtained by the Interest Group and

1. The knowledge that good progress was being made mi
attitudes, and in this case, as children Shg attggggg ::f?%tsessions
made good progress, then attitudes could pe expected to change, On
the other hand, previous experimental studies had not shown that
good progress led to such attjtude change,
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the Skill Group on the reading habit scale are shown in table 10.4,

TABLE 10.3 PROGRESS IN READING OF VARIOUS SUB-GROUPS

Interest Group skill Group

Sub- No. Mean SD No. Mean SD
group (in mths) (in mths)
Sex of child: - ‘

Boys 18  4.55 3.78 18 5.83 2,97

Girls 17 3.76 3.46 17 5.59 3,01
High & Low Ovract

Scores:

4 or more 13 4.00 2,81 15 5,20 3.02

less than 4 22 4.27 4.03 20 6,10  2.91
High & Low Unract

Scores: .

3 or more . 16 4.75 3.60 13  6.69 2,81

less than 3 19 3.68 3.62 22 5,14 2.91

TABLE 10.4 READING HABIT SCORES OBTAINED BY THE INTEREST GROUP AND THE
- SKILL GROUP BEFORE AND AFTER THE SESSIONS. .

‘Interest Group Skill Group
No. Mean SD No. Mean SD
Before sessions 35 22.7 3.8 32 24,7 5.6
- After sessions 35 22,9 5.0 34 26,0 6.5

From table 10.4 it can be seen that the Interest Group was reading
almost precisely the same amount at the end of the sessions as at the
beginning. The group obtained a mean scale score of 22.9 at the end of

the sessions, compared to a very similar one of 22.7 at the beginning.



- 182 -

" Clearly, interest sessions had not had the desired effect of improving
the chiidren's attitudes to reading. |

As had been expected, the Skill Group's attitudes to reading also
did not alter significantly: the mean score for reading habits improved
slightly from the beginning to the end of the sessions (from 24.7 to
26.0), but the difference was not significant (t=.,22, df=29,NS). Thus,
in contrast to what was expected, the Skill Group's attitudes had altered
more than the Interest Group's. However, the difference in improvement
between the two groups was not signifiéant (t=0.15, df=62, NS). The
null hypothesis (of no difference in improvement between the two groups)
was therefore accepted.

To conclude, children who attended interest sessions did not improve:
reading ability more than children who attended skill sessions. If any-
thing, the contrary was the case: childfen who attended skill sessions,
rather than interest sessions, improved reading abilify the more. How-
ever, the greater improvement h reading ability found with skill sessions
only seemed to be of significance, both statistically and in real terms,
when intelligence was taken into account. Then it became clear that more
jntelligent children did equally well whichever approach was used, whereas
less intelligent children benefited more from skill sessions. It could be
argued that this would not have mattered greatly if, as expected, the
Interest Group had improved attitudes to reading more than the Skill Group.
However, both types of session proved to be equally ineffectual in

changing attitudes to reading.

~000000000~-



- 183 -

CHAPTER 11
EXPLANATIONS OF THE SHORT-TERM RESULTS

~The theoretical framework and pilot studies outlined in the first
five chapters had all led to the conclusion that children who attehded
interest sessions would improve reading ability and attitudes to reading
more than children who attended skill sessions. Why, then, did the children
atténding interest sessions not improve more than the children in skill
cessions? Furthermore, why did the majority of children in skill sessions
(the children of average or below average intelligence) improve their
reading ability significantly more than the children who attended interest
sessions?

In an attempt to explain these resg]ts, a number of variables were

considered:
A. Factors that correlate with reading progress, other than teaching
method. Knowing which other factors are associated with progress could
lead to increased understanding of the results.
B. Differences in session activities other than those that follow from
the definiticn of the two approaches.
c. Differences in the behaviour of the Interest Group and the Skill
Group.
D. What the teachers have to say about the two methods: how they, the

practitioners, view the two approaches.
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A. Variables associated with Progress in Reading

The data was examined to see which variables other than teaching

method were associated with progress in reading.]

Knowledge of the
variables so associated could lead to better understanding of the short-
term effects of the sessions. A number of the associations are summarised
in tables 11.1, 11,2 and 11,3, Significant and non-significant correlations
are given in tables 11.1 and 11.2 and mean scores for various groups of
children in table 11.3. Comments will be made on different points of
interest.

tany factors were found to bear no relationship to échievement.
Thus, in spite of the‘Oft'qUOted importance of the teacher in determining
progress, there were no significant differences between groups of children
taught by different teachers. Similarly, there was no significant difference
in the progress made by poof and good session attenders. This was unexpected, .
és children who attend well would seem likely to make more progress than
those who do not attend well, |

Verbal intelligence correlated significantly with progress, but
performance scores did not. Thus, the close relationship between
Janguage and reading ability is pointed fo by the fact that the significant
correlations with reading progress were with the verbal components of
jntelligence rather than the non-verbal. Smith (1971) argues for the:
jmportance of language in learning to read, whereas other researchers (e.g.
Tansley, 1972) discuss the importance of non-verbal skills and from this
argument move on to the necessity of teaching the children ski]Ts of‘

perceptual discrimination or of a similar kind.

1. In the comparison of teaching methods, eight children had been
left out of the analyses, because methods had been incorrectly
implemented with these children. However, all children were
included in the analyses concerning other correlates of improve-
ment. This was because the subject of interest was not the method
used with the children, but rather the variables correlating with
progress for those children who have spent a certain amount of
time each week in withdrawal groups for poor readers.
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TABLE 11,1 SIGNIFICANT CORRELATIONS WITH PROGRESS IN THE SHORT~TERM
Variable No.. . Probability . Test
Verbal WISC 76 .19 - <,05 Pearson
Ovract (session teacher) n -.22 . <.05 Spearman
Inconsequence (session teacher) 71 -.29 <.,01 Spearman
Reading Habits (at start of

sessions) 72 .36 - <,005 Pearson
Amount of reading in sessions 71 .28 . <.01 Pearson
TABLE 11.2 NON=~SIGNIFICANT CORRELATIONS
Variable No. Probability Test
Performance WISC 76 .07 NS Pearson
Ovract (class teacher) 78 =15 <1 Spearman
Unract (class teacher) 78 .09 NS Spearman
Unract (session teacher) 71 .04 NS Spearman

TABLE 11.3 MEAN PROGRESS IN READING FOR VARIOUS GROUPS OF CHILDREN

No. Mean SD
(in mths)
Sex of child: Boy 42 4,93 3.40
36 4,78 3.43
social Class: III Manual 29 4.55 3.68
23 4.43 3.46
Attendance: Good (less than 4
sessions missed) 14 5.57 3.55
Poor (4 or more
sessions missed) 57 4,74 3,37
Teacher group 1-10:
Mrs. Beeton 8 4.7 3.4
Mrs. Burns 8 4.4 3.4
Mrs. Lowry 8 4.4 5.1
Mrs. Walton 7 5.1 3.2
Mrs. Field 8 5.6 - 2.0
Mr. Bailey 8 3.9 3.4
Mr. Copeland 8 3.7 3.1
Mr. Shaw 8 4.4 4,0
Mr. Wayne 8 7.1 4,0
Mr. Williams 8 5.1 2.8

*
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The relationship found in the present study between verbal intel]igenée
and reading progress rather than non-verbal intelligence would seem to
support Smith's point of view rather than Tansley's.

It should be pointed out that the social adjustment measures as
assessed by the session teacher correlated with achievement, but those
assessed by the class teacher did not. The view of the child obtained
from a specific reading situation relates to reading progress, but the
general behaviour of the child does not. The signficant correlation
here was with over-reacting behaviour. The more a child over-reacted,
the less progress he was likely to make. Of the two core syndromes that
make up the over-reacting séore, this was due to a correlation with
Inconsequence and not with Hostility.

The sheer amount of reading carried out by the child emerges as
jmportant. The three variables that correlate most highly with progress
are all measures of the amount of.reading that takes place. These
variables are: the reading habits of the child, the amount of reading
carried out in sessions, and the extent to which the child displays
inconsequential behaviour. (Inconsequence may be indirectly a measure
of amount of reading, as it seems to measure how much the child settles
dOWn to his work, and hence how much reading gets done.)

There was a low but significant correlation between verbal
inte11igence and progress. In spite of this, groups of children with
higher intelligence levels did not necessarily make more progress than
_groups with Tower intelligence levels. Thus, the boys had higher
intelligence quotients than the girls, but boys and girls made the same
amount of progress. Similarly, children from social class IV had
. obtained higher intelligence quotients than children from social class

I1IM, but in spite of this, the two groups made approximately the same
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amount of progress. These results point to the importance of factors
other than intelligence in the improvement of reading ability. From
what is known about the differing attitudes of boys and girls to school,
and the differing attitudes of the various social classes these other
factors seem likely to be motivational ones.

It must be pointed out that all of the significant correlations
are fairly low - too much so to be of any great use in predicting the
progress of individual children. On the other hand, the correlations
are high enough to be revealing about the process of Tearning to read.
They point to the important role of practice in improvement of reading
“ability, and they indicaté that motivation plays its part by determining

the amount of practice that takes place.

B. Differences in Session Activities

The activities that tdok place in interest seésions and skill
sessions were examined to see if there were differences that did not
follow from the definitions of the approaches. The way activities
would be categorised was described in Chapter 7. For each group of
children, the number of sessions in which reading, browsing through
books, talking, writing and drawing were mentioned in session accounts
was worked out.1

More direct reading was carried out with the Skill Groups, whereas
more browsing through books, writing, drawing and talking'was carried
out by the Interest Groups. The extent to which Some of the interest

groups did very little direct reading was notable. Mrs. Field, Mrs,
Lowry and Mr. Williams mentioned direct reading during sessions with

their interest groups only two or three times. More reading than this

1. The two groups in which the approaches were not properly
jmplemented were excluded from this analysis.
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must have taken place in these three groups, since reading is involved
in browsing through books, writing and drawing as well as in direct

reading. Nevertheless, in the light of the results on reading ability
being in favour of séill sessions, one would assume that the appearance
of more reading taking place in skill sessfons is hot only appearance

but actuality.

TABLE 11.4 NUMBER OF SESSIONS IN WHICH VARIOUS ACTIVITIES TOOK PLACE

Activity Interest sessions Skill sessions
Reading . 70 169
Browsing through books 44 6
Writing ' 17 59
Drawing 90 31
Talking : 98 42
Total Number of Sessions 211 ‘ 201

C. The Two Methods and the Children's Behaviour

The children's behaviour in sessions was examined in more deféil;
as this could throw light on why interest sessions were not more
effective than skill sessions. As explained in Chapter 7, to make this
examination,_chi]dren's scores on Brisfo] Guides filled in by the session
teachers were compared with their scores on these Guides when these were
filled in by the class teachers. The Skill Group and Interest Group did
not differ significant]y'in social adjustment according to the class |
teachers' assessments, Therefore, if differences were found between the.
two groups on the session teachers' assessments, fhese differences would
ceem to be a function of the approach being used with the children.

Bristol Guides were filled in for all the children by the class
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teachers, and for all but three of the children by the session teachers.
In the comparisons, median scores were examined as well as mean scores,

because the distributions were severely skewed.

Children displayed more over-reacting behaviour in interest sessions'
than in skill sessions (see table 11.5). For a]thoﬁgh the two groups'
scores did not differ significantly on the class teachers'’ assessmenfs,
the scores made by the Interest Group on the session teachers' assessments
were significantly higher than those made by the Skill Group (Mann-¥hitney
U=413, Z=1.84,P<.1). It should be noted, however, that the difference is
significant at only the 10% level.

Ovract is made up of two core syndromes, Inconsequence and Hostility.
It was possible that one or the other of these was the more responsible
for the increase in over-reacting behaviour in interest sessions, = When the
data was examined with this problem in mind, it turned out that the increase
in over-reacting behaviour was due to an increase in inconsequential
behaviour, not to an increase in hostile behaviour (see table 11,6). For,
on the class teachers' assessments, the two groups scored similarly on
both Inconsequence and Hostility. On the session teachers’ assessments.
the two groups again scored simiiarly on the Hostility syndrome, but the
Interest Group scored significantly higher than the Skill Group on the
Inconsequenée syndrome (U=376, Z=2.31, P<.05) The probability of the
results being due to chance was less than 5%.

Interest sessions and skill sessions did not have different effects
upon under-reacting behaviour. In both types of session, less under-
reacting behaviour was displayed than on the class teachers' assessments
(see table 11.7). That is, the Interest Group and Skill Group obtained

similar scores to each other on the c]ass teachers' assessments of Unract,
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and also similar scores to each other on the session teachers' assessments
of Unract; but for both groups, session teachers' assessments gave the
children lower scores than class teachers' assessments, Results for the
three core syndromes which make up the Unract measure were similar to the
results for Unract itself (table 11.8). Thus,.the children were less shy
and withdrawn in the sessions, presumably as they were in small groups,
These results 1nd1cate that W1th a skill-centred approach, children
may stay calmer and settle down to work more easily, whereas with an
interest-centred approach, the children may take advantage of the freedom
of the sessions to play around, avoid reading activities and to pursue
displacement activities instead. For the behaviour, which in the Guides
is counte& as inconsequential, includes: "Attends to anything but his work;
Never gets down to solid work; Constantly restiess", (Bristol Social
Adjustment Guides, Fifth Edition, p.39). If such behaviour is mgre
prevalent in interest sessions, it is easy to understand why children in

interest sessions do not improve their read1ng ability more than children

in skill sessions.

D.  What the Teachers Say

Finally, we Took at what the teachers have to say about the methods,
Theléomments‘the teachers make could be extremely illuminating in
explanation of results - in exb]aining why reading ability improved more
in skill sessions, why there was no change in attitudes, why there was
less restless behaviour in ski]] sessions. Ten inté]]igent adults, all |
experienced teachers, in close contact with both methods, are giVing their

views about what is going on.
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TABLE 11.5 OVRACT SCORES FROM CLASS TEACHERS AND SESSION TEACHERS FOR
‘ - THE INTEREST GROUP AND THE SKILL GROUP

Interest Group Skill Group
No. Mean SD Median No.  Mean SD Median

=

Ovract (class teacher) 35  4.26 5.3 2,42 35 4,26 6.04 1.33
Ovract (session ") 35 5.7 6.52 1.85 32 2,00 3.78 0.44

TABLE 11.6 INCONSEQUENCE AND HOSTILITY SCORES FROM CLASS TEACHERS AND

SESSION TEACHERS

Interest Group Skill Group
(N=35) (N=35:class teacher
N=32:sess, teacher)
Mean SD Median Mean SD Median
uénce class
Inconseguence | 1.83 2.62  0.86 1.89 2.84 0,37
ence (session
12232323? ( 2,94 4.08 1.12 0.59 1.13 0.2
Hostility (class teacher) 1,03 2.33 0.17 1.11 2,18 0.23
Hostility (session " ) .11 1.87 0.29 2,16 7,36 0.11

TABLE 11.7 UNRACT SCORES FROM CLASS TEACHERS AND SESSION TEACHERS FOR THE
INTEREST GROUP AND THE SKILL GROUP

Interest Group Skill Group
No. Mean SD Median No. Mean SD Med,
Unract (class- teacher) 35 3.83 4,15 2.12 35 2.37 2.77 1.6
Unract (session " ) 35 2.14 3,58 1.2 32 2,0 2.8%8 0.5

TABLE 11.8 SCORES ON UNRACT CORE SYNDROMES

Interest Group Skill Group
(N=35) (N=35: class teacher
N=32: session "
Mean SD Median Mean SD Median
ingness (class ,
ngggﬁgﬁgm ? 1.66 2,35 .58 1.40 1,77 .75
hcomingness '
U?:g;:ion teacher) 1.46 2,40 .57 1.44 2,30 .34
: 1al ’
wzz?gggv teacher) .63 1.68 .23 23 .73 .08
i thdrawal
wzzgsgion teacher) J1 .53 .03 Jd9 47 .09
pepression (class teacher) .77 1.2 37 .29 .62 15

Depression (sessfon * ) .23 .55  Ip 16 .51 .05
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Information on the teachers' views was obtained from session
accounts, from individual interviews, from informal contacts, and from
a questionnaire filled in by the teachers at the end of the sessions.
(Further details about measurement of views are given in Chapter 7.)
First, information will be given on the teachers' preferences
petween approaches and how these changed over the course of the sessions.

Then, a number of reasons for these changes will be considered.

The teachers' preferences

At the beginning of the sessions, the majority of the teachers
preferred interest sess%ons, but by the end of the sessions the majority
preferred skill sessions. That is, at the beginning of the teaching,
four teachers favoured interest sessions, four were neutral, and only one
teacher preferred skill sessions. By the end of the sessions, six teachers
favoured skill sessions, although four of these qualified their preference
with remarks about sometimes mixing approaches. Of the remaining four
teachers, two teachers were neutral between approaches and two wantedrto
mix approaches. By the end of the sessions, interest sessions were not
favoured wholeheartedly by even one teacher.

come amplification will be made of the above, beginning with the
teachers who were not in favour of either approach in particular. One

teacher from start to finish was firmly in favour of suiting the approach

to the individual child. She stated:

I believe that in acquiring reading skills
each child needs to follow an approach which
js best suited to his particular needs ..,
consideration for the individual and his
specific needs at each stage (is) the most
jmportant factor.
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Sampson's (1969) comment on the utopian nature of this aim may be

recalled here:

Admirable as is the ideal of suiti

. method to the child, and exce11ent?3 ::e
it is §ometimes achieved, there is a clear
possibility that some of the respondents
were deceiving themselves.

Remedial Ed i i i
(4’ ) ucation Services, Remedial Education,

Another teacher was very much in favour of an eclectic'approach He
said: |

None of the approaches used in entiret

. L3 » 15

in the opinion of the writer, the comp%ete’
answver Fo gead1ng development. Rather what

js required is a more eclectic approach wher
successful elements of each me ;
S e thod are employed

Two teachers by the end were neutral between the two approaches,
regarding the two as equally good.

