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CHAPTER 1:
ORIGIN, AIMS AND OUTLINE OF

THE KNOWSLEY READING PROJECT

1.1 ldentifying the problem

From 1983 to 1989, Knowsley Local Education Authority administered the
Edinburgh Reading Test to all 7-, 11- and 13-year-olds in its schools, and in
1990 carried out an analysis of the results. This showed that:

e attainment at 7 was not dramatically below the national average

@ attainment at 11 and 13 showed a progressively steep decline with little
variation or improvement

e onlyasmall percentage of students achieved a standard of reading that was
above the national average.

Between 1989 and 1992, 20 to 25 per cent of pupils were identified by the
Schools Psychological Service as requiring further attention by the Special
Needs Service. A major finding was that a large number of pupils in the middle
range of general ability were below the national average in terms of reading
attainment.

1.2 Social and cultural factors

Knowsley Metropolitan Borough consists of a group of urban villages. Although
the quality and standard of housing and care for the environment have improved
greatly in recent years, social and cultural factors in the Borough may have
influenced pupils’ scholastic abilities. More than 50 per cent of pupils in the
Borough receive free school meals, compared to a national average of 19 per
cent for primary schools and 13 per cent for secondary schools. Unemployment
is twice the national average, and 60 per cent of Borough families are classified
as low-income families. In comparison with a national average of 17.2 per cent,
in Knowsley Borough 41.1 per cent of children live in households with no
income earner, and the number of children in single-parent homes is twice the
national average.




1.3 Addressing the problem

In 1991-1992, Knowsley LEA conducted a survey of 40 schools which enabled
teachers toidentify a range of needs and concerns. They included the following:

More time for reading with pupils in the middle range of ability (the largest
percentage of pupils in every class)

A wider range of books to support reading in school and at home

In-service training to help teachers extend their repertoire of teaching and
learning methods to match pupils’ needs more effectively.

In the Autumn term of 1992, the Knowsley Reading Project was initiated in
response 1o teachers’ concerns and to the problem of low reading levels.

1.4 Aims of the project

The main aim of the Knowsley Reading Project was to raise the overall
standard of reading in the Borough — particularly for average ability pupils.

The Project also aimed to:

L

L

Support the development of reading through primary to secondary school
Agree on a common approach to teaching reading in the Borough

Provide training for teachers, volunieers and parents

Provide a consistent and continuous method of assessment

Support the provision of an appropriate range of books for classroom
libraries and home reading

Enable pupils to choose books effectively. The pilot study (see below)
showed that many pupils were unable to do this. The availability and range
of books within classrooms was a significant factor because many Knowsley
pupils depend on their class libraries for access to books.

1.5 Outline of the Knowsley Reading Project

The key feature of the Project was

the recruitment and training of large numbers of adult volunteers who
helped primary pupils with their reading on a regular basis.



The other main components of the Project which supported that key feature
were!

Training for parents and other volunteers. This was believed to be one
of the most important components, because in the pilot project it seemed
to make the most significant difference to raising reading standards. The
advisory service provided an accredited training course for volunteers so
that they would feel a sense of achievement and would continue to work
towards higher qualifications.

A two-day residency for teachers at each school which included
demonstrations of a range of teaching techniques in different group
settings, and opportunities for teachers o observe and evaluate the
demonstrations using OFSTED criteria.

An agreed common approach to teaching reading. The approach was
accepted by all those involved in the Project and defined the range of
reading skills that pupils needed. They included word recognition, phonic
skills, prediction, memory skills, recall of previous reading, comprehension
and reading with understanding, and the ability to choose books for
different purposes.

An audit of school policy and resourcees in order to identify each school’s
strengths and needs.

A consistent and continuous system of assessment recommended for key
stages 1, 2 and 3 which would enable teachers, parents, volunteers and
children to record and monitor progress and development.

A supportnetwork. Each school had a facilitator, each cluster of schools
had a co-ordinator and a steering group, and aBorough management group
co-ordinated the support network and planned and monitored development.
The steering groups brought together the facilitators, and the management
group included the co-ordinators, local Councillors, school governors and
representatives from all the Support Services.

The components of the Project were adapted to the needs of the schools and
evolved in collaboration with the schools and the Support Services. A more
detailed description of the Project’s approach is given in training materials
published by Knowsley Metropolitan Borough in 1996,




1.6 Local evaluation, 1992/93

In 1992/93, a pilot phase of the Project included a small cluster of six primary
schools and the secondary school to which most of their pupils transferred. In
1993/94, the Project expanded to a further seven primary schools, and in 1994/
95 to another 13, and by 1995 over 40 schools had joined.