§ix of the teachers by the end of the sessions favoured skill
sessions. (It is true that four of these qualified their preferences,
saying that sometimes they would Tike to mix approaches.) Some
31lustrative comments about these teachers' changes in preferences are
given below.

One teacher said that, to begin with, "I knew that depending on
teacher-child relationships, either approach could be sUccessfu], so I

determined to make them both work". However, at the end of the sessions
]
she said:

I'm certain I preferred the skill-

apprgach because all concerned worﬁggtrEd

consistently very hard indeed. Each lesson

one f?lt satisfaction in the ski]]-centred.
_group's achievement. This latter feelin

was not always achieved with the interegt-

centred group - particularly in the lat

stages, when interest was fading, =
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Mr. Bailey said that to begin with:

I felt that the interest approach, though
more vague and more difficult to initiate,
should be the better one ... I thought this
approach would help the children more because
jt would make them want to read ..., Later in
the year I felt the interest approach was
failing because the interest was lacking, or
at least difficult to sustain ... The constant
practice of the skills approach seemed to be
more beneficial, and this group seemed to be
making more progress. _

The fullest expression of this feeling is given by Mr. Copeland:

I began by being entirely in favour of interest-
centred work. I was enthusiastic and so were the
group. I thought that it would allow much more

" room for individual development. I felt that
perhaps their rejection of reading lay in an area
of 'disinterestedness' in the material they were
reading rather than in skills.

I became convinced (much against my inclination)
that skills were the key to the actual business

of smooth progression - there may be other far
more important psychological factors to examine
but unless the teacher knows where the gaps in
skills really occurred, it seems useless to go

on building on a poor foundation. Skills must be
tackled systematically and logically - there must
be careful recording of progress - given an envir-
onment which is not repressive and full of opport-
unity, I think this may be the way for those with

handicaps in reading.

The advantages and disadvantages of the two methods, in the teachers'

ezes .

The teachers moved from preferring interest sessions to preferring

ckill sessions because of the various advantages and disadvantages that

they found in the two methods.
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Interest sessions

In working on the children's key interests, a tremendous emotional
and motivational effect could'be obtained. Thus, one teacher commented
that, in the first session, when she started discussing the children's

jnterests with them:

Their eyes opened wider and wider ...their
back visibly straightened and, when I'd
finished, they held themselves like princes
and princesses. I then gave each child a
celection of books ... on one of his interests
... They spread out with the books and were
engrossed, looking firstly at the pictures
and then the story content. They soon started
to read avidly. The next week, the class
teacher commented "I'm amazed, these children
have really smartened themselves up for your
coming". It was an obvious physical change
which 1'd immediately noticed - a white shirt,
fresh sweaters, etc.

That the children actually changed physically as a result of working on

jnterests makes one realise the great impact that such an approach can

have.
The intensity of the children's interests can lead to hard, .

concentrated work. This is evident from descriptions such as the

following one given of two boys, one keen on feotball and one on farming:

Great interest aroused from detailed autographs,
Club history, photographs from Celtic Football
Club to Alan. Both boys and girls were fascinated,
Alan proceeded to write a thank-you note, I wanted
Nigel to record his experiences at ine Cattle
Market, when his thumb was injured when a sow trod
on it. He worked conscientiously on this piece
without being distracted. .

However, the picture js not always as rosy as this. Iﬁterest
sessions were less likely to be successful with girls. For one girl,
st was noted that “her enthusiasm is not as obvious as the boys", and

at the end of the interest sessions, it was said, "not suitable for this
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child. I feel this to be true of many girls. Only the 'tonboys' really:
work at projects in my experience”. Along the same lines, another teacher
noted that whereas the boys in her group sustained their interests from
one term to the next, the girls did not. In the first session of the new
term, she noted, fNigel's talk was basically farming and Alan's discussion
was mainly of football ... The two girls did not mention their interests
from the autumn term".

| Some children started off by working enthusiastically on their key
jnterests, but towards the end of the sessions their concentration started
to flag and they sometimes became bored and giggly, and attempted to play

around. Thus, one teacher commented:

It was disappointing today to find the group,
particularly the girls, lethargic ... I felt
interest had waned generally throughout the

group.
and from another teacher:

Karl lazy and Paul a bit of a nuisance today.
Had a quiet word with them after the lesson.
Not really naughty but silly and giggly.

and from the final questionnaire:

Interest sessions: very successful for the
first term but I felt less happy about them
the second term when the children seemed to
lose some of their interest.

With other children, the problem was different, in that their
jnitially expressed interests seemed to the teachers to be extremely

superficial. Four teachers noticed this, and made such comments as:
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... fishing, football, swimming, popstars -

at a very superficial level - no depth of
interest apparent .. Gary Glitter was appointed
Number One ... but she knew nothing about him
or his records ... David had chosen football
but had brought no information and appeared to
have none ... All ‘the children in the group
seem to be lacking in enthusiasm and not really
keen on their chosen subjects.

and:

The boys said (they were interested in)
foothball, The girls, Michelle and Mandy, said
'Horses'. On further enquiry Mark had never
seen a professional match and did not play

much; the girls had never ridden a horse or
touched one. Gathered that Horses and Football
were in-things ... am not happy about the reason
for interest choices - they are neither honest
nor deeply satisfying.

The teachers solved this problem by moVing. after several sessions,
from work on individual interests to work on group topics. Mr. Wayne

started to work on the Wild West with his group.

1 have cecided to introduce a topic ...
concerned with a western theme. To this
end I hope to direct the girls towards
reading about, designing and constructing
models on this western theme, the culmin-
ation of which will be the construction
of a covered wagon, totem pole and other
items. The emphasis will however be on
using the books available for researching
the work by the group, then going on to
models.

Mrs. Beeton worked on cooking with her group:

Period began with a general discussion about
their real or affected interest in topics

they had chosen. (I had become very concerned
with their lack of real interest). We talked

of things we had done in school and had enjoyed,
and cooking was mentioned. Children became very
interested and full of ideas of what they would
1ike to cook if they had the opportunity ...

A 1ist was compiled of items they would like to
cook in order of preference and it was decided
that cooking was to be the group's new interest
approach to reading.
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It was noticéable that the group topics seemed to be connected to the
teachers' rather than to the children's interests. Thus, Mrs, Beeton
was a motherly lady who probably did a lot of cooking at home. Mr, Wayne
1iked woodwork and his group, who were all girls, started to make wooden
models on the western theme. Mr. Copeland was a music specialist, and
his group all ended up making 'paper symphonies'. Although the children
seemed to be working on the teachers' rather than their own interests,

it must be said that once they had moved on to these group topics, they
worked with great enthusiasm.

It is possible that the teachers were too quick in rejecting the
ch11dren's own interests. I had seen one of these children a year before
cessions started, and she had told me then that she was interested in
horses. She still claimed this interest a year later. VYet the teacher
concerned immediately dismissed it as superficial. There may have been
an unwillingness on the part of the teachers to accept the children's
culture at face-value, This point is dealt with further in the discussion
in Chapter 14,

A main prob]em‘was found with three of the interest groups in that
the children'é attention never seemed to be really caught. Although both
jndividual and group topics were pursﬁed. the children on the whole were
unenthusiastic. They often fidgeted and were easily distracted, moving
restlessly from one subject to another. The three teachers involved in
these unsuccessfu} sessions made very similar comments to each other about

the children's behaviour. From one teacher:

They were willing to talk about bonfires and
fireworks, but did not pursue any one topic
for any length of time. Found them slightly
excited and difficult to settle down.
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and from another teacher:

One of the

Didn't follow any interests (e.g. swords) to

any length. Interest is very momentary. Looking
up dolls, we came across dogs. A1l children
immediately started telling me about their dogs,
dropping whatever they were doing on armour,
swords, etc.

teachers summed up the way the sessions went as follows:

The Interest Group were interested in very little
and were never grateful for comics, books, visits,
etc. In fact, they grew to expect these extras, as
a comment on the last day shows: 'haven't you
brought us our comics?' They seemed to view the
lesson as a 'skive'.

The unsuccessful nature of the interest sessions held by these three

teéchers was later found to be reflected in the fact that the children

in these three groups obtained the lowest median scores on improvement

in reading

ability (see table 11.9).

e

TABLE 11.9 IMPROVEMENT IN WORD ACCURACY OF THREE INTEREST SETS

a—

Teacher Median Improvement
, (in mths)
set 1 (individual interests)  Mrs. Walton 5.5
Mrs. Field 4.5
Mrs. Lowry 4,5
set 2 (group work) Mr. Wayne 6.5
Mr. Shaw 5.25
Mrs. Beeton 5.0
Mr. Copeland 4.0
Set 3 (children unenthusiastic) Mrs. Burns 3.5
Mr. Bailey 3.5

Mr. Williams - 3.6
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The teachers also mentioned oﬁher disadvantages that they had
found in interest sessions. They noted that in such sessions it was
easy for the child to avoid reading if he wanted to do so. For example,
he could browse througﬁ books, without reading much, he could draw
instead of write, and he could mechanically copy text. Books were not
always at the right level of reading ability. Finally, it was not easy

for the child to see if he wasmaking progress or not.

' §Ej11 sessions

One of the main advantages of skill sessions was that the children
could see the progress they were making. This point emerged as important
enough to be specifically mentioned by five out of the ten teachers. The
visibility of progress could lead to both the children and the teacher
feeling pleased and satisfied with what they were doing, and these feelings
could then Tead to yet greater efforts being made by children and teacher.
The thought of getting onto the next book in the reading series often acted
as a great spur to achievement. Typical comments were: “Colin and Mark
still very keén. Anxious to start another book as soon as one is finished
..." and: "Gary took out C1 to read. Very keen to finish the reading scheme
first".

Children in skill sessions ofteh worked very hard and regularly.
Thus, it was said of one group: "This group has a very positive approach
to work, Little effort is needed to motivate them and great interest is

forthcoming whatever they are presented with". Of two girls it was said:

Beverley, Marie: Both work extremely hard,

it is difficult to get them to converse as
they appear to want to work from the minute
they enter the room, most prolific output
from both girls, element of competition is
creeping in between them.
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It is clear that motivation in some skill sessions was not lacking, but
quite the opposite. The material used was often much enjoyed by the
children, in spite of the criticisms of such material made in Chapter 2.

Thus, of the 'Pirate' series, Mrs. Lowry commented:

Children seemed very enthusiastic about

this reading scheme and were pleased to

have easily dealt with the pre-readers.
Admittedly, the 'Pirate' series seems more interesting than many of the
other ones in current use. Even so, far more 'uninteresting' material was

also enjoyed by some of the children. Thus, such comments are made as:

Dawn. Offered her 'Reading to Some Purpose’
book. She liked this very much and asked me
to bring it to next lesson.

and of the 'Royal Road Readers':

Marie and Beverley. Great enthusiasm
and enjoyment of these books, are keen
to read as many as possible.

However, sometimes books could become boring. For example, in one
session : "Continued with Royal Road Readers. It is becoming clearer that
they do not greatly like being confined to one reading scheme". This
difficulty could be avoided however by changing from one reading scheme
to another, when necessary.

A more serious difficulty was that the different levels of ability
of the children stood out far more clearly than in interest sessions. Thus,

in five out of the ten skill groups, one or more children stood out as being

much worse than the other children. This was evident from such comments as:

Colin and two Marks still very keen,
Can't tell about Kevin because he
doesn't speak much at all and is much
slower than the others.
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Following on from this visibility of ability, competitive attitudes
sometimes built up amongst the groups, as it was easy for the children to

compare the progress they were making. For example:

Malcolm is very aware of the fact (and keeps
rubbing it in) that he is reading ahead of
Philip ... Philip 'embarrassed' that Malcolm
has read more books than him but this appears
to motivate no fighting spirit in him to read
and catch up. Generally he appears a poor loser.
~ The visibility of progress could be demoralising, even without this
competitive element, because if the child was not making any progress, he
was aware of it.
It is evident that both interest sessions and skill sessions had
a number of advantages and disadvantages, but that, in the eyes of the
teachers, skill sessions had more advantages than interest sessions.
These additional advantages of skill sessions presumably heIp to explain
why skill sessions were on the whole more successful than interest sessions.
Children were often bored in interest sessions, their interests fading or

being seen as superficial.

From the findihgs outlined in this chapter, we know that more
reading took place in skill sessions than in interest sessions. The more
reading that is done, the more one would expect the child's ability to
improve. We know that the children displayed less inconsequential
behaviour in skill sessions, that is, avoided reading less and so improved
more. We know that, in the eyes of the teachers, the children were better
motivated in skill sessions. With the knowledge that fhere were these
differences betwéen interest sessions and skill sessions, the results can

- pe better interpreted. This interpretation is set out in Chapter 14,

-000000000~
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CHAPTER 12
THE FOLLOW-UP STUDY

A. Aims and Hypotheses

The children were followed up in May 1975, fourteen months after
the sessions had finished. The aim of the follow-up was to see whether‘
the two teéching methods had differential long-term effects on reading
ability and reading habits. One of the starting-points for the
investigation had been the observation that remedial teaching had poor
long-term effects. Interest sessions were devised with the intention of
altering attitudes to reading, so that long-term improvement would be
obtained. It was therefore necessary to take the investigation to its
logical conclusion by studying the longer-term effects of interest
sessions and skill sessions on reading and attitude to reading.

Hypotheses as to long-term effects were formulated right at the
beginning of the investigation, before the sessions started. These
hypotheses were that children who had attended interest sessions would
- improve reading ability and attitude to reading more, in the 1ong-ferm, than
children who had attended skill sessions. As the results obtained from
the short-term experiment were not as expected, the hypotheses concerning
long-term effects had to be re-formulated. The final hypotheses arrived

at are stated and discussed below.

1. In the long-term, children who have attended interest sessions will
make the same amount of progress in reading as children who have attended
skill sessions,

It had been expected that children who attended interest sessions

would improve their attitudes to reading, and that this improvement in
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attitudes would lead to Tong-term progress in reading. However,
children who had attended interest sessions had not changed their
attitudes to reading, and therefore good long-term effects could not
result from such attitude change. Children in skill sessions had
also not improved their attitudes, and so again good long-term effects
on reading could not result. Children in both groups should make the

same small amount of progress.

2. In the long-term children who have attended interest sessions
will improve attitudes to reading to the same extent as children who
have attended skill sessions.

In the short-term, the Interest Group's and Skill Group's changes
in attitude had been the same: there had been no improvement for either
group. There seemed no reason for there to be differential changes

between the two groups in the long-term either,

B. Method

The nine secondary modern schoo]s,‘

in the borough in which the
first study was carried out, were approached through the remedial
adviser for the area. The head teachers were asked if they would allow
the children involved in the first study fo take part in the follow-up.
A11 the head teachers were most co-operative.

The children were given individually administered tests, and in
addition, further information about progress was obtained from the
schools. I administered all the tests myself. The testing was carried
out in quiet rooms or similar spaces provided by the schools., The
children were always given the tests in the order.listed below. The

following information was obtained.

1. The area still has secondary modern and grammar schools, rather
than comprehensive ones,
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1. The children were asked Whether they preferred their primary or
secondary school, and why. This question was asked partly as an easy
‘opening to lead into the tests proper, and partly to see how far
preferences between primary and secondary schools related to progress

in reading. The decision to ask this question was made only halfway
through the testing programme, and therefore only about half the
children were asked it.

2. The children were then given a reading test. The Neale Analysis

of Reading Ability was again used. This meant that changes in reading
ages from one testing to another could not be affected by the variations
in test norms of different reading tests. Also, the Neale test was
originally chosen because it was the most suitable reading test available.
This was still the case at the time of the follow-up. During the first
study, it had been found that repeating a form of the Neale test over a
five month interval of time did not lead to any noticeable practice
effects, but that the forms were not exactly equivalent. Therefore, as
in the first study, the form used was that‘which had originally been
given to the child. Results from one testing to the next should then be
more directly comparable. |

| The reading age obtained on follow-up was compared with that
obtained at the end of the sessions. The difference between the two
represented the improvement (or deterioration) that had been made. At
follow-up, measurement was made of both word accuracy and comprehension.
As in the first study, because of the uhsatisfactdry nature of the
comprehension measure, accuracy was taken as the measure of reading

ability. Results on comprehension are given in Appendix D,
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3. The questionnaire on reading habits was repeated to see if
habits had changed, and how reading habits related to progress.

4. The head teachers or class teachers were asked to provide the
following information.

a. Whether classes were streamed or mixed ability; if streamed,
which stream each child had been placed in.

b. Whether remedial help was provided; if so, what this help
consisted of, and which children in the investigation received it.
5. Class teachers were asked to fill in Bristol Social Adjustment
Guides for each child, The measures of social adjustment would allow
examination to be made of how behaviour related to progress, and of
whether the children's behaviour had changed, Furthermore, besides
the information on social adjustment, there are also questions in

these Guides on attendance.

C. Results

79 of the 80 children involved in the first study were traced.
A1l 79 children had moved.to secondary modern schools, and all vere
in their first year there, 75 of the 79 children traced were given
the reading tests,] and 73 of the 75 children were given the quesfionn-

aire on reading habits.

The Long-Term Effects of Interest Sessions and Skill Sessijong

Reading ability

Mean reading ages of the Interest Group and the Skill Group at

follow-up are shown in table 12.1.

1. Of the four children not tested, one had moved out of the borough
one was traced only after testing had finished, and two were away’
during the entire period of testing,
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TABLE 12.1 READING AGES OF THE INTEREST GROUP AND THE SKILL GROUP
AT FOLLOW-UP

Reading agqge

No. Mean SD
Interest Group 33 8yrs.9.6mths  6.98 mths
Skill Group 33 9yrs.Omths 9.06mths

The two groups had mean reading’ages of 8 years 9.6 months, and 9 years
0 months respectively. Both groups were therefore well behind the average
for children aged fwelve to thirteen. It is true that a number of the
children were now functionally literate, according to the Ministry of
Education's’(1950) definition of functional Titeracy as a reading ége of
nine years or greater: 13 out of the 33 children in the Interest Group,
and 16 out of the 33 children in the Skill Group. But in our increasingly
complex society, nine years' reading age is the minimum necessary for
functional literécy. Many forms and newspapers require a far higher
reading age. Of the children who could be regarded as 'functidna11y
literate', only three in the Interest Group and eight in the Skill Group
had a reading age of 9 years 6 months or greater. Not one child in either
group was reading at a level equal to or greater than his chronological
age. | |

To fi1l in the picture somewhat, this consideration of the children's
reading ages at follow-up hés been made. The main question of interest,
however, was whether the Interest Group during the follow-up made mofe
progress in reading than the Skill Group. Mean progress scores of the

two groups are shown in table 12.2,
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TABLE 12.2 PROGRESS IN READING OF THE INTEREST GROUP AND THE SKILL GROUP
IN THE LONG-TERM

Progress (in menths)

No. Mean SD
Interest Group 33 6.88 4,57
Skill Group 33 7.79 4,69

It can be seen from the table that the Interest Group made slightly Tess
progress than the Skill Group. The difference was small however and not
statistically significant (t=0.80, df=64, NS). Thus, there is no evidence
of differential long-term effects from the two types of remedial teaching,
In the long-term, the children who attended interest sessions made the
same amount of progress as the children who attended skill sessions.
The hypothesis as to changes in reading ability was therefore accepted.
One can also ask whether the two methods were as successful in the
long-term as in the short-term. Was the good rate of progress during
sessions maintained during follow-up? Percentage rates of progress as a

function of chronological time are shown in table 12.3.

TABLE 12.3 PROGRESS OF THE INTEREST GROUP AND THE SKILL GROUP IN
RELATION TO CHRONOLOGICAL TIME

Chronological Progress of Progress of
time (in mths)  Interest Group  Skill Group
Mean % of Mean %0f
Time ~(in mths) Chronol- (mths) Chronol-
interval time timo
Start of schooling to
start of sessions 61.25 34,6 5% 34,2 55
Start of sessions to , ,
end of sessions 5 4,17 83 571 14

End of sessions to
follow-up 14 6.83 49 - 7.79 56
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It can be éeen that for both groups'there were no long-term effects
from the sessions, in that the rate of progress, which had accelerated
during the sessions, had returned to its former, slower rate. Progress
during the sessions was about equal to the amount of real time passed,
whereas progress both before and after the sessions was only equal to

about half the amount of real time passed.

Reading habits

The data was examined to see if the two groups had changed their
reading habits differentially. Reading habit scale scores of the two
" groups are shown in table 12.4, and the amount of change during follow-
up in table 12.5. Although both groups' scores had risen slightly, the
changeg made by the two grohps did not differ significantly, one from
the other (t=-0.28, df=62, NS). In the long-term, the children who had
attended interest sessions changed reading habits to the same extent as
the children who had attended skill sessions. The hypothesis concerning

changes in reading habits was therefore accepted.

TABLE 12.4 SCORES ON THE READING HABIT SCALE ON FOLLOW-UP, FOR THE
' INTEREST GROUP AND THE SKILL GROUP

, Scores
No. - Mean SD
Interest Group 33 25.39 4.68
skill Group 31 28,17 6.38

TABLE 12.5 CHANGES IN READING HABIT SCORES DURING THE FOLLOW-UP PERIOD

Cha n'g es
~No. Mean SD
Interest Group 33 2.0} ; ‘5.82

skill Group 3] 1.61 5.86
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Further Examination of Changes in Reading Ability

Further information was obtained in the fo110w-up in order to help
with understanding why some children were reading better and some were not.
Although not directly relevant to the comparison of interest sessions and
skill sessions, the information is briefly detai]ed’here, as it could prove
revealing.

As already stated, all 79 children had moved to secondary modern
schools. Out of the 72 children for whom information was available,

46 (64 per cent) had been p1$ced in bottom streams or sets, or in smaller
remedial classes. That is, about two-thirds had ended up at the bottom
in their new schools.

38 children (51 per cent) were given extra help with reading either
in small withdrawal groups or in the smaller remedial classes. No child
was reading at a level even equal to his chronological age, yet only
half the children were being given any extra help,

The relationship between individual characteristics of the children
and progress during follow-up was examinedQ Results are given in tables
12.6, 12.7 and 12,8, THe only significant correlation was with
intelligence. Reading habits at the end of the experiment, social
adjustment measures, and chronological age did not correlate significantly
with progress. The sex of child, social class, initial reading age, and
progress during sessions were examined to see if they related to progress

during follow-up, but no relationship could be discerned.

TABLE 12.6 SIGNIFICANT CORRELATIONS WITH READING PROGRE ‘
FOLLOW-UP PERICD RESS DURING THE

Variable No. Pearsors r Sig.
IQ = FU]] 72 ) .36 .
Verbal 72 .29 :.3?1

Performance 72 .32 <.01
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TABLE 12.7 NON-SIGNIFICANT CORRELATIONS

Variable No. Spearman's r Sig.
Reading habits 72 .04 NS
Ovract ‘ 51 - =03 NS
Unract 51 - "0 ' NS
Chronological age ’ 73 ~.06 NS
Inconsequence 51 ~.004 NS

TABLE 12.8 READING PROGRESS MADE BY VARIOUS SUB-GROUPS DURING THE
FOLLOW-UP PERIOD

Group Mean (in mths) SD (in mths) No.

Progress made during sessions:

1. 2 months or less 8.1 4,01 | 13
2. 3 to 6 months 7.0 | 4.3 39
3. 7 months or more 8.1 6.0 21
Sex of child:

Boys | 8.25 5.36 40
Girls 6.61 3.86 33
Social class: , |

111 Manual : 7.73 - 4,63 26
v | - 8.04 - 4,54 22
Initial reading age (acéuracy)

1. 7yrs Omths - 7 yrs 11 mths 7.8 5.1 20
2. 8yrs O mths - 8 yrs 6 mths 7,25 4.5 28
3. 8 yrs 7 mths or more 7.56 4,98 26

- School differences were examined, to see if children in different
schools made varying amounts of progress. This seemed an area worth
Tooking at because, from such research as that in the Plowden Report

and Jencks's (1972) investigations, it is often asserted that 'scheols
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make no difference’, The mean progress scores of children jin the
different schools are given in table 12.9. As there were significant
differences in levels of intelligence of children in different schools,
an analysis of covariance was carried out, regressing progfess made

onto intelligence. The adjusted means are also given in table 12.9.

The covariance led to some alteration in the rank order of the different
schools. The analysis of covariance showed that the difference in the
children's progress at the various schools was significant at less than

the 5 per cent level (F=2.57, df= 7,63, P<,05).

TABLE 12.9 INTELLIGENCE QUOTIENTS AND READING PROGRESS (UNADJUSTED AND
ADJUSTED) OF CHILDREN IN THE DIFFERENT SECONDARY SCHOOLS

Reading progress (in months)

Full WISC IQ Unadjusted Ndjusted
5ch0?1 No. Mean SD No. Mean  SD Mean Standard
Name Error
Ampleside 6 106 16.1 7 11,87 7.1 11.04 1.78
Gordonsfield 8 92.12 10.36 8 9.87 2.64 10.19 .1.49

. Wincheston 7 94.14 12,67 7 9.29 2,06 9.39 1.59
Eatorme 13 102.92 10.29 13 8.77 3.14 7.96 1.21
Roefort 6 86.83 10.3 6 7.67 3.93 8.52 1.75
Harron 15 91.6 11,18 12 5.67 4.01 5.93 1.22
Replands 6 90.17 17.23 6 5.5 3,51 6.01 1,73
Marlbridge 14 93.36 15,17 14 4,43 5,79 4.61 1.13

1. The school names are pseudonyms.

Differences between schools were examined to see if such differences
could explain the varying rates of progress between schools. Attendance,

remedial provision and the children's preferences between primary and

secondary schools were all examined.
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Remedial provision

Children given remedial help were defined as those children either
" taught in withdrawal groups for part of the time or in smaller remedial
classes. The difference in amount of improvement between chiidren who
were given remedial hé]p and those who were not was significant at less
than the 10% level (t=1.78, df=71, P<.1). It should be noted that the

two groups had similar intelligence levels.

Attendance

In the Bristol Guides, the teacher is asked to rate the child's
attendance as good or as falling into one or more of four other
categories. The§e four categories were classed together and labelled
as 'poor'. The good attenders made significantly more progress than the

poor attenders (t=1.92, df=48, P<.1).

'Preference between schools

41 children were asked whether they preferred their primary or
their secondary school, and why. Children who preferred the secondary
school to the primary school made significantly more progress thaﬁ fhe
children who preferred the primary school to the secondary school
(t=3.12, df=34, P<.01).

Therefore, in the schools in which least progress was made, the ~
children were less likely to be given remedial help, they were less |
iike]y to be good attenders, and they were more likely to prefer fheir

primary school (see table 12.11).
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TABLE 12.10 SCHOOL-RELATED VARIABLES'AND PROGRESS

Progress (in months)

No. Mean . SD
Remedial provision =~ 736 7 85 T 4.4
~No special remedial ) S e S
provision 37 - 654_- .. 50. -
Good attenders ' 39 19.20 ' “.i4;36:’; :
Poor attenders n 6.45 3.45
School preferred:
Primary 10 4.7 3.06
Secondary 26 10.35 5.36

TABLE 12.11 THE RELATIONSHIP BETWEEN SCHOOLS AND SCHOOL~RELATED

VARIABLES
SOl e ey Mo.of maet  loor e oes
according to remedia good poor ~ children children
progress) help. % attenders’ attenders preferring preferring
primary secondary
school school
Ampleside 7 7 0 0 3
Gordonsfield 50 7 1 0 4
Wincheston 86 5 2 2 0
Roefort 50 4 1 0 2
Eatorme 85 12 1 2 10
Replands 67 T - - -
Harron ‘ 20 5 8 7
Marlbridge 14 - - ] 5/

To sum up, there were no differential Tong-term effects from interest
sessions and skill sessions. As found in previous studies, the remedial
teaching was ineffective in the long-term. Progress returned to its

. - . )
former disappointing rate, and attitudes to reading remained unchénged
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If remedial teachifg was ineffective in the long-term, what factors

‘then determined the long-term progress made by the child? Progress

. seemed to largely depend on the treatment meted out to'theychi1d by

the .school. Ind1V1dua1 characterlst1cs of the ch11d were un1mportant,

except for 1nte]11gence whereas school related var1ab]es were

jmportant. If the child liked school, if he attended we11, and 1f he |

was given remedial he]p, then he was 11ke1y to make good progress i

reading.

-000000000~
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CHAPTER 13
POLICY IMPLICATIONS

The main theme of this investigation has been thaf of how oné can
best help poor readers. The conclusions to bgﬂdrawhvfréh'the experiment

readers. These implications will be dealt with-in three sections.”

1. Does school matter? 2. The effectiveness of remedial teaéhing of -

reading. 3. Remedial methods.

1. Does School Matter?

In recent years, there has been a growing body of literature
stressing the comparative unimportance of the school in relation to the

home. For example, the research in the Plowden Report leaves one with

-a distinct impression that school is unimportant. Jencks's work in

Amerfca serves the same end. Should we then shut doﬁh the schools and
send the children home? - |

In spite of this growing body of anti-school 1iteratbre, the present
investigation shows clearly that schools can leave a distinct impression
upon at least some of their children. First, the remedial teaching was
effective in markedly increasing the children's rate of progress: the
remedia1‘teachi"9 would not have bggn provjded, were it not for the
school. Sécond]y, when correlates of progress during the follow-up
period were examined, it was found that individual characteristics of ’
the children (e.g. sex, reading habits, social class) were not related
to progress, except for inte]ligence; The factors that were related to

progress were principally school factors. When allowance was made for

intelligence, there were significant differences between the progress
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made by children in the various schools. Children who attended school
regularly made more progress than poor attenders. Children who were
happy at school, preférring their secondary school to their primary one,
made more progress than the other children. ChiTdren who were given
remedial help made more progress than the other children. In other wordé,
'avnumber of school-related variables were clearly related to progress.

It seems that because poor readers receive little help from their
homes, on the whole if they are to make good progress, the help they are
in need of must be provided by the schools. For these failing children

from poor homes, school is important.

2. The Effectiveness of Remedial Teaching of Reading

one of the main reasons for the advocacy of the interest-centred
approach at the start of the investigation was the emphasis in previous
research on the ineffectiveness of remedial teaching in the long-term.
Such teaching has not been shown to affect children's attitudes to reading,
and hence no long-term effect upon reading ability could result from such
a change. Academics have argued therefore that "remedial teaching is
ineffective". - Meanwhile, remedial teachers have continued with their
teaching.

In the present study, results were obtained in Tline with previous
research. The remedial teaching, whether interest-centred or skill-
centred, accelerated the children's rate of progress in reading during
the time the sessions were being held. It was only when the sessions were

discontinued that the rate of progress returned to its former unimpressivé

Tevel.
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Thus, it seems true that remedial teaching‘has no effect on

~ subsequent progress, once it is discontinued.. But why should one

expect it to? It is similar to expecting one to continue to make

progress in a fé%eigﬁ‘1aﬁguédg~éftér'1és§bns Héve?s£0pped, ff‘one

does not speak the lenguage. Reading for the working-class child.

is similar to a foreign language for many'post—French-éiLeveivEng]ighf"A
people: both normally play little part in everyday life. If péogress

in either sphere is to be maintained, then lessons must be kept up,

or practice must otherwise occur,

The answer to the}]ack of long-term effectiveness of remedial
téaching is not to condemn remedial teaching out-of-hand as ineffective,
but rather to accept that it is only effective whilst being inen.
poor readers are unlikely to practise reading on their own, or, as was
pointed out in the last section, to be given he]p at-home. Therefore,
if good rates of progress are to be maintained, it is essential that

remedial teaching be given continuously over long periods of time.

3. Remedial Methods

The question asked in the investigation was: if experienced
teachers see small grbups of poor readers for short periods of time
each week, will children whd atteha'ihtéréﬁt sessions improve attitudes
and reading ability more than children who attend skill sessions, both -
in the short-term and in the long-term?

Interest sessions were a comparative failure. They did not succeed in

changing attitudes to reading. Neither did skill sessions,



- 219 -

but skill sessions were not formulated with this aim in mind, whereas
interest sessions were devised specifically to this end. Because

~attitudes did not change they cou]d not affect long term reading

progress

Interest sessions were also a failure in that, in the short-term,
children who attended interest sessions improved reading ability Tess
than children who attended skill sessions. The difference between the
two gfoups was not large, however, and, given the amount of individual
variation, did not seem.to be of great importance.. But when the groups
were divided according to level of intelligence, a further pattern in
the results could be discerned. More intelligent children improved by
the same amount, whichever approach was used; whereas the less
intelligent children made significantly more progress with skill sessions.

Thus, it seems that with children of above avérage intelligence,
either an interest approach or a skills approach may be used. The
problem is one of identifying these‘chi1dren. The intelligence tests
used by many schools cannot serve to do this, as the tests used too
often involve reading and‘therefore they may_uhder-estimate the
intelligence of children with‘reading problems. Individual testing
by educational psychologists may be the answer, or else the use of
group intelligence tests that do not require reading ability.

With children of below average intelligence, or'with ‘unsorted"
groups of children, lessons should emulate skill sessions and not
interest sessions. In this way, maximum progress should be made by

the majority of children.

000000000~
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CHAPTER 14
DISCUSSION

The practical implications of the results from the experiment

have been outlined in Chapter 13. In this chapter, theoretical-

~implications will be considered. From the caﬁpa§§§bn“ofAihféréét"'.'

sessions and skill session§,‘the‘qUéstidnfE}oséi?S;fo_why‘adné{bffi:75' o
the expected results were obtained. Not only thét,‘wﬁy'weré>§bme pf"‘ﬂ‘
the obtained results the opposite of those expected? | o

The initial reaction to the unexpected (and unwanted) results
could well be to dismiss them as invalid. However, a number of checks
on\é1idity had been made in the course of the investigation. It seemed
fairly certain that reading ability and attitudes had been validly
measured; that methods had been correctly implemented, apart from
eight children whose results had been excluded from the analysis; and
that, for the remaining children, the Interest Group and Skill Group
were well-matched, ‘ |

There are a number of other ways in which the results can be
accountéd for. First, it could be the case that interest sessions were
less successful than skill sessions because of the feachers who held
the sessions. More reactionary teachers might be less able to handle
interest sessions than less reactionary teachers. Five of the teachers
had been>iea¢hing for over tweht}ijeéré,‘and some of the teachers seemed
over-ready to dismiss the children's interests as superficié].

Length of teaching experience and conservatism on Cattell's 16 PF
scale could both be indicators of reactionary attitudes. These two
variables were therefore examined. Within the group of teachers, there

was no apparent relationship between scores on these variables and the
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f amount of progress made by the different‘teachers"groups.

In addition, the teachers were all highly experienced. Some

held posts of responsibility, and all were highly praised by their
schools. In my own observations of them at work with the children,
eight out of the ten seemed to have a gift for teaching. These teachers
ceemed 1ikely to be better than other teachers, not worse. It does not
therefoké seem that the b1ame for the comparative failure of interest
sessions can be placed solely upon the teachers' shoulders. .

On the other hand, it is possible that nd teacher could success-
fully implement interest sessions, and that a far more radical approach
to fhe problem.is_necessaryQ Labov et ai (1969), discussing Negro
children {n New York, suggest that no teacher can really be conversant
with these street-children's culture. The suggestion is made therefore
that young men aged between 16 and 25, from the children's own culture,
should be employed in the classroom as 'cultural {ntermediaries'.