In 1992/93 a local evaluation was also carried out. The evidence gathered
included reading tests (Macmillan), pupils’ Records of Achievement for
reading, and responses to questionnaires from headteachers, teachers and
parents or volunteers who were trained to help pupils with reading in school.
This evidence seemed to confirm that, although the standard of reading for most
pupils of average general ability was lower than the national average, standards
could be raised by using the activities of the Knowsley Reading Project.

The schools involved in the local evaluation varied considerably. The quality
of classroom libraries differed significantly, and the evaluation showed that the
class library was the most important factor in determining pupils’ choice of
books. The quality of teaching and learning also varied. Teachers valued the
in-service support provided within the Project’s two-day residency and also
listed the provision of extra books in the classroom as a great help in raising
reading standards.

The local evaluation also showed that very tew children had books at home or
had access to a variety of books in the local library. It also provided evidence
that children’s knowledge of the range of genres of books and authors was very
limited. Both parental support and support for reading across the curriculum
proved to be difficult to achieve, sustain and manage. This lack of support had
serious implications for below-average readers. The results of the local
evaluation confirmed that a problem existed, and indicated that a consistent
and continuous approach was needed in order to support the development

of reading through the key stages, using all of the components of the
Reading Project. '

1.7 Origin, background and aims of the NFER
evaluation

Though the local evaluation had convinced those involved of the value of the
Project, the LEA required independent evidence to justify investment of further
time and finance, and to reassure schools of the effectiveness of the various
project components. In 1994, therefore, Knowsley LEA commissioned NFER



t¢ carry out an independent evaluation of the effectiveness of the Knowsley
Reading Project in order to obtain systematic, objective data on the initiative.

The NFER evaluation focused on the 13 primary schools which entered the
Projectin the 1994/95 school year, and within them on those of their pupils who
were in Year 5 in the 1993/94 school year, and in Year 6 in 1994/95. None of
the schools had been involved in the Project previously. The evaluation was
therefore planned on a ‘before and after’ design.

The aim of the evaluation was to investigate

¢ theextentto which the Project had enabled the participating pupils to make
greater progress inreading than would be expected simnply from the pupils’
normal educational and other experience

¢ the extent to which the Project had changed the participating pupils’
reading habits and attitudes to reading

4  some background factors which might have contributed to any changes.

Ten of the schools were in Kirkby and three in Huyton. Unemployment in
Kirkby at the time was higher than the Knowsley average. The average
proportion of children receiving free school meals in Knowsley primary
schools in 1994/95 was 38 per cent; in Huyton it was 46 per cent, and in Kirkby
65 percent. In some Kirkby schools itreached 80 per cent. Knowsley Borough
provides a necessitous clothing allowance for low-income families; in 1994/
95 this allowance was received by 57 per cent of pupils in Huyton, and by 74
per cent of those in Kirkby.

The remainder of this report provides an account of the NFER evaluation:

# the main findings are given in chapter 2

@ chapter 3 presents an analysis of the reasons for the Project’s success

@ conclusions are stated in chapter 4

@ the methodology is described in Appendix A

e the full results of the survey of pupils’ attitudes are given in Appendix B

@ the questionnaires used are reproduced in Appendices C to E.




Chapter 2:

HOW EFFECTIVE WAS
THE KNOWSLEY READING PROJECT?

This chapter presents the main findings on the effectiveness of the Project,
drawing on the test results and the pupil questionnaire data. For a full account
of the methodology, including details of the tests used, see Appendix A.

A. THE TEST RESULTS

Key result: The main group of 300 pupils achieved one and two-
thirds years’ reading progress in one year.

2.1 Size of sample

The total number of pupils for whom test results were calculated in 1994 was
501. In 1995, tests were returned for 454 pupils who had taken one in 1994; the
drop-out was mainly due to pupils having left the schools, though absence from
the 1995 test and missing information also contributed. On the other hand, a
number of pupils had joined the schools, and tests were returned in 1995 for six
pupils who had not taken one in 1994. Though all tests were marked on both
occasions (in order to give feedback to the schools), for the purposes of this
evaluation calculations could be based only on those pupils who took the tests
in both years. For the remainder of this report, therefore, the results of pupils
who took a test in only one year are excluded.

Within the set of 454 pupils who took a test in both years, the numbers of pupils
who took the five possible combinations of levels were as shown in Table 1.
(The reasons for the variations are given in Appendix A.)