Labov et al argue that it is only in this way that interest-centred
Approaches can succeed. This idea of cultural intermediaries seems
worth exploring further. Theoreticai]y. it would be of great interest
to know if the use of such cultural intermediaries would alter the
effeétiveness of interest-centred approaches. How acceptable the idea
would be to some teachers' unions is another matter.,

The results can be further explained by blaming the schools. It
could be that children would profit from interest sessions, if they had
not been so maimed by school. Schools might be maiming children'by
making them lose thei} spontaneity and creativity, and hence their
ability to profit from the freedom'given to them in interest sessions.
It is possible that in more progressive schools interest sessions would

be far more successfu1. The children would be used to handling the

freedom, and besides the sessions would fit well into the genefal
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school philosophy, rather than being a couple of hours a week divorced
in style and content from the rest of the teaching in the school.

In less progressive schools, the children may be so used to being
directed from above that as soon as this direction disappears they
become unruly and d1sorder1y. This t1es in with the increase in
inconsequential behaviour in interest sessions, and the small amount of
reading that may take place in such sessions. The extent to which the
school cbntext affects the success of interest seésions and skill sessions
stands in need of further examination.

Alternatively, the di fferences in the children's behaviour in
interest sessions and skill sessions need not be regarded as reflecting-
deleteriously ‘upon interest sessions. For example, the 'playing around"
'behavipur evident in interest sessions could be seen as desirable, in
that the children may be expressing themselves freely and doing what they
want to do For the children, interest sessions might be a heaven-sent
haven from the rigours of the rest of the week.

'Thére is also the possibility that, as sessions continue, the
.childfen might begin to settle down somewhat. However, in the expefiment.
they did not do so, but on the contrary, the children's behaviour showed

a steady deterioration throughout the sessions. The children became
bored with working on their interests and therefore often played around.
That is, the children themselves did not seem to regard interest sessions
as a heaven-sent haven. They seemed to prefer the greater structure and
direction of the skill sessions. It could be argued however that their
preferenceévare,as unhealthy as the preferences of brainwashed people,
and should be disregarded. There seems to be no final answer to this

problem.
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~ To return to the main theme, there are therefore the possibilities
that in a different school context, with people holding interest sessions
who are more attuned to youth culture, interest sessions might be more
'»successful. However, apart from blaming teachers and schools,lthere are
other possible exblanations of the results, | |

To recépituIate somewhat, children who attended interest sessions
did not become more interested in reading, as it had been expected they
" would. Clearly, the difficulties of changing attitudes in sucé sessions
had been under-éstimated. The irrelevance of reading to most of the
children's lives emerged as strikingly from the present investigation
~as from prévious research. On the who]e; the children came from low-
Titeracy Homes, fheir parents spent little time reading, and reading
played almost no part in the children's spare-time activities. Most of
the children's attitudes to reading were too deeply rooted, determined
1 already by a life-time's conditioning, to be changed by a few sessions,
~whether these be interest- or skill-centred.

Given that Jittle change can be made in the children's reading
outside of sessibns. what goes on in sessions becomes crucial. Practice
{s important in improvement of reading ability. This is clear on
theoretical grounds, but was also evident in the present study from
correlations between reading progress and those factors which indicate
amcunt of reading; for example, correlations between reading progress
and initial reading habits, amount of reading in sessions, remedial help
provided by the secondary school.

-Skill sessions seemed to be more successful than interest sessions,

because in skill sessions, the children did more reading. A fairly
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trivial point is that this was partly because of the nature of the
approach. If, for example, cooking were used as an interest approaéh
to reading, then time in sessions was spent cooking not redding.

The reasons for less reading in’iﬁterest sessions extended beyond
this point, however. It was easier to avoid reading in interest sessions
than in skill sessions, and many children in interest sessions seized
this opportunity. Poor readers often seem not to have learnt to read
because they have become very adept at évoiding dbing any reading.

They simply never practise the skill., Interest sessions may provide
unlimited opportunity for the children to obtain much further practice

of avoidance tactics, rather than of reading. The greater use of
avoidance tactics in interest sessions was reflected in the greater

aﬁount of inconsequential behaviour displayed by the children who attended
interest sessions than by the children who attended skill sessjons.

Clearly, the dynamics of the children's motivation had been
misunderstood. It was assumed that with unmotivated, alienated,
working-class poor readers, an approach using material that rélafed to
the children's interests and culture would be the most motivating, In
the remedial context, this was often a false assumption.

The first suspicfon that the interest approach would be ineffective
arose from the fact that the children turned outvnot to be as alienated
from school as it had been assumed they would be. The children attended
school well; over a third of them were said to 1ike school very much;
and they obtained normal scores on the ﬁostility part of' the Bristol
Social Adjustment Guides. Because of the Tack of alienation and
hostility of these children, an interest-centred approach immediately

became less of a necessity.
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Whether or not the Tack of hostility of the children was responsible,
it seemed that the content of the reading méterial was less important
thén its suitability as regards reading level ahd'Structure. It is true
that some interest sessions were much enjoyed, but on the whole both the
teachers and the children felt that they were not really getting down to
_the task they were there for. The greater structure and direction of the
skill sessions was preferred, and in particular, the feelings of success
and mastery, as the child moved from book to book of the reading series.

Orie must briefly consider here the problem of the content of reading
schemes. Given that the structure and grading of the read1ng schemes {s
extremely he]pfyl for both teachers and chi]dren, it then seems necessary
to produce readihg schemes with the necessary structure which in addition
relate cloﬁely to the children's lives, ’Nippers' and the 'Pirate’ series
attempt to meet these criteria. Even so, these books are often disliked
by poor readers. Many of the 'Nipper' stories are trivial in the extreme.
Moreover, they are not as well-structured as say the Ladybird Key Words
scheme. ~ The widespread use of the Ladybird Key Word books %n schodls
jndicates that this structure is much appreciated by teachers.

In the present investigation, it was not possible to examine reading
~ schemes in great detail. Given that reading schemes are a virtual necessity |
for the teacher and the chde. such an examination needs to be made. The
effectiveﬁess of different schemes could be compared. Inter-relation-
ships between content and structure could be examined. Moét important,
further attempts could be made to produce the alternative read1ng scheme,
Many people have tried to produce such a scheme, but success so far seems
to have been limited.

Returning to the analysis of the children's motivation, the
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Skinnerian viewpoint of the great reinforcing Va1ue of 'knowing an
'answer is correct’ seems borne out. In terms of Dunn-Rankin et al's
analysis of reward preferences (see Chapter 4), Independence ﬁewards.
such as were offered in interest sess1ons were not greatly rewarding,
Positive re1nforcement was more likely to stem from Adult Approval and
Competitive Rewards.‘ To put this into more concrete terms, "Teacher
writes 'Exeellent' on your paper" or "Be first to finish your work"
seems to’be“more rewarding for poor readers than such categories as
being-"free to work on Something you like", (Dunn-Rankin et al, 1969,
Reward Preference Patterns in Elementary School Children, Int.J. Educ,
Sc1 3, p. 61).

The qua11f1cat1on must be made that this was only so for the Tess
intelligent children. The more intelligent children fared equally well

wifhkeither approach, and therefore the rewards offered in interest

- sessions were presumably as motivating for them as the rewards offered
in skill sessions. For example, there was one little boy, David, with
a WISC Full Scale score of 130, who became totally involved in 1nterest
work. At the start of the sessions, he began writing a story on outer
space. He did this during the sessions and at home as well, The teacher
found it exfremely difficult to divert his attention to any other topic
and actually.complained about this in several of her session accounts.
The boy made about 11 months' progress in reading during the course of
the sessions,much higher than the overall mean for the Interest Group,
It is clear that interest sessions can sometimes be highly successful,

,Further'research could therefore be directed towards delineating
groups of children with whom the skill-centred or interest-centred

approaches'could be the most successful. The present delineation has
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only been in terms of inte]ligence.' It shou]d‘be possible, if more
children were examined, to make the delineation more precise, For

~ example, in spite of the results obtained in the present stud&. I am

still not sure that for very unmoiivated, hoéti]e boys an interest-
ceﬁtféd approach might not be the only way. Other individual differences

~may also be important. Thus, the dimensions of introversion and extra-

version haVe been shown to be related to achievement (Eysenck and

- Cookson, 1969). This whole area of individual differences in relation

to rémedia]vteathing is in need of furthér research,

What are the broader implications of my findings? Strictly
speaking, the findings apply only to selected groups of children with

reading problems.' However, the findings may well apply to other children |

also. The investigation has been concerned specifically with reading,
but fhe findings may also throw light on learning in general,

It has.to be borne in mind that the interest/skills distinction is
not clear-cut; that the equation of the interest and skill methods with
progressive and formal teacving is uneasy; and that the elements which
compose progressive and formal teaching are unclear. Bearing these
limitations in mind, it can be said that the interest-centyed approach
is related tb progressive teaching methods, and that the skil]-centred‘
approach is related to formal teaching methods.

Assuming results can be yeneralised out of their immediate context,
then the implications for progressive education, with the stress it lays
on pupil choice and freedom, may be grave. For the implications are
that many children, and especially the duller ones, will make maximum .
progress and will prefer a situation in which teaching is we]1-structgred

‘with little pupil choice. As Froome (1975).ésserts:
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...for the great mass of our children the
discipline, structure, system and purposeful

_ direction of ‘'old-fashioned' formality are
preferable ... The 'smorgasbord! approach is
not for them. Children of low ability respond
most enthusiastically to formal didactic
methods which set out to instruct them, not
to cajole them into learning.

(Read1ng and the School Hand1cap Score,
in Cox and Boyson (eds.), Black Paper, 1975, p.11)

One’wou1d assume-of course that, within the formality, there should
still be a good teacher-pupil relationship, and thét the atmosphere and
environment should not be repressive,

There are many holes still to be filled in. In particular, the
distinction between progressive and formal methods is in need of
further exploration, both in the remedial context and in normal
teaching. This could be by means of questionnaires and by observations
of classes and of small groups of backward readers, with careful noting
of the different activities pursued and the teacher's handling of the
class.

But meanwhile, what is one left with? In a we1]-contro]1éd
experiment, where both tﬁe experimenter and the teachers were initially
in favour of the progressive approach, the more formal approach proved
the more successful for the majority of children. This was so not only
in terms of reading ability, which might be expected, but also in terms
of the teachers' and children's reactions towafds the two approaches,
Both teachers and children seemed to prefer the more formal approach.
One can only say that these results provide 1ittle with wiich to comfort
the progressive educationalists. '

Thus, the answer provided by the present investigation as to how
best to help poor readers runs as follows.. Because poor readers tend

to come from homes which give 1ittle educational support, progress is
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'A.l SCHOOL OBSERVATION SCHEDULE.  (used on first visit to primary schools)

I. SChOO]: € 9 9 0000000 0000000000000 000000000000ss0ssRRRLTS
2. Addl’eSS: 08P 000 8 0 0SSP OS N80 0800000080000 00000000PSSIMILTS T
. Phone No.: ..Q.....'C.'................O.................. .

. Name Of head: ceccesceoscscvcssssossssssssscossssasscscnsanse

3

L

5. Name of remedial teaCher: eeeeeesosesesssesocsnsssasnnnnnnnss’

6. Names of other téachers:-...................................::......‘...
SECONA VISTE: suseeeosnnnssssssssssnsasinssosesesssanes ceseveans

8. Size of school: .............................................:'.........

g, Infant dept: YES/NO

10. Descr. of school buildings: ....................;................::..‘.

11. Descr. of school surroundings: ceeeessssssessssseosscsssassoseses o

12. Type of child (as described by head): sevusieceeccscrnoansncs T

14. Estimated no. of backward readers
in SChOO]: in third Year junrs.:......-.......-..............,

in fourth year JNrs: ceceecccscescsscsccsccsscscsace
15. Reading schemes used: T
INfants/1OWEr JUNTOTS: seecsasasassssennssessessnsssasosnnses
upper juniors/backward readers: ..............,.............;:::::::::

16. Descr. of library facilities
(ln CIassroom’ separate “brarY’etc')= 800000000 CIIIIRNOIOINITETROITOTS

17. Descr. of remedial treatment: ceeecvessccsscsssescosssscsosssssoes

18. WiT1ing to take TeaCher? vevervussesssnsesesrrnnsesssasernnnsnnns

19. Facilities. Free FOOM? e eassosnnsessencsssssonsesnseanassnnes o
When free: ..............................................‘

20. Any Other COMMENTES S secevsssssncccscosscsveccsocscenassss

A. 2 CONFIDENTIAL SCHOOL REPORT

(This was filled in at the start of the sessions for all children In the

fourth year juniors who had reading ages of 8% years

school reading test given.) vy or below on the last
To be»fllled in by head or class teacher

Name of person completing form : '

Name Of SChOOl: ooo-o,oaocoo.tnnoo;oolcooo.............'. |

Date: 0660000000000 00000000000008000000000000000000000000c00000000 0000
L2 O Y
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Child's full name

Sex: BOY seee

Age: . Years ;oo

Date of birth: Day ..;

Girl +.ev. (Please tick)
MOnthS vee
Month ... Year vere

Reading age (or quotient) :

Reading test used:
Date reading test given:

1Q or Verbal Reasoning-score:

Test used:

Date given:

HOME BACKGROUND

Please tick.

Does the child live a.

c.
d.

e.
f.

g.
h.
Ie

How many older brothers

How many younger brothers does the child have?
How many older sisters does he have?

How many younger sisters does he have?

with 2 natural parents

with true mother alone (ie. not with
a father)

with true mother & father substitute
with true father alone (1.e not with
a mother) '

with true father & mother subst]tute
with third person (but nelther parent)
In an institution of any kind

not known

other

does the child have?

Ses s

* o0

LN N

Describe the father's work as fu‘]y as pOSSIb]e: ®ecseessrsceesesessec

.....l.....'....‘..O...‘.I...l.l.....'.......‘.Q..................'.
LI

If he is now unemployed, please describe his last job as fully as

pOSSib]e: 09 000000000000 00000 0000 cEsetIrnIveItItTscssoscstsssssnses

Describe briefly what else you know of the child's home clircumstances:

.........Q................O..Q.......‘...‘........l.‘.....'.‘......... ’

PHYSICAL

Does the child have any physical handicaps? VYes ....

If yes, please describe briefly, under the appropriate headings.

Vision: ceeseecescncce
Hearing: seeccesccescss
Speech defects: cevanee
Respiratory: seeeecsess

other: IEE R EN NN NN N NN N

NO eSS 0 0
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130

14.

15.

16.

17.

18.

19.

20.
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EMOTIONAL

Does the child have (or has it had) any emotional problems? Yes ....

S No ....
lf'SO, P]ease give detai]s . ""'0000'3¢'0OlOo;ooou....oooocoooo-o

Has the child changed school, other than the normal infant/junior

transfer? "YeS. eeseccsss NO seves

If yes: How many times? -  (eeoeees

' Why did the child change SChoo1? .iiveesenesecessoccons

, How long has he been at his present school? teeecescses

ATTENDANCE

a. Please tick.

Very good .... Good .... Average .... Irregular .... Very Irregular.

b. Has the child had any prolonged absences? Yes ... NO seee

If possible, please give details and reasons for absenceSeeesessess

READING | |

Has the child previously received special help with reading?

a. outside the school Yes .... NoO ...

b. in school Yes seee NO 4o

Please describe briefly the special help he has recelved svececscoccss

Has he been referred to any other outside agencies (e.g. Assessment

Centre)? Yes .00 NO o4us

If yes: Where had he been referred to? L R R S P
When was he referred there? c.eeeeeeeccecscacnconsesoscscccses
Why was he referred there? teeeieeeessorsncsseosssessscssnees

Is he thisyear receiving extra help with reading apart from that

supplied by the teacher from Keele? Yes ... No ....

Please describe briefly the nature of the help: (iiececeeccsscscnccons

what do you think are the main causes of this child's poor reading

abT1TtY? teeeceecooscoscecseoconossoessessecacscnsrsossossassnsansacnns

Please tick one.

Would you say the child a. likes school very much
b. on the whole likes school more
than he dislikes it
c. dislikes school

*s0 0

HOBBIES AND INTERESTS

Please give any informat‘pn aVéilab]e on these: 0080800000000 0000s0

Thank you very much for sparing the time to fill in this form.
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A.3. INSTRUCTIONS FOR,PRACTICAL WORK
’ (These instructions were given to the ten session teachers bsfore
sessions began.) ' '
Remedial reading teaching of ten-year-old wofking~class children by means

‘of an "interest-centred” and "skill-centred” approach

We want you to work with ten-year-old working-class children, with

~ reading ages between 6 and 8} years, using two different approaches, an
"interest-centred” and a "skill-centred” approach. The interest-éentred
approach involves relating reading material as much as possible to the
interests and culture of the child, and encouraging the child to read on
his own, cutside of school. The skill-centred approach involves treating
reading as a skill to be taught in as structured a way as possible. Both
approaches will be operationally defined and explained more fully later
in this paper. ~

Each of you will teach eight children, four by means of one approach,
four by means of the other. ~
~ We are intending to look at the differential effectivances of these

two approaches in improving the child’s reéding ability, We think the
comparison is one worth making for the following reasons.

Various studies have been made over the past few. years of the effect-
iveness of remedial teaching of reading, Most of these studies show that -
such remedial teaching frequently produces good short-term results, but
that, in the lbng run, there is usually little difference in reading
ability between a child who has received such help, and one who has not
(Collins, 1961, Carroll, 1972). Now, studies of the backgrounds of poor
readers show that many of these children come from homes with relatively
few books and other reading materials, where the parents do little or no
feading (see Peaker, 1967, Morris, 1366). It would seem, then, that
whilst the child receives remedial lessons, he gets practice in reading ,
as well as possibly helpful tuition in phonic rules and word analysis,
But, when the remedial lessons end, he returns to an environ&ent where
little or no reading takes place. Hence, he may well do little reading,
once the remedial lessons end, and so not improve his reading ability
much beyond the point reached in remedial lessons.,

Now, given these findings and the interpretation outlined of them,
it seems that it might be more important during léssoﬁs with the chilg
to put the emphasis on trying to make the child more interested in books
and in reading, and so doing it on his own, outside of reading lessons,
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in preference to putting the emphasis on teaching the skills involved
in reading (although of course getting the child interested in
reading and teaching the skills need not be mutually exclusive).
T. Booth et al (1973) in their "Evidence to the Bullock Committee”,
put this point in the following way:
"The learning needs of individual children can
best be met if attention is paid not only to
- their levels of attainment, but to the progress
~ they are making towards independent leaming...
The aim ... in remedial and special education is
to enable the student to improve himself in the
areas where he has difficulty. Carefully structured
reading programmes have an important place ... but
procedures which rely too much on the direction of
a tutor or teacher ... can be counter-productive.
It may be that too great a reliance on formal
instruction in remedial work can help to explain
some of the disappointing results found in follow-up
studies of children who have 'received' remedial
teaching. Short-term gains are typically lost after
a couple of years, and it sometimes happens that
children make no further progress once remedial help
is terminated.” ‘
N (Learning to Communicate, p.1)

One of the ways in which it may be possible to make the child into
an "independent. learner”, as far as reading is concerned, is to use
material that relates to the child’s interests, and to try to mowe
from this to getting the child reading voluntarily on his own.

As for the "skills” approach to the teaching of reading, the easiest
way to obtain the necessary structuring. and gradual increase in

- difficulty may be to use one or more reading schemes, supplementing
this with additional tuition in various aspects of ths skill, where
necessary. Hopefully, the reading schemes used will hold some interest
for the child, although they are unlikely to relate to any specific
interests he may have.

The two sides of the interests/skill question are rather nicely
commented on by Tansley on the one hand, and Fader on the other.

. Tansley (1972) asserts: |
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"There are many ways in which children can bg :
motivated to read. In the past, the predominant
one was interest ... Experience with children,
slow to read, led to a different understanding
of motivation. They want not only initial
success, but continuing feelings of success ..,
The interest motive is, of Course, important,
but the predominant one seems tg be mastery.
If this is so, it becomes necessary to write

" books for children with sufficient control of
vocabulary load and repetition that continuing
feelings of mastery are obtained. This may mean
that the interest factor has ta taks a subordinate

role."” (Basic Reading, p.12)

Fader, on the other hand, claims:

Semiliterate readers do not need semiliterate
books. The simplistic language of much of the
life-leeched literature inflicted upon the average
schoolchild is not justifiable from any standpoint.

(Hooked on Books, p.57)

The null hypothesis in this experiment, is that progress by the
children in reading will not differ significantly, whether the
interest-centred or skill-centred approach is used. Whatever your
personal beliefs, it is very important that during the teaching, you try
to remein as unbiased as possible towards the two approaches. A valid
comparison of the two methods cannot be made, unless yoy try to remain
neutral between the two approaches. .

The Skill-centred Approach _ |

This involves using one or more of the standard reading schemes, and
giving additional tuition in phonic rules, techniques of ward analysis,
learning of vocabulary and some language and comprehension work,

Same_suggestions about possible ways of doing this

The reading schemes:  Any moderately well-structured reading scheme may
be used e.g.Royal Road Readers, the Griffin and Dragon Pirats series,
the Ladybird Key Words Reading Scheme, Racing to Read, H-ppy Venture and
Wide Range, and the Beacon scheme. Some of these reading schemes are
rather babyish in content, but, on the other hand, they may be
well-structured. You might prefer to use a somewhat more adult reading
scheme e.g. Step up and Read,
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The reading schemes used should not be ones the child is already !Ef!
- familiar with. For this reason, Happy Venture and Wide Range may not be
suitable, as most schools seem to use these schemes rather a lot.
Preferably, the reading schemes used should be completely new to the
child, but, as many schools carry a range of reading schemes, this may
well not be possible. :

In addition to working through the readiﬁg schemes, phonic rules may
be directly taught and phonlc games may be played. (An outline of phonic
regularltles is given in one of the appendices in the "Bnaakthrough to
Literacy” manual, and can also be obtained from Vera Booth's "Sounds &
Words”. We have both these books in stock for you.)

The child could be helped to break down words and build them up on his
own. New vocabulary could be noted in vocabulary books and revised in
succeeding lessons. Some time could be devoted to language and
comprehension work, using, perhaps, some of the Ridout books, and
) Tansley s Sound Sense.

These are only a few prellnnnary suggestions. You will, doubfless, .
have many rore ideas. But please do not choose books from cutside the
reading schemes you are using, that relate to the specific interests of
the child. Do not actively encoursge the child to read on his own
_ outside of lessons, although do not discourage this either. For example,
if a child wants to take a book home with him, he should be allowed to do

" s0. y

The Interest-centred Approach

This involves relating reading material to the interests and culture of
the child and encouraging reading to take place outside of reading

lessons.

Some suggestions about possible ways of doing this

1, Using books that relate as closely as possible to ths particular
interests of the children or to particular exciting events in their lives.
a. Books with many pictures and phatographs.

" Dn the whole, these may be too hard for the children to read, but the
pictures and photographs may be looked at, and talked about. Parts of
the text can be read to the children. The children can try to read
sppropriate parts of the text e.g. chapter headings and picture‘captions.
W.E. Hildick (1970)talks of these books as "the books designed to be

read (and looked at) with children, as distinct from those to be read to
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them or by them ... Skilfully done, as so many of them are, they form an
excellent introduction to the feel of books, to their power to delight.”
(Children and Fiction, p.82). It may well be valuable for the children
to look at picture books, if they enjoy doing S0, even though little or
no reading may be done. :

b. Simple reading material, about topics the children are interested in,
at an appropriate level of reading ablllty. e.g. if the child is inter-
ested in cowboys, there are quite a few fictional and non-fictional books
about cowboys available.

2. Reading stories aloud to the children. Hildick (1970) comments
"fiction written to be read to young children is évery bit as important

as that which is written to be read by them ... Thus, as the skill (of
reading) is being mastered an experience of the delights ... to which that
skill is the key is being offered ... (Reading-to is more often regarded)
as an intellectual indulgence ... than as the vital basic necessity it is,.
While most teachers would automatically allocate time for regular
primer-using periods, few would give an equal, let alons a greater, amount
of time for reading stories to their classes”. {op.cit. pp. 78,80).

Work by Cohen (1968) supports the view that reading stories aloud to
poor readers may have beneficial effects on reading ability. It seems
likely that this would be a way of making some lowly-motivated backward
~ readers realise that there were interesting things in books.

3. Using comics, : 4 ,

Children seem to like comics a lot. Even the less able look at them
regularly (Alderson 1968). Comics seem to be potentially highly
motivating devices, as far as reading is concermed. Unfortunately,
comics seem to be too hard on the whole, for backward readers to read.
These children tend to just look at the pictures. Nevertheless, various
uses can be made of comics. Stories can be read to the children from
them. Pictures can be cut out, and captions written underneath (ses
Johnson & Johnson 1871). When comics have been finished with in Class,
children can take them home.

Comics seem to be one of the few sources providing reading naterdai and
pictures about pop stars. As many of the children, especially the
girls, seem to be interested mainly (or only) in pop music, it is
essential to try and use comics in relation to this. Comics and
magazines relating to other specific interests of the children may also
be used, e.g. war, Football bird, animal and fishing magazines.
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With these magazines, it may need some skill to get the children reading
rather than‘just looking at the photos, e.g. the teacher may need to
prepare simplified worksheets about the topics covered in the magazines.

4., Pop songs can be tape-recorded, and then played to those children
who like pop music. Whilst listening to the music, the children can
follow the words of the songs. Words to pop songs can be obtained from
various magazines (Disco 45).

5. The children may want to write on topics of interest to.them and

on exciting events in their lives. (Sylvia Ashton-Wamer would call this
'organic’ writingl) They could do drewing and other accompanying
activities whilst writing.

6. The children could be encouraged to bring their own reading meterial
to the lessons. (If the children are to become "independent leamers”,
they have to be able to find material to independently learn from.)

Books and comics should be lent to the children. This is likely to
encourege reading at home.

7.  Visits to the local library and to local bobkshops could be arranged.

8. Children should be encouraged to read to themselves as much as
possiblé, with subsequent discussion about what has been read with the
teacher. Some oral reading may be necessary. Some children may not
concentrate unless they are reading aloud to the teacher. Oral reading
also provides the teacher with instant feedback about the child's
difficulties.

g. When in reading, the child has difficulty with particular words,
the relevant phonic rules or methods of word attack may be explained to
him. However, phonic games should not be played.

10, "Interest” vocabulary can be noted down and learnt by the child.
Baoks such as those by Ridout and Tansley's Sound Sense should not be
used, unless passages in them relate to the children's interests.

These instructions are rather longer than for the skill-centred
approach. Nevertheless, they are still only meant to act as guidelines.
Different children have different interests, and so each child has to be
dealt with individually. A lot depends on the teacher’s skill in

~ successfully relating reading material (much of it not particularly suited
_to the purpose) to the children’s interests.
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The suggestions above are only suggestions. You may find a lot of them
don’t work with the particular children you're working withy and you
Will prﬁbably have a whole lot more ideas about what will work. But
please keep to the general approach outlined of working from the child's
interests, relating reading material to these interests and actively
encouraging reading to take place outside of reading lessons, .
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A.4. RELEVANT INFORMATION ABDUT.THE CHILDREN YOU WILL BE TEACHING
(This information was given to the session teachers before the
sessions started.) A

‘This information has been collected from questionnaires ?iiled in by
head or class teachers, interviews with the children and a reading test
(the Neale Analysis of Reading Ability) given individually to each child.

Intelligence test results provided by the schools are not given here,
as most of the tests used in these schoals require reading ability, and
therefore glve no valld indication of the 'intelligence’ of a poor
_ reader.

In the 'interests’ section, I have given only specific inter;sts of
the children to which it may be possible ta relate reading matter. Almost
all of the children may be assumed to spend a lot of time playing out and
watching television.
 This information was given by teachers on the condition that it would
be kept corpletely confidential. Please remenber this, and do not leave
it lying around or discuss it (using children’'s names) with other people.

A.4. RELEVANT INFORMATION ABOUT THE CHILDREN YOU WILL BE TEACHING

4. Child's NAME: ssesescscssssnssrascce 2; School: ceseeesnsnssssannenas

3, Sex. Boy ... Girl ...

4. Date of Birth: ceseesessessas Age (Sept/0ct 1973): ceevvenciennnnnsen

5. Reading test results.

Neale Analysis of Reading Ability (given Sept/Oct 1973):

: ACCUTaCY ssesssensanes COmprehension cvseeeceenes

School reading test. Reading age (or quotient]): ceveveennccncarsssnsnnnss

" Test USEO: csrerrsnrssneses DALB gIVANT virvevianenss

Reading test given by educational psychologist or remedial adviser.

Reading age: «sesesscesees T85L USED: cecieveannns Date given: teeveennss

6. ODistinguishing features of hame background: S erareseteseescrtarienes

7. Older brothers: sesesss Younger brothers: «e..ee. Older sisters: ....

Younger sisters: «.e... C

B. The child. PhYSICALE seevevsssssssssseesereeessniesenseessnnsnnnnnes
‘Emotional: ececvsessevecvecsncsssttasninsansrasssssnnasens

9, Attendance at school, Very good ... Good ... Average ... IrTEgular .

_ Very irregular ...
10. LONg BDSENCES waversesenssetosttnntunsusssernasesseensernsensrnsens
19. School changes: ..................;.................................:

12. Pr'e\[ious help giVBn tO thB Child: ’.I‘I.l..ll.lll.il.ll'.l!llll.l'l.l
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13. Presentvhelp giVEH tO the Child: ;.u.;-.‘..l..ll..llll..llll..l‘llll

For those children taking part in the interest-centred approach

.14. Interests. A. As given by the head or class teacher:
B. As given by the child during an interview. (Roughly
in order of importance for the child.) -

A.5. SESSION ACCOUNT FORM : CONFIDENTTAL

Practical work: Accounts of remedial reading lessons. ‘
Teachar’s initials: ceevvenses Date of 1esson: veeeecen...
Skill-centred group. Children absent (use first names): teieersssttenaiae
' ' Length of lesson. From .vvvee.. To Ceresestaitntianaa
Please give a.brief resume of activities followed during the lesson by
each child, including names of baoks read (say whether in part or whole)
and short description of any other pursuits. b. amount of time spent on
each activity by each child. c. your opinion of how the various books and
activities were received by the children (could give any comments the
children made). d. any other interesting information. Use children’s first

names.

Irierest-centred group. Chlldren absent (use first names): ,......... crene
Length of lesson. FrDm sessssve 10 SesssassEr s Ras
Brief resume (as for Ski11~centred grDup): M N I N I

| (The above took up a whale page, with the skill-centred group's
infomatlon placed at the top of the page, and that for the interest-centred
group half-way down the page.)
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A.6. TEACHER QUESTIONNAIRE:
(This questionnaire was given to the session teachers when the
sessions ended.)

Assessnent of practical work remedial reading teaching using.interest-
and skill-centred epproaches.

Teacher making record:s ecessivesesescsssasssass DAEE: venvvscosnsnves
Please answer the following questions as fully as possible. o

1. What do you regard as the main advantages and disadvantages of the
- two approaches that you have been using in your practical work? Which
. approach, on the whole, do you feel to be the better one?

2. How did you feel about the two apprpaches.beFore you started using
‘them? For exanple, which did you think would probably help the child
most in reading? Did you feel that you wanted one approach to work
rather than the other?

3. How did your obinions about the two approaches change whilst yoﬁ were
~using them? Which approach did you feel was helping the children most?
Did your bias, if any, towards one or other of the approaches change?

4, What do you regard as the most inportant factors in remedial reading
teaching? '

(Questions 1 and 4 were each printed on a page on their own. Questions
2 and 3 were printed on the ‘same page, question 2 at the tOp, question 3
half-way down.)
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A.7. INTERESTS QUESTIONNAIRE

(This questionnaire was given to the children in the Interest

5.

6.

7.

8.

9.

Group before sessions started)

Question

What do you like doing best when you're

not at school?

a.
b.

Coe

a.

a.
b.
a.
b.
c.
a.

b

C.

Do you watch television, or not?
How often do you watch it?

‘Every evening?

Which programmes do you like most?"
What games do you like best?

Do you support a football team, or not?
Which one? _

Do you ever go fiShing, or not?

How often do you go?

Do you do any painting or drawing at
home, or not? V

(If yes) Do you like drawing a lot or
not? '

How often do you'do it?

What do you draw (paint) ?

Do you make things e.g. models.

(For girls) Do you do any sewing at
home or not?

What do you sew?

Do you collect things at all, or not?
What do you collect?

Do you go to the cinema or not?

When did you last go?

What's the nicest film you've seen?

Do you like listening to music, or not?
What so-t of music do you like
listening to? »

Who are your favoqrite popstars?

N a N o
-

Answer (Record verbatim

or circle appropriate answer)-
1. '
2.
3.

Yes / No

Yes / No

Yes / No

Yes / No

Yes / No

Yes / No

Yes / No

Yes / No

.‘Yes / No

Yes / No



10.

1.
12.

13.

14.

15.

16.

- 26 -

d. Do you play any musical instruments or not?
e. What do you play? ' |
a. Do you have games (toys) to play with
at home or not?
b. Which is your favourite one?
When you go and play out, what games do
you play? ‘
a. Do you belong to any clubs, or not?
b. Which ones?
a. Do you have any pets or not?

- b. What do you hawe?

c. Do you like Watching birds or not? .

d. Do ydu like animals or not?

e. Which are your favourite animals?

a. Do you go to church or not?

b. Every Sunday?

What do you want to be when you leave school?
Is there anything else you're interested in

_that we haven't talked about?

Yes / No

Yes / No -

Yes / No

Yes / No

Yes / No
Yes / No

Yes / No
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CAPPENDIX B
INFORMATION ON MEASURING INSTRUMENTS

Attitude to Reading Questionnaire .
The Neale Analysis of Reading Ability
Schonell Silent Reading Test A

Bristol Social Adjustment Guides



1.

3.

5.

6.

7.

8.

- 248 -

ATTITUDE TO READING: QUESTIONNAIRE ND; 1.

(This questionnaire was given before sessions started.)

Question

Could you tell me first how old you are?

=0

b.

Do you have any brothers? (If yes:)
How old are they? :

And do you have any sisters? How many

' do you have? How old are they?

Can you tell me what work your fathep
does? (If unemployed, ask what his
last job was.) '

What lessons do you like best of all
at school?

What lessons do you like least of all
at school?

What book are you reading now in school?

How long have you been reading it for?

- (If child has difficulty in saying,

Ce

a.

ask, e.g. all this term, last term,
Jjust for the last week?)

Would you say that you like this book
a lot, a little or not really at all?
(If child has difficulty in replying,
add 'inbetween a lot and a little’.)

Can you tell me what you usually do
when you go home after school?

And what do you do on Saturdays and
Sundays?

(For both a. and b., try to get wp to
3 activities from the child.)

Would you say that you do a lot of
reading at home, some reading or none

“at all?

Have you read anything at home during
the past 2 weeks, or not? If yes:

What have you read?

Does your mother sometimes hear you
read and help you or not? If yes:

"How often does she do this?

What about your father? Does he
sometimes hear you read and help yoy
or not? If yes:

How often does he do this?