Table 1: Numbers of pupils taking combinations of tests

Test levels
{Reading Ability Series)
1984 1985 Number of pupils
A A 28
B C 72
C (3] 302
D D 14
D E 38

Before the test results are presented, it must be pointed out that (by agreement
with their teachers) some of these pupils had taken a test that was not designed
for their age. The norms for these tests cover the following age ranges:
Level A 7:00- 8:11
B 8:.00- 9:11

C 900-10:11
D 10:00-11:11
E 11:00-12.11

The 28 pupils who took level A in both years were therefore taking a test
intended for pupils on average two years younger than they were in 1994, and
three years younger than they were in 1995, Standardised scores could not be
calculated for any of this group on either occasion. Similarly, pupils falling
outside the age range of the standardisation norms for Tests B and D in 1994,
and of Tests C and E in 1995, could not be included in the calculation of
standardised scores. Only for Test Cin 1994 and for Test D in 1995 could all
pupils’ raw scores be standardised. However, this was by far the largest group,
and because of this standardised scores could be calculated in all for 356 pupils
who took a test in both years (78 per cent of those taking a test in both years).

2.2 Raw scores

For most of the pupils involved, comparisons between the raw scores achieved
in the two years would be meaningless, because they took different test levels,
and these results are therefore not given. However, for the two small groups
who did take the same level in both years, comparisons of the average raw
scores are valid, since any progress made should be apparent in the raw scores.
Itis important to note that arise of 5 marks would be expected simply because




the pupils were a year older when they took the test the second time. Theresults
for these two groups are shown in Table 2.

Table 2: Raw scores — pupils taking same test again only

Test level Number of pupils Number of items Average raw scores
1994 1995
A 28 25 10.0 12.6
D 14 47 23.3 31.6

Though these groups were small, the results were interesting. The group who
took level A had made only about half of the ‘expected’ progress, and their 1995
average score was not significantly higher, statistically, than their 1994 score.
By contrast, the group who took level D had made about 50 per cent more
progress than would be expected, and the increase over their 1994 average score
was statistically significant. These findings would be consistent with a general
picture in which poorer readers tend to make least progress, and the distribution
of scores tends to ‘fan out” more and more.

2.3 Standardised scores

The best measure of the progress made by most of the pupils involved is their
average standardised scores, and these are givenin Table 3. Foreach group, the
score on the level taken in 1994 is presented alongside that on the level taken
in 1995. As for all standardised tests, the national average score is 100.

Table 3: Standardised scores — pupils within age-range norms only

1994 results 1995 results
Number of pupils | Testlevel Average score Test lavel Average score
16 B 84.4 C 86.2
302 C 92.7 D 97.9
38 D 105.8 E 102.2

Thus in both years the average scores rose with the test levels. This is as one
would expect, since teachers allocated test levels in 1994 on the basis of their
prior knowledge of each pupil’sreading attainment. Only ontest D in 1994 and
test E in 1995 — the level of the highest-attaining children — were pupils
performing above the national average for their age.



In 1994 at levels B and C and across the year group as a whole, average
attainment fell below the national average. The use of these objective test
scores thus corroborated the local perceptions of average reading standards in
Knowsley which had led to the setting up of the Project in the first place.

The 1995 results showed arise in the average scores of the first two groups, and
across the year group as a whole. The increase for the group who took level B
in 1994 and level Cin 1995 was not statistically significant, but this was a very
small group.

The fall in the average scores for the group who took level D in 1994 and level
E in 1995 was statistically significant (even though this group was also
relatively small), and is a puzzle, particularly since it appeared to contradict the
result for the group who took level D in both years. Level E was originally
devised for pupils in Year 7, and the deviser of the tests has suggested that the
rise in difficulty between levels D and E is steeper than between other levels
(Kispal, personal communication). This may be because level E was intended
for pupils who had already made the transition to the greater demands of
secondary schooling, and level E may therefore have posed heavy demands
even on able pupils in Year 6. A further possibility is the influence of the
national curriculum. Key stage 2 science (in the pre-1995 version which was
in force at the time) gave a good deal of attention to wildlife habitats (the subject
of the expository section of level 1), but much less to food preservation (the
subject of the expository section of level E).

The result of greatest importance for the evaluation was that for the 302
pupils who took level C in 1994 and level D in 1995. The rise of 5.2
standardised score points was highly significant, statistically, and brought
these pupils from being well below the national average to being very close
to it.