"2

" one:

Information recorded

(Tick appropriate category
or record verbatim answer. )

Age:

Nol O.F bmthers: o0 Ssssqgess
Ages:

.'...I"l'.l.ll'l'.l.

NO- DF Sisters: ssssessenss

Ages= ll.l....ll‘i‘lll'...'l'

;'FathBP'S WOPK: ussrseseans

1. 1st and 2nd choices
2. recorded

1.
2.

Title: ¢vvuve.. Series: ces

v' mcently: .........-....
few WeekSE LI N N I NI SR,
from last term:

alot: ..lll.ll'l.ll.l.l.l.
inbetw. a lot & little: ...
a little= L R
not really at all:

Up to 3 activities
3: recorded

1.

. 2.

3.

a lot:
some:
none

at all: fecNsEB NN g,
some books:

sesssennes NNONE: esean
Material read: svsssssees ey

a 1Dt= *ssasses 3 litt1é= ¥
not at all:

a 10t= L N N N R O R

a little: *ss0s PRSI NEIILISAILIS
not at all: tesssnc sy



10.

de

. b.

1.

12.

13.

14.

15.

16.

17.

18.

Ce

Cs

as

b.

Ce

b.

Coe
A
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Do you have some books of your own
at home or not? If yes:

About how many do you have?

What sorts of things are they about?
Do your parents have some books of

their own, or not? If yes:

About how many do they have?
What sorts of things are they about?
Would you say that your parents

- spend .much, some or na time

reading books?

Do you read any conncs, or not?
If yes:

Which ones do you read?

Do you'get them every week, or just .

some weeks?
Do you buy them or borrow them?
Do your parents read any

newspapers, or not? If yes:

Can you tell me what they are
called?

Do they get them every day or just
some days?

Do your parents read any mégazines,
or not? If yes:

Which ones do they read?

Do they get them every week or just
some weeks?

Do you ever go to your local library?

If yes:

What was the last book you got out
from there?

When did you get it out?
How often do you usually go there?

Do you take bocks home from school
at all, or not? If yes:

What was the last book you took
home?

When did you take it home?

Would you say that you like reading
a lot, a little, or not really at
all?

(If child has difficulty choosing
between a lot & a little, alter-
native answer 'inbetween a lot & a
1ittle’ is supplied.)

) NOHB: o-o-; 1-5:

"no time:

6-10: ..".'11_20:
21‘30: eces 31-50:
GT 50: ....

Sorts of books:

sneey 1-5: Csesosenss

vesen 11‘20:
ses e 31'50:

None:
6-10:
21-30:
GT 50

Sorts of books:

Father: mUCh3 ssse SOMB:.,
no tiWE: "vsssessssnesnEns
Mother: much: .... some:..

Yes:
No:
Names:

Every Week: tSeevesssassans
SDrTB weeks: es p RNV EOTIBTNOTEUEBRES

Buy:
Yes:

NO: LI R R O

R BOITDW:

Names :

Every day: S8 0 8800 eENeEED
Some days:

Yes:
No:

Names:

EVEFY Week= Cesvss ey
SO”B WeekS: sasses st

N8V8r= IIIl..IC.l.l.I..lI.
Used to:

PrESént, inactiVB: es e
Active:

Not at all: ..... rarsly:.
Often/recently: vieeeeeees

Nanel seseencsusenceRIBEOERON

A 10t= Steeervessncssssans
Inbetw. a lot & a little:.
A little= savesscesscssnves
Not really at all:
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Attitude to Reading Questionnaire No. 2, given at the end of the
sessions consisted of the following questions from Questionnaire 1:
questions 4,°5, 6, 7, 13, 16, 17, 18. The questions were asked in this
order. (Reasons for asking only these questions in the second questionnaire
are given in chapter 6.) :

Attitude to Reading Questionnairé No. 3, given on follow-up of the
_children, consisted of the following questions from Questionnaire 1, asked
in the order listed below: questions 4, 6, 7, 13, 10, 11, 12, 14, 15, 1s,

17"]80 ‘ .

- Literacy of the home

The questions given below from the Attitude to Reading questionnaire were
taken as a measure of literacy of the home. On the right is shown the
coding used for each question in analysis of the answers.

Question Coding
8.a. Does your mother sometimes hear you read Not at all: 1}
and help you or not? : Little: 2
b. How often does she do this? Lot: 3
9.a. What about your father? Does he sometimes Coding as above

hear you read and help you, or not?
b. How often does he do this?

10a. Do you have some books of your own at home ‘None: 1 1-5: 2 6-10: 3
b, Aoone N My do you have? 11-20: 4 21-30: 5
. About how many do you have? 31-50: 6 .
c. What sorts. of things are they about? more than 50: 7
11a. Do your parents have some books of their Coding as above

~own, or not? ,
b. About how many do they have?
c. What sorts of things are they about?

12a. Would you say that your parents spend much, - Father No time: 1 Some: 2
some or no time reading books? Much: 3 )
: Mother: codin
14a. Do your parents read any newspapers or not? - No: 1 Yegszg 2s above
b. Can you tell me what they are called?
c. Do they get them every day, or just some
- days?

15a. Do your parents read any magazines or not? Code as above
b. Which ones do they read? _
c. Do they get them every week, or just some

weeks?

These questions were asked at the start of the sessions and on follow-up.
Questions 8 and 9'were not asked at the time of the follow-up.
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Expressed attitude to reading

The following questions were taken as a measure of expressed attitude
to reading. These questions were asked at the start of the sessions.

4.a. Whaf lessons do you like best of all

18a.

Question

at school?

What lessons do you like least of all

at school?

What book are you reading now in school?
Would you say that you like this book a
lot, a little or not really at all?

Would you say that you like reading a
lot, a little or not really at all?
(For both qu.5 and qu.8, if child has
"difficulty choosing between a lot and

a little, alternative answer 'inbetween

a lot & a Tittle' is supplied.)

Reading Habits

.Coding used

Reading mentioned as a
favourite lesson:
Reading not mentioned:
Reading mentioned as a
disliked lesson:

a lot:

inbetween a lot &
a little:

a little:

not really at all:

N W

- N W o -

Code as above

The following questions were taken as a measure of reading habits. These
questions were asked at the start of the sessions, at the end of sessions,
and on follow=-up.

6.a.

16a.
b.

c.
d.

17a.

b..

Can you tell me what you usually do when Reading is mentioned as an

you go home after school?

WOuld you say that you do a lot of
reading at home, some reading or none

at all?

Have you read anything at home during

the past two weeks, or not?

" What have you read?

Do you read any comics, or not?
Which ones do you read?

Do you get them every week, or.just

some weeks?
Do you buy them or borrow them?

Do you ever go to your local library?
What was the last book you got out from

there? N
When did you get it out?

How often do you usually go there?
Do you take books home from school at all

or not?

If yes: What was the last book you took

- home?

wWhen did you take it home?

out~of~-school activity.
Yes: 2 No: 1 - .

A lot:.3
Some: 2
None: 1

Some books: 3 One{or comics):?2
None: 1

Reads comics: 2
Does not read comics: 1

“Active membew: 4

Inactive member: 3
Used to be a member: 2

~ Never a member: 1

Takes books home often/recently:
Rarely takes books home: 2
Never takes books home: 1
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TABLE B. 1. DISTRIBUTION OF ANSWERS TO THE QUESTIONS ON READiNG HABITS

Question Answer Questionnaire 1 Questionnaire 2 Questionnaire 3
: (start of sessions)(end of sessions)(follow-up)
No. % . No. % No. %

Reading Not mentioned: 61 82 55 - 73 57 76

mentioned ot 3 .

as out-of- Mentioned: 12 16 20 27 18 24

school Total: 73 75 75

activity B ~

Child Not at all: 29 40 22 29 n 15

reads at .

home Some: 1 57 51 67 | 57 76
Lot: 2 3 3 4 7 9
Total: 72 76 75

Recent Nothing: 29 39 21 28 21 28

home .

reading One book: 42 57 37 49 30 40
Some books: 3 4 17 23 24 32

© Total: 74 75 75

Library - Never: ' 26 35 - ' -

member  Ipactive: 38 39 - -
Active: 10 13 15 20 12 16
Total: 74 76 73

Child Not at all: 41 55 45 60 21 29

borrows - .

books Rarely: 19 26 23 31 1 15

from ' Recently: 14 19 7 9 41 56

school Total: 74 75 73

Child No: 13 18 26 35 38 51

gets .

comics Yes 59 82 48 65 37 49

Total: 72 74 75
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TABLE B.2. DISTRIBUTION,OF ANSWERS TO QUESTIONS ON LITERACY OF THE HOME

Question Answer Questionnaire 1  Questionnaire 3
- (start of sessions) (follow-up)
No. % " No. ' 9
Mother helps- - Not at all: 3] 44 Not asked
' Little: 36" 51
Lot: -3 4
"~ Total: 70
Father helps Not at all: 47 68 | Not asked
- Little: 21 30 :
Lot: 1 ]
~ Total: 69
No. of own None: - 12 17 4 5
books 1-5 21 30 19 26
’ "6-10 14 20 16 22
1-20 o8 15 20
21-30 9 13 5 7
30 7 10 15 20
. Total: 71 ‘ ‘
Parents' books . None: 29 48 n 18
1-5 9 15 . 7 12
-0 0 7 12 6 10
21-30 6 10 9 15
30 1 2 22 37
_ Total: 60 | 60
Father reads Not at all: 27 4 19 32
Some: 34 52 30 51
Much: 5 8 10 17
' Total: 66 59
Mother reads Not at all- 33 49 . 19 3
Some: : 30 45 36 59
Much: 4 . 6 10

Total: 67 61
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TABLE B.2. continued

Newspapers
bought

Gets
magazines

No:
Yes:
Total:
No:

. Yes:

Total:

No.

A
74

15

41
56

9 .

19
73

No.

64
67
25
37.
62

.+ 96

40
60

TABLE B.3. DISTRIBUTION OF ANSWERS TO QUESTIONS ON LIKING FOR READING

Questionnaire 1

Question Answer -
(start of sessions)
No. 9
Reading Disliked 4 5
Tessons Not mentioned 57 77
| Favourite 13 18
Total 74 |
Liking for Not really 9 12
reading book Little to lot 37 50
Lot . 28 38
Total 74
Liking for Not really 12 16
reading Little to Tot 35 48
Lot 26 36
Total 73
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TABLE B.4. CORRELATIONS BETWEEN INDIVIDUAL QUESTIONS AND TOTAL SCALE SCORES

Reading Habits (answers to questionnaires 1 and 2 combiﬁed)

Spearman's
r N

1. No. of books read :

in last 2 weeks .76 69
2. Amount child reads . '

at home .70 68
3. Member of library .59 70
4. Takes schoolbooks ‘

home : ‘ .56 69

5. Reading mentioned as
out-of-school -

activity - .46 69
6. Gets comics W32 66
Liking for reading
1. Liking for reading .89 62
2. Liking for reading |

book - .80 62
3. Reading mentioned as ~

. favourite/disliked
Tesson .18 62

Literacy of the home
1. Number of parents'

books 75 60
2. Mother reads .65 67
3. Father reads .63 66
4. Number of children's

books .56 n
5. Mother helps. .48 70
6. Parents get magazines .44 56
7. Father helps .36 69
8. Parents get ~

newspapers .02 72
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: B.2.v THE NEALE ANALYSIS OF READING ABILITY

Further information on the Neale test not given in the main text is
detailed here. An important reason for choosing the Neale test was that
it is an individually administered test. Individual tests should give a
more accurate assessment of reading ability than group tests. If the |
child is left to work on his own in a group, he may not concentrate
properly, whereas if he is reading aloud on his own to an adult, he
will probably try harder; and, if he is making no effort, this can be
seen by the examiner and taken into account. Therefore, although it
" would take more time it was better to use an individual test to measure
'reading ability. : i

Amongst the more commonly used British individual tests are:

Burt's Re-arranged Word Reading Test (1938)

vernon's Graded Word Reading Test (1938)

schonell Graded Word Reading Test (1945)

Holborn Reading Scale (1948)

Neale Analysis of Reading Ability (1958, rev. 1966)
Daniels and Diack Standard Test of Reading Skill (1958)

out of the above, the Neale test was the most suitable. The Burt and
Schonell tests are commonly used in schools,.and might already have been
taken several times by the children. The Holborn Scale is old and rather
dull. It consists of short discpnnected sentences , with no pictures to
1iven up the reading material: for example: "He was a very good boy to
give you some of his sweets" and "My sister 1ikes me to open my book.and'
read to her". The Daniels and Diack test has no information on reliability
and validity. . , :

A description of the Neale test was given in the main text. The
test has a number of deficiencies. Some passages are rather juvenile for
the ten-year-olds who were taking part in the present investigation. For
example, the first passage of Form A runs:

A black cat came to my house. She put her kitten by the door.
Then she went away. Now I have her baby for a pet. (p.3)

Some passages are more suitable for girls than for boys, for example:
Father gave Pam a big box. Pam put it on the table. Sne looked in
the box for a doll. (p.17) )

Some of the words in the text are not commonly used by a lot of children.
For example, in the passage just quoted, there is the word 'father'. Many
_children say 'Dad' or 'our dad', rather than 'father'. Thus, the test
is not written in ‘children's English’'. In addition, parts of the test
are out-dated. For example, one passage is about a milkman's horse and
cart. Milkmen may have had horses and carts in the 1950'5; when the test'
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was standardised, but there are few milkhorses and carts around now.
‘The milkman's horse' is often read by children as 'the milkman's house'.
The chi]drén expect milkmen to have houses but not horses. ,

These criticisms as to content may not in fact have much effect upon
the score the child obtains when he takes the test. The backward readers
tested seemed not to mind the babyish content of some of the passages.
Nevertheless, the unsuitable content makes the test Jess pleasant for
the examiner to administer. It seems absurd to expect these children to
sit and read about milkmen's horses. It is an indictment of the
situation as regards individual reading tests that in spite of these
“criticisms as to the content of the Neale test, it was still the most
suitable individually administered test available and was therefore chosen
~ for use in the study.

. Difficulties that may arise in assessing progress by giving the same
reading test twice have to be considered. First, the child may do better
the second time he is given the test, because he has been given it once
before, and can remember the contents of the test or feels more at ease

in the test situation. Curr and Gourlay (1953) suggested that much of

the improvement found to result from remedial reading teaching might simply
be an artefact, arising from increased familiarity with the test situation
and with test content, '

To check on such practice effects with the Neale test, Netley et al.(1965)
retested twice and then analysed results to see if there was significant
improvement from the first tests to the repeat. Athough mean scores were
higher on the retests, differences were not significant. Howevef.
~Netley et al. did not follow the test administration instructions precisely,
Neale instructs that when the child makes an error, the examiner should
correct the child; when the child refuses to try a word, the examiner should
supply the word. Netley et al. say:

As a retest was to be made, the standard instructions

given in the Manual (1963) were followed with one

difference. When errors were made the correct answer

was not provided. (Brit. J.Ed.Psych. 35, p.2)
Correcting the child may be the factor most likely to increase practice
effect arising from familiarity with the test content. Because Netley et aj.
did not correct the child, their experiment does not show anything about
the extent of practice effect from familiarity with test contents, when
the test is properly administered. The éxperiment does show that no
significant practice effect arises from familiarity with the test

situation.:
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The Neale test has three parallel forms A, B and C. Practice effect
from familiarity with test contents could be checked on by giving one
form before the sessions, then repeating this form at the end of the
sessions, and at the same time giving one of the other forms, If
results from the form given twice were better than those from the
form given only once, then practice effect would seem to be inflating
test scores. However, it could be the case that the forms are not
exactly equivalent in difficulty, and, if this were so, practice effects
could be either obscured or exaggerated. Neale examined the extent to
which the forms were parallel. She computed correlations between Form
A and Form B, and Form A and Form C for 100 children, and obtained high
coefficients of about .98. Also, for the normative data, the mean and
spread of scores at each age were computed and correlations between the
~ scores on two forms were calculated within each age group. Again
satisfactory correlation coefficients were obtained. However, Neale
herself p01nted out that "the coefficient is probably boosted by the
wide range of talent between 7 and 11 years" (Manual, p.13), this being
indicated by the standard deviations. Moreover, two forms could
correlate perfectly without being equivalent in difficulty.

Netley et al. also examined the equivalence of Forms A and B. They
compared results for all Ss tested initially on Form A with those of all
'Ss tested initially on Form B, and also results from children who each
took both Forms A and B. Netley et al. concluded that “The results of
both correlations and tests between means indicate that Forms A and B
are probably parallel. A possible exception to this conclusion is that
Form B's Comprehension subtest may be somewhat easier than the Form A
measure" (op.cit. p.6.). Form C was not examined at all. The criticism
previously made of Netley et al.'s test - that it was not administered
according to the Manual's instructions - again applies.

" In order to check on both practice effects and the equivalence of the
forms, the following design was used. In the test given hefore the
sessions, one-third of the children tested were given Form A, one-third
Form B and one-third Form C. Forms were randomly assigned to children.
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In the tests at the end of ‘the sessions, the form initially given was
repeated, and a new form was also given, asvghown in the table be'low.I

TABLE B.5. THE NEALE FORMS GIVEN TO THE THREE GROUPS OF CHILDREN

At start of seséions At end of sessions

Test 1 ' Test 2 Test 3
Group 1.. A A B
Group 2. B B c
Group 3. | ' c C A

If scores on Test 2 were significantly higher than scores on Test 3,
then practice effect, arising from familiarity with the test contents, -
wou]d seem to be inflating scores on the test given twice. If the forms .
are equal in difficulty, then, at each time of testing, children given
different forms should obtain similar scores. Also, children each given
two forms at the same time as on Tests 2 and 3, should obtain similar
scores on the two forms. This in fact seems the better test of

I A simpler design could have been used, in that half the children could
have initially been given Form A, and half Form B. However, there were
sufficient subjects to make comparisons using all three forms, and there-
fore it seemed worthwhile to include Form C in the design, and so obtain
information on the equivalence of this form with the other two forms.

The design finally used is defective in that not all possible comparisons
were made. For example, in a properly balanced design, half the children
‘§nitially given Form A would have later been given Form B, and half Form C,
whereas in the design used, all children initially given Form A were later
given Form B. This was to keep the numbers in each cell sufficiently
large. More tests could always be given to other children, to compensate
for deficiencies in the present design, if the problem seemed of
sufficient interest. o

Another defect of the design is that in the testing at the end of the
sessions, the form already given once was always given first, and the new
form second. This could distort the results in two ways. First, there
could be practice effects from taking two tests with a similar structure
in such a short space of time. However, Netley et al.'s study adequately
demonstrated that this type of practice effect did not noticeably alter
results with the Neale test. Secondly, results could be distorted by
fatigue from taking two tests straight after each other.- The tésts were
given in the same order, in order to reduce variability. As the reading
did not take very long, it was assumed that the children would not

become over-tired. ' S .
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equivalence of forms, as each subjeét acts as his own control. When
groups of children given different forms are compared, then the groups
could differ slightly in, say, age or intelligence, and this could
affect test scores. v

‘Results on practice effect were given in the main text; and will
not be further discussed here. Results on the equivalence of the three
forms are discussed below. ,

Results: equ1va1ence of the three forms.

~ The three groups will be referred to, in Tine with the forms given,
~as AAB, BBC and CCA. Mean chronological ages and Full WISC scores of
"the three groups are given in table B.6. There were no signifiéant
differences between groups in terms of age or intelligence (F=2.32,
df=2,77, NS and F=2.04, df=2,74, NS respective1y).I

Scores obtained on the various Neale forms are shown in tables B.7. and
B.8. _‘ o
The Accuracy Measure. In all cases, the group taking Form C obtained the
lowest mean score, although on Test 3, this was only by 0.1 of a month.
on Tests 1 and 2, the group taking Form A obtained a lower score than the
group_taking Form B, but this was not so on Test 3. D1fferences between
groups were significant for Test 1, (F=3.97, df=2,77, P¢ 05) but not for
Tests 2 and 3 (F=1.56, df=2,75, NS and F=0.03, df=2,76, NS respectively).
A multiple range test carried out on the Test 1 scores, showed that
scores on Forms B and C differed from each other significantly, but not
on Forms A and B, or on A and C.

When two forms were taken by the same child at one time, Tower mean .
scores were obtained on Form C than on either A or B. Scores on Form A
and B were very similar. The differences between C and B, and C and A,
were significant (correlated t, t=3.5, df=23, P<L.01 and t=2.13, df=24,
p< .05 respectively).

The Comprehension Measure. Similar analyses were carried out, as with
accuracy (table B.8.). On the initial test, group scores on Form C were
lowest, on Form B highest, as with accuracy. .However, these differences
were not found on the retests, and the differences on the initial tests
were not significant (F=0.54,'df=2.75, NS).

I The analysis of variance results are given in Appendix D.
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In a comparison of results from giving the same child two forms at
the same time, the children scored higher on Form B than on either A or C.
Children taking Forms C and A scored higher on C. Scokes on B and C
" differed at the 0.058 level (correlated t-test, t=2.00, df=22).

TABLE B.6. CHRONOLOGICAL AGE AND INTELLIGENCE SCORES OF THE THREE GROUPS

Chronological Age Full WISC score

Mean D

‘Group No. of No. of Mean SD |
. children children
AB 30 10yrs 5mths  3.3mths 27 98.0 15.6
BBC 25 10yrs 5mths 3.7mths 25 90.5 12.5
CCA 25  10yrs 3.3mths 2.4mths . 25 94.7 11.4
TABLE B.7. READING AGES (ACCURACY) OBTAINED BY THE THREE GROUPS AT THE
3 TIMES OF TESTING
Test 1 Test 2 Test 3
(repeated form) (new form)
Group N Mean SD N Mean SD N Mean SD
(in months) (in months) (in months)
AAB 30 9.2 4.8 29 98.3 6.2 28 98.6 5.3
BBC 25 96.3 5.8 24 100.7 5.8 24 98.5 6.5
BCA 25 91.7 6.6 25 97.6 7.4 25 98.9 6.8

TABLE B.8. READING AGES (COMPREHENSION) OBTAINED BY THE THREE GROUPS

Test 1 Test 2 Test 3
(repeated form) - (new form)
Group N Mean SD N Mean SO .N  Mean SD
(in months) (in months) (in months)
AAB 28 94.2 8.5 28 102.2 10.8 28 103.6 8.6
BBC 25 94.4 7.8 24 103.2 9.2 23 101.2 10.1
BCA 25 92.1 " 9.3 25 102.8 9.3 25 100.6 8.8
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Conclusions. From the comparison of scores obtained by groups randomly
assigned different Forms, and from the comparison of children taking

2 forms at the same time, the following conclusions may be drawn. As

far as comprehension is concerned, the three forms are roughly equal in
difficulty. But this is not the case for accuracy. With this measure,
Form C seems to be harder than both Forms A and B, but in particular harder
than Form B. Form A may be slightly harder than Form B. It is important
for examiners who use the Neale test to be aware of these differences
between the forms, as otherwise changes in reading ability may be wrongly
 evaluated. Because practice effects are not evident, and because the
forms are not equal in difficulty, then the best way to assess reading
progreés js to use the same form all the time, rather than swapping from
one form to another supposedly equivalent one.
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B.3.  The Schonell Silent Reading Test A (Schonel1 1960)

As explained in the main text, this test was given at the end of the
sessions as a check on experimenter bias. The test consists of sets of
short sentences, each set followed by a question which the child has to
answer. Nine minutes are allowed for answering as many questions as
possible. Answers are written down by the child. Separate norms are
' available, based on numbers of questions answered correctly, for boys and
girls. No information is given on how these norms were arrived at.

The test was chosen as it is quick and easy to administer. It covers
a sufficient spread of reading ability to be suitable for all the
children involved in the study. The norms cover from 6 yrs. 9 mths to
12 yrs. 8 mths. The "Southgate Group Reading Tests", for example and
the various ones from the National Foundation for Educational Research -
take Tonger to administer and, in addition, each test covers a more
Timited range of ability. For example, Test 1 of the Southgate Tests
covers reading ages from 5 to 8 years, Test 2 from 7 to 9% years. Both'
tests would have had to be used to cover the range of reading ability of
the children in the study, and even then the ceiling of the harder test
is not high enough.

~ The norms for the Schonell test are out-dated, but this was unimportant,
as it was not the absolute level of performance that was of primary
interest, but rather the similarity of performance on the group test
and on the individual tests.
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" B.4. A Brief Description of the Bristol Social Adjustment Guides.(Sfott 1974)

" The Bristol Guides consist of two main scales: Unract, an
under-reacting form of maladjustment, and Ovract, an over-reacting form
of maladjustment. Stott states that Unract and Ovract should not be
regarded as 'fundamental dimensions', as there could be different reasons
for children showing a particuTar sort of maladjustment; but that the
distinction between Unract and Ovract is worth making, because interaction
between the various types of maladjustment occurs almost exclusively within
the two divisions.

Unract consists of three core syndromes.
- 1. Unforthcomingness. This is essential]y'a "deficiency of
effectiveness-motivation (or self assertion) resulting in a failure to
master apprehensiveness about facing new situations or tasks" (Bristol
Social Adjustment Guides. Manual, Fifth Edtn., p.11).
2. Withdrawal. This consists of "an indifference about human affiliations
or a set defensiveness against them". (op. cit.). '
3. Depression. This is "basically a lack of response to the stimuli to
which children normally respond, without apprehensiveness or social
withdrawal as described above". (op. cit.) ‘

Ovract consists of two core syndromes,
1. Hostility. This is characterised by moody, sullen and defensive
behaviour. Also, in common with Inconsequence, it consists of aggressive
and provocative behaviour. ‘

The hostile child may signal his desire to break (or not
to form) an affectional relationship by refusing to
respond to signals of friendliness. ...He may also set
out to destroy the relationship by aggressive or provocative
acts. (op. cit.)
2. Inconsequence. A child who shows "Inconsequent" Behaviour in -
learning tasks: '

acts by trial-and-error, or guessing: and since this is ineffective
he becomes discouraged and possibly antagonistic. He avoids such
tasks by a gamut of displacement activities. (op. cit.)
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APPENDIX C

Excerpts from Session Accounts

Mrs.'Lowry. Session 1.
Ski1l Group:

Introduced children to Griffin & Dragon Pirate Reading Scheme using the
Griffin Pirate pre-readers. Each child able to read each pre-reader.
Spent about 30 minutes altogether on pre-readers. Children seemed very
enthusiastic about this reading scheme, and were pleased to have easily
dealt with the pre-readers. ‘ .
Spent about 15 minutes on simple vowel sounds and making up three-letter
words with each vowel. Also tested first 100 words. Kevin had difficulty
after first few lines. Others got most correct.

Kevin the odd one out. He is in the remedial class and not with the
others. Is very quiet. Spent longer with him than the others.

Interest group: :

First time I had met the children. We spent most of the lesson talking

(with me listening.). They told me of their interests (mainly Nature)

and about their neighbourhood. Stephen and Paul see each other out of

school - especially on Friday nights when they watch the late-night horror
film at Paul's house while both sets of parents are out. Chose books

to borrow. Macdonald Library 'Under the Sea', 'The Desert', 'Story of Cars'.
A1l three seemed very enthusiastic about relating their readihg to

interests. Looking forward to trips out.

Mrs. Lowry. Session 8.

Skill Group:

20 minutes spent on the rule of 'e' on the end of words. Using the 1ists
made last time, we each drew up new lists for these sounds.

Continued with Pirate reading scheme. Mark read Dragon book B3, Colin
read B4 and B5 up to p.29. - still very keen to race ahead. Enjoys his
reading. Michael - Bl up to p.30. Kevin A4 up to p.21.

Interest group:

Most of the lesson on Tutankhamen. I took books and pictures on the
discovery of the tomb, told them how it had been found and when. Looked
at plan of the tomb and photographs of the exhibits from British Museum
exhibition. Enjoyed the photographs of the mummy. Paul keen to do
written work on this. Andrew borrowed a book on volcances, Stephen on
Bees, Paul on dinosaurs, and Karl a 'Far West Reader'.
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Mr. Williams. Session 5

Skill Group:

First half-hour: Reading. Children reading New Interest books (in part)
jndividually and reading to me in turn. Carol reading Racing to Read
Book 2 (in part). :

" second half-hour: Dictation. Children write words to my dictation
containihg.'long' and ‘short' vowel sounds (revising last week's work)
and words with either the long 'u' or the long 'oo' sound. (rude, food etc.)
The ch11dren seemed to confuse the spe111ng of these sounds, hence our
doing this.

The kids particularly like the dictation (they call it a "test", wh1ch
they seem to 11ke.) especially when nonsense words are included
(boogaloo).

~ Interest Group

Children shown how to play two simple one flnger chords on gu1tar
Using the tune "Skip to my Lou", we made up our own verses. The children
wrote out their own 'songs'. This lasted the whole hour and was so much
enjoyed that I had a job to get rid of them at the end of the lesson!

Mrs. Burns. Session 19.

Skill Group:

Vvisit to fire stat1on - necessary to keep the peace as this group were very
upset and annoyed at not being included in any outings.

Interest group:

Talk, write and draw about the fire station visit.

Write letter of thanks to be posted, with illustrations.

Tracy read a story from "I Can Read" series, Yvonne read Beginning Books -
“Dr. Dolittle".

Mrs. Field. Session 11.

skill Group:

We commenced with 1ists of words which sounded like 'hot, 'jug', 'fed' .
stephen, Kevin and Wendy were very quick. Claire however, did not make any
contripution. They then copied these words into their spelling books.

The children proceeded to continue working at their Comprehension Cards -
jnvolving finding the answers in a Nipper Book which they had to read and
recording the suitable answers.

Each child read individually from their current Nippers reading book.
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Interest group:

Discussion - Carole told us about her London trip yesterday. The main

. object of the visit was to see the Chinese Exhibition. Carole found it
boring ... She wrote a short paragraph about Westminster Abbey to attach
to the wedding pictures. '

Nigel had done many drawings of farm animals and equipment - combine
_harvester, muck spreader, pig and sheep weighing machine, a silo and a
piece of equipment used when examining sick animals. He labelled all

of these this morning. | :

Graham agreed to describe the Police training their dogs. He spent ages
on the illustration - using the new fibre-tip pens I had brought for him
to use. ‘ ' '

Carole pressed out her Daisy dolls and dressed them. She then proceeded
to write about their outfits - one, her favourite, was a wedding ensemble.
...A11 the children pleaded with me to stay and read a story. I spent the
time... reading part of "The Twins and the Snarling Witch,"

Mrs. Beeton. Session 14,
Skill Group: ,

.GrOUP asked if they could begin session by reading to me. Jeanette read
well obviously enjoying her book. Maria found some words difficult, and so
it was suggested that she should read a few pages to herself, taking more
time to build the difficult words before reading aloud. Keyin read
slowly and carefully, trying hard to make as few mistakes as possible.
Cheryl began like an express train, guessing wildly, making many simple
mistakes. I asked her to start again, to look carefully at the words, to
read slowly and to Tisten to what she was saying. Reading more deliberately,
she made better progress, but she was obviously impatient with herself,
wanting to complete each page in the quickest time possible. During the
session, words ending in -1y presented a problem, so the group made lists
of words ending in ~1y. Had tended to write e.g. Tade instead of lady,
ugle instead of ugly. , ' .

Second half-hour: Word 1ists continued followed by several games of word

lotto.
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Interest Group:

First half-hour: Group continued Wr1t1ng out rec1pes David had found

an easier recipe for rock cakes and so he decided to scrap the one he had
started in favour of the new one. Andrew completed his recipe-for
chocolate hedgehogs. Diana mounted her recipe for jam tarts and started
a design for the cover. Lisa began writing out her recipe for chocolate
krunchies, which she had found in one of the recipe books.

Second half-hour: Andrew mounted his recipe and decorated the card.

Lisa mounted and decorated her finished recipe. Diana completed her design.
David continued to write his recipe.

.Group called together ten minutes before the end of the session to
discuss the next practical cookery lesson - jam tarts. Lisa promised to
bring a roll1ng pin. David suggested using clean milk-bottles, if we
were unable to acquire rolling pins. Diana wrote out a list of
ingredients to be purchased from the shop. Andrew promised to try to
bring his recipe'fbr gingerbread men for the next session,

Mr. Copland. Session 10.

Skill Group: (approach not implemented properly).

No reading today because John is very upset. His mother was found in a
telephone box with no clothes on. She had disappeared the night before,
she was found by the children on the way to school. He obviously couldn't
concentrate. General conversation by the group was punctuated by
distressing comments by John about the preceding night's ‘happenings.

It was quite a cheerful session nevertheless - we even sang a few songs!
But John is in great difficulty - he needed attention - I gave it

and Dominic walked out of room in disgust. He came back and we finished
the session with a story.

Showed the photographs at end of lesson - they were obviously rather
pleased with their efforts.

“Interest Group:

Showed photographs of the area to group and we devised titles for them
and a few captions. Used overhead projector for story development,. and
again went over place names etc. Decided which photos each person would
need for individual book. This took a great deal of time.
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APPENDIX D
Additional Tables

The Pilot Study:

D.1

D.2

Chroqologica] age gnd degree'of retardation befo}e and after
sessions for the eight primary school children.

Reading ages (comprehension) and verbal and performance intelli
quotients for the eight primary school chi]dgen. telligence

The Main Experiment:

D.3
D.4
D.5
D.6
D.7
D.8

D.9

T-tests between boys' and girls' scores on the WISC

- Reading Habits scale scores for boys: and girls.

Social adjustment:significance of differences from norms.
Information on the ten children left out of the final sample.
T-tests between the Interest Group's and the Skill Group's WISC scores.

Comparability of children with IQs of 100 or’Tes
Group and the Skill Group. s in the Interest

T-tests on 1nteTIigence and reading habits, for child .
of 100 on Tess.in the Interest Grogp and the Skill Group.

Results for the Comprehension Measure of the Neale test:

D.10

.M
D.12

D.13
D.14
D.15
D.16
D.17
D.18

D.19

D.20

D.21

Improvement in reading ab111ty durxn the sessions,
Group and the SKil1 Group. of the Interest

Improvement of children of different levels of verbal intelligence.

T-tests between the Interest Group's and the Skill Group's.
improvement, for different levels of intelligence.

émprovement of boys and girls, in the Interest Group and the Skill
roup

T-tests on improvement made by boys and irls, in th
and the Skill Group. S e Interest Group

Correlations with progress in reading during the se551ons, for
comprehension.

Practice effects: reading ages on a repeated and new form of the Neale

“test (comprehension)

Experimenter bias: the comprehens1on measure

Analysis of variance with the teacher as the independ-n
and progress as the dependent variable. pendrnt variable

The advantages and disadvantages of interest sessions and sk111
sessions, as cited by the teachers. .

Analysis of variance of chronologica
different Neale forms. gical age of the three groups given

Analysis of var1ance of Full WISC scores of the three groups.



D.22
D.23

D.24
D.25
D.26
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Analysis of variance with Neale form as the independent variable,
reading age (accuracy) as the dependent variable.

Analysis of variance, with Neale form as the independent variable,
reading age (comprehension) as the dependent variable.

Causes of poor reading ability
Socio-economic distribution in the borough.

The relationship between socio-economic groups and social class, for
the chief economic supporter of the household.



- 272 -

The Pilot Study

TABLE D.1. CHRONOLOGICAL AGE AND DEGREE OF RETARDATION BEFORE AND AFTER
SESSIONS FOR THE EIGHT PRIMARY SCHOOL CHILDREN

Child's name Age at start Retardation (accuracy)
of sessions ' Before . After
(in yrs.mths) sessions sessions

(in yrs.mths)

Peter 10.5 3.4 3.8
" Philip 10.7 4.1 3.1
Keith 10.7 2.1 2.10
Paul 10.8 3.8 3.10
Susan 9.8 2.9 2.1
Ellen 11.3 4.5 4.4
Sandra 10.10 3.3 3.2
Wendy 9.3 2.2 2.1

TABLE D.2. READING AGES (COMPREHENSION) AND VERBAL AND PERFORMANCE
INTELLIGENCE QUOTIENTS

Child's name Reading age 1Q
(comprehension) Verbal Performance
Before After : '
sessions sessions
(in yrs.mths.)

peter 6.11 7.4 69 76
Philip 7.3 6.9 85 - 90
Keith 8.8 7.10 100 117
Paul - 8.5 8.2 94 ' 93
Susan 7.3 6.8 81 79
Ellen 7.3 7.4 72 58
Sandra 7.6 7.10 . 94 100

. Wendy 7.1 7.6 97 76
Mean: 7y.6m 7y.5m 86.5 86.1

SD: CTam 6.3m ST 7.9
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 The Main Experiment

TABLE D.3. T-TESTS BETWEEN BOYS' AND GIRLS' SCORES ON THE WISC

t df P
Full scale 3.16 75 <.01
Verbal scale | 3.86 75 <.001
~ performance scale - 1.54 75 NS

TABLE D.4. READING HABITS SCALE SCORES FOR BOYS AND GIRLS

No. Mean SD
Boys - 38 22,2 4.58
20,71 4.76

Girls 36

TABLE D.5. SOCIAL ADJUSTMENT: SIGNIFICANCE OF DIFFERENCES FROM NORMS

Boys Girls
X2  df P df p
Unract , NS 6.99 2 (.05
Ovract 8.42 2 {05 NS
Unforthc. NS - 5,06 ] {.05
Withdrawal ' ' NS NS
Depression , _ ‘NS 15.13 1 {0
Hostility - 3.04 1 NS NS
Inconseq. .11.8 2 {01 NS

(Where necessary cells were c-mbined to ensure that the expected numbers

in each cell were always equal to five or more).
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TABLE D.6  INFORMATION ON THE TEN CHILDREN LEFT OUT OF THE FINAL SAMPLE

Variable o ‘ Mean SD | No.

-Initial reading age:
accuracy: . 91.6 mths ‘ 7.04 10
comprehension: 91.7 mths 12.01 9
Chronological age 125 mths : 3.16 mths 10
Full WISC | _ 95.44 11.41
Verbal WISC 9 7.62. 9
- Performance WISC 92.11 14.8
Unract (class . ‘
teacher's assessment) 3.44 2.7 9
Ovract (class
teacher's assessment) 7.56 7.16 9

———

'TABLE D.7  T-TESTS BETWEEN THE INTEREST GROUP'S AND THE SKILL GROUP'S
WISC SCORES

t df - P

Full WISC ' ' 1.22 67 .23
Verbal WISC ' 0.74 67 .86
Performance WISC 1.27 67 .21

TABLE D.8  COMPARABILITY OF CHILDREN WITH IQs OF 100 OR LESS IN THE INTEREST
- GROUP AND THE SKILL GROUP

Interest Group Skil11 Greup
No. Mean SD No. Mean SD
" verbal 1Q 22 8.82 9.06 20  87.65 10.17

Reading Habits Score 22 2246 41 19 2317 503
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TABLE D.3  T-TESTS ON INTELLIGENCE AND READING MABITS FOR CHILDREN WITH Igs -
OF 100 OR LESS IN THE INTEREST GROUP AND THE SKILL GROUP

t df - P
Verbal Iq 0.28 40 .78
Reading Habits - 0.49 39 .62

 Results for the Comprehension'Measure of the Neale Test

TABLE'D.10  IMPROVEMENT IN READING ABILITY DURING THE SESSIONS, OF THE
' INTEREST GROUP AND THE SKILL GROUP

Improvement
No. Mean = SD t df - P
(in months)
- Interest Group . 35 8.57  6.65 0.50 66 .62

- Skill Group 33 9.42 7.3

TABLE D.11  IMPROVEMENT OF CHILDREN OF DIFFERENT LEVELS OF VERBAL INTELLIGENCE

- Verbal IQ Verbal 1Q
more than 100 100 and less
No. Mean SD No. Mean SD
Interest Group 13 11.38 7.57 22 6.91 5.57

Skill Group 13 1169 9.01 20 7.95 5.8

TABLE D.12  T-TESTS BETWEEN THE INTEREST GROUP'S AND THE SKILL GROUP'S
IMPROVEMENT, FOR DIFFERENT LEVELS OF INTELLIGENCE

Group t df P

Verbal IQ more than 100 0.09 24 NS
Verbal I1Q 100 and below 0.59 40 NS
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TABLE D.13 IMPROVEMENT OF BOYS AND GIRLS, IN THE INTEREST GROUP AND THE
SKILL GROUP :

Boys Girls
No, Mean SD No. Mean SD
(in months)
Interest Group 18 9.0 7.56 17 8.12 5.72
Skill Group ' 16 11.19 6.02 17 7.76 8.23

- TABLE D.14 | T-TESTS ON IMPROVEMENT MADE BY BOYS AND GIRLS, IN INTEREST GROUP
- AND SKILL GROUP

Groups compared 0t df p
Boys in IG and boys in SG 0.92 32 NS
Girls in IG and girls in SG 0.15 32 NS

TABLE‘D.15 CORRELATIONS WITH PROGRESS IN READING DURING THE SESSIONS, FOR

COMPREHENSION
Variable No. ' r ~ signif, Test

Verbal WISC S 74 .21 .05 Pearson
performance WISC 74 .06 NS Pearson
Ovract (session teacher) 68 .31 .01 - Spearman
Inconsequence (session

teacher) - - 68 .24 .05 Spearman
Ovract (class teacher) 75 - .15 NS Spearman
Inconsequence (class : A

teacher) 75 20 . .05 Spearman
Unrict (class teacher) 75 A7 o1 Spearman
Unract (session - \ ‘ :

teacher) 68 .00 NS Spearman
Initial reading age 75 -.20 .05 Pearson

Reading in sessions i 68 J7 ol Spearman
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TABLE D.16  PRACTICE EFFECTS: READING AGES ON A REPEATED AND NEW FORM OF THE
NEALE TEST (COMPREHENSION) :

(N = 76) | Reading Age
A Mean S
~ (iin months)
Repeated form : 103.0 9.45
New form S 101.9 9.1

The comprehension scores on the form that had already been given once
were slightly higher than on the new form. This could indicate a very
slight practice effect on the comprehension measure. However, the
. difference between the repeated and new forms was not significant (correlated
t-test), and would not seem large enough to be worth worrying about.

TABLE D.17  EXPERIMENTER BIAS: THE COMPREHENSION MEASURE

Reading Age
No. Mean
(in months)

Interest Group 24 102.6 - 10,09
Skill Group ' 23 104.4 ' 9,59

The difference between groups is in the same direction as on the
accuracy measure and on the Schonell test, and therefore this provides
further evidence in support of the view that experimenter bias was not
~ affecting results,

TABLE D.18  ANALYSIS OF VARIANCE WITH THE TEACHER AS THE IND™PENDENT
VARIABLE, AND PROGRESS AS THE DEPENDENT VARIABLE

Progress (accuracy)

Source | DF Sum of squares Mean squares F ratio Prob,
Between groups 9 69.6273 7.7364  .643 .756
Within groups 68 817.8214 12.0268

Total ' 77 88,4487
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TABLE D.18  CONT'D

Progress (comprehension)

Source DF Sum of squares Mean squares F ratio Prob.
- Between groups. 9 332.4681 36,9409 .761 .653

Within groups 65 3156.6786 48,5643

Total 74 3489.1467

TABLE D.19 THE ADVANTAGES-AND‘DISADVANTAGES

SESSIONS, AS CITED BY THE TEACHERS

OF INTEREST SESSIONS AND SKILL

Interest sessions

Advantages teachers Disadvantages teachers
1. More motivation (in 4 1. Novelty wears off, 3
part from choosing interests fade
own books)
2. Lack of boredom 1 2. Ephemeral interests, kids 3
not concentrating
3. May set higher 1 3. Difficulties of getting 2
standards ' logical development,
keeping records, knowing
what has and has not been
, ; covered
4, May concentrate 1 4. Progress not so
better discernible
5., Children free to 1 5. May give books that are 1
choose too difficult
6. Greater flexibility 1 6. Kids can avoid their ]
. ' difficulties
7. Increases.child's sense 1 7. May draw rather than 1
of responsibility write
8. Feeling of success 1 8. May copy text 1
9, Good relationships 1 9. May browse rather than 1
‘ read
10, Not being tied to 2 10. May be difficult to get. 1
reading scheme sufficient range of books
of right level on
| ‘particular interests
11. Following interests ]
12. May look at a Tot of 1

books
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TABLE D.19 CONT'D

Skill sessions

No, of

at specific problems

Advantages - teachers Disadvaﬁtages tggéh::s:
1. Teachers, child & 5 1. Kids can become b
. ored
parent can see (with the repetition in .2
~ progress being made schemes). Orderliness
' o to boredom
2. Teacher and child 2 2.
know what to do May get stuck on a book 1
3. Satisfaction with 1 3. ; ‘
" achievement _ Unsuitable material 2
4, Easy to keep track 1 4, 0 s
of progress | ne scheme too confining 2
5. Motivation from 1 5. Easy for children t
. . 0 1
wanting to get on compa
to the next book pare progress
6. Well-structured in 1 6. Phoni ' .
| difficulty honics as 'babyish! ]
7. Phonic work helpful 1
8. Can direct first aid 1

These advantages and disadvantages were given by the session teachers
in the questionnaires they filled in at the end of the sessions.,

TABLE D.20  ANALYSIS OF VARIANCE OF CHRONOLOGI
_ DIFFERENT NEALE FORMS CAL AGE OF THE GROUPS GIVEN
Source Df Sum of squares Mean squares F ratio F Prob,
Between groups 2 47.48 23.74  2.32 105
Within groups 77 788.41 10.24
Total 79 835.89
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TABLE 21 _ANALYSIS OF VARIANCE OF FULL WISC SCORES OF THE THREE GROUPS

‘Source Df Sum of squares Mean squares F ratio F Prob.
Between groups 2 728.98 364.49 2.04 .138
Within groups =~ 74 13248.24 179.03
Total - 76 13977.22

TABLE D.22  ANALYSIS OF VARIANCE WITH NEALE FORM AS THE INDEPENDENT VARIABLE,
READING AGE (ACCURACY) AS THE DEPENDENT VARIABLE

Dependent : Sum Mean
variable Source Df of Squares Squares F ratio  F Prob,
Reading age Between groups 2 ~ 260.4408 130.2204 3.975 1,023
(first ‘ 7
.testing)
, ' Within groups 77  2522,2467 32,7565
Total 79 2782.6875
Reading age Between groups 2 . 132.7802 66,3901 1.558 217
(second :
testing)
Within groups 75  3196.0531 42.6140
Total 77 3328.8333
Reading age Between groups 2 2.0353 1.0177 027 .974
(third

testing) ~ .
‘ Within groups 74  2837.4971 38.3446

Total | 76  2839.5325
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TABLE D.23  ANALYSIS OF VARIANCE, WITH NEALE FORM AS THE INDEPENDENT VARIABLE,
READING AGE (COMPREHENSION) AS THE DEPENDENT VARIABLE

-pependent  Sum Mean
yariable Source Df of Squares Squares F ratio F Prob.,
Reading age Between groups 2 - 78.5313 39.2657 534 .588
(first .
testing) ' o ..
Within groups 75 5510.507] - 73.4734
Total - . 77 5589.0385
Reéding age Between groups 2 13.9400 6.9700 072 .931
(second
. testing)
Within groups 74 7165,7743 96.8348
Total 76 7179.7143
" Reading age Between groups 2 138.0136 69.0068 824  ,443
(third :
testing)

Within groups 73 6116.3416 83.7855
Total 75 6254,3553

D.24 CAUSES OF POOR READING ABILITY

_ In the inital school quest1ona1re, the head or class teacher was asked:
syhat do you think are the main causes of this child's poor reading ability?"
The question was answered for 47 children. More than one reason was given

for some children.
1. Poor reading ability was attributed to home background for seventeen
children. For ten of these seventeen children, lack of books and reading
practice in the home was specificai]y mentioned.
2. Thirteen children were said to 'lack innate ability' or to be of Tow
jntelligence. Of these thirteen, eight had intelligence quotients below 90
on the WISC, three between 90 and 99, and two had IQs of 100 ¢~ above. Thus,
- according to results from the intelligence test, five of the children were
wrongly classified by the teachers as being of low intelligence.
3. Eleven children were said variously to be not interested, to lack
concentration or application, to be lazy.
4, Five children were said to lack confidence, and four children were
said to have emotional difficulties.
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5. Two children were said not to retain easily.
6. Two children were described as having difficulties with phonics.

TABLE D.25 SOCIO-ECONOMIC DISTRIBUTION IN THE BOROUGH. (THESE FIGURES ARE
o TAKEN FROM THE 1971 CENSUS (THE 10% SAMPLE, WARD LIBRARY)
SMALL AREA STATISTICS.)

No. of
households
Socio-economic (by socio-econ. '
group group of head) %
1 107 4.4
2 197 7.8
3 22 9
4 64 2.6
5 134 5.5
6 258 10.7
7 33 1.4
8 130 5.4
g 788 32.5
10 245 101
1 169 7.0
12 78 3.2
13 2 S
14 2 o1
15 0 0
16 2 )
17 194 8.01
Total 2421
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TABLE D.26  THE RELATIONSHIP BETWEEN SOCIO-ECONOMICIGROUPS AND SOCIAL CLASS,
FOR THE CHIEF ECONOMIC SUPPORTER OF THE HOUSEHOLD

| These figures are taken from 'Social Trends' (Central Statistical Office,

1974) p.97.

ezggg;;C | Percentage of total chief economic
' I 2 3NM  3M 4 5 Unclassified

I . 681 3.6 0.1

5. 1366 6.0 0.3 1.0 0.2

3 137 0.8 S

4 625 3.4

5 - 1936 5.1

6 133 0.7 -

7 2306 10.8 1.9

8 363 0.2 0.4 1.3

9 613 3.4
10 4247 23.4

1. 2077 1.4
12 1167 . 6.4

13 686 - 1.0 0.3 1.9 0,5 0.2
14 146 0.8
15 131 0.7
16 209 0.1 1.1
17 1338 7.4

|
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APPENDIX E

Miscellaneous Information

A Note on the Analysis of Results

Hypotheses concerning Sub-groups of Children

 _Pub1ishers who Confributed Books

The Different Rewards sought through Learning
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E.1 A Note on the Analysis of Results

Results were analysed using the "Statistical Package for the Social Sciences"
(McGraw-Hi11, 1970) and the later updates. The University of Manchester 7600
and 1906A computers were used, by means of the 1ink from Keele University. |
A few analyses were carried out on the ICL 4130 computer at Keele University.
The Mann-Whitney U-tests were carried out on'this computer, as well as the
analysis of covariance (see Chapter 12). The analysis of covariance was
carried out usingra BMD package from the Department of Mathematics, Portsmouth
Polytechnic.

E.2 Hypotheses concerning Sub-groups of Chf]dren (see Chapter 6)

These hypotheses concern poor readers, who do not have other severely
1ncapac1tat1ng problems and who are given extra help with reading in
w1thdrawa1 groups, by exper1enced teachers.

AL Girls who attend interest sessions will 1mprove reading ability more than
girls who attend skill sessions.

2. Boys who attend interest sessions will improve reading ability more than
boys who attend skill sessions.

3, Children of average‘or below average intelligence who attend interest
sessions will improve reading ability more than similar children who attend
skill sessions.

4, Children of above average intelligence who attend interest sessions will
jmprove reading ability more than similar children who attend skill sessions.
5, Quiet, shy children who attend interest sessions will improve reading
ability more than similar children who attend skill sessions.

6. Children who are aggressive and troublesome who attend interest sessions

will improve reading ability more than similar children who attend skill

sessions.

E.3 Publishers who Contributed Books

Thanks must be given to the following publishers who very kind’y contributed
a number of children's books to the project. These books proved to be of
very great assistance to both the teachers and the children. '

E. J. Arnold & Son Ltd., Leeds |

Hulton Educational Publications Ltd., Amersham, Bucks -

oliver & Boyd, Edinburgh '

Tom Stacey Ltd., Bifmingham.

University of London Press Ltd., London.
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"E.4 The Different Rewards sought through Learning

The items Tlisted below represent the different reward categories in Dunn-

Rankin et al.'s (1969) analysis of "Reward Preference

School Children" (Int.J, Educ. Sci. 3, p.61).

Adult Approval
. Teacher writes 100 on your paper.

2. Teacher writes 'A' on your paper.
3. Teacher writes 'Perfect' on your paper.

4. Teacher writes 'Excellent’ on your paper. -

Competitive Approval .
1. Be first to finish your work.

2. The only one that can answer a question.
3. Have only your paper shown to the class.
4, Have your paper put on the bulletin board.

Peer ApproVa].
1. Students ask you to be on their team.

2. Friends ask you to sit with them,
3. Classmates ask you to be class leader,
4, Friends ask you to work with them.

Independence Rewards.
. Be free to do what you like.
2., Be free to go outside.
3. Be free to play outside.
4, Be free to work on something you like.

Consumable Rewards.

1. A package of bubble gum,

2. A candy bar.

3. An ice cream cone. :

4 A soft drink. . e

Patterns in Elementary
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