In less technical terms, in 1994 (when their average chronological age at the
date of testing was about 10 years 3 months) the average reading age of this
group of pupils would have been about 8 years 11 months. In 1995 (when their
average chronological age was about 11 years 3 months), their average reading
age had gone up to about 10 years 7 months. Therefore the rise in their average
standardised score represented about a year and eight months’ improvement
in reading, achieved in one year,

This was an impressive gain, and the obvious explanation for it would be the
Project — but before that explanation can be accepted, two others must be ruled
out.




2.4 Possible alternative explanations of the main
result

Practice?

When pupils take the same test twice, they sometimes benefit from a practice
effect. Thatis, their scores on the second occasion may go up just because they
remember some of the items. Even if the tests are different, if they are similar
in approach a practice effect may occur because the pupils learn how to tackle
that type of test. In this study, some pupils did take the same test twice, and the
rest took two tests from within the same series; and all the tests in the series are
very similar in format and approach.

However, when practice effects are found, they usually occur when pupils are
tested twice within a fairly short time — a few weeks at most. In this study, the
two occasions of testing were a year apart. Itis therefore very unlikely that any
of the improvement was due to practice.

A general rise in reading attainment?

Could all or part of the improvement have been due, not to the Project itself, but
to a more general movement of standards of attainment? The most recent
national survey of reading attainment in Year 6 in England and Wales was the
last Assessment of Performance Unitsurvey, conductedin 1988 (Gorman eral.,
1991}, and there is therefore no direct evidence on the national trend of reading
standards at that age at the time of this study.

More recently, NFER carried out a survey of reading attainment of pupils in
England and Wales in Year 3 in 1995. A similar study in 1991 (Gorman and
Fernandes, 1992) had found a small but statistically significant fall in the
average reading score of pupils in Year 3 between 1987 and 1991. The main
result of the 1995 study (Brooks et al., forthcoming; see Tabberer and Brooks,
1995; Blackburne, 1995) was that the average reading score of Year 3 pupils
had risen between 1991 and 19935, and by 1995 had returned to the 1987 level.
This is not direct evidence of what might have been happening in Year 6, and

two, contradictory, deductions might be made from it, according to which
assumptions are made.

On the one hand, it might be assumed that all levels of the school system move

roughly in parallel, in terms of the trend of performance standards. If this were
s0, then it might be inferred that between 1991 and 19935 there had been a rise
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in the average national reading score in Year 6 as well as in Year 3. But the
‘parallel movement’ assumption is unsound; for example, between 1983 and
1988 there was a small rise in the average reading standard in Year 6, but no
overall change in the average reading standard in Year 11 (Gormanetal., 1991,
pp.61-2; cf. Brooks et al., 1995a).

Alternatively, it might be assumed that cohorts of pupils tend to ‘carry’ their
levels of performance through the school system with them, independently of
whatis happening with other cohorts. In November 1995 the Secondary Heads
Association (1995) published the results of a survey which, it was claimed,
showed a decline in entry test scores in secondary schools in the period 1991 -
94. (It should, however, be noted that many of the tests used in the schools
contributing to the SHA study were not measures of reading.) The pupils who
werein Year 3 in the school years 1987/88, 1988/89, 1989/90 and 1990/91 were
in Year 6in 1990/91, 1991/92, 1992/93 and 1993/94 respectively. The two sets
of years are exactly those for which Gorman and Fernandes (1992) and SHA
(1995) reported a decline for Years 3 and 6 respectively, so that this might be
interpreted as the downward trend in reading in Year 3 between 1987 and 1991
showing up again, and not just in reading, for (most of) the same cohorts of
pupils in Year 6 between 1991 and 1994,

However, the SHA study was not particularly reliable. From the report of the
study it was impossible to tell how many of the schools which responded were -
reporting a decline specifically in reading; and the sample of schools which
responded was by definition self-selected, and almost certainly not statistically
representative. It was therefore impossible to tell whether the SHA study had
validly picked up local indications of a national trend, or just the amount of
downward variation which might be expected across the country and which
might be balanced by unreported upward variation elsewhere.

Hence there is no evidence that the positive main result of the Knowsley
Reading Project was due to a wider national trend. In the absence of an
alternative explanation, therefore, the positive main outcome for the pupils
involved can be attributed to the Knowsley Reading Project itself, and
indicates that the Project was highly effective for the broad mass of pupils
involved.

11




2.5 Pupil characteristics

First language

No pupil in the survey had any language other than English as his or her first
language; therefore no analyses could be carried out with bilingualism as a
factor.

Free school meals

Data on pupils’ take-up of (not merely eligibility for) free school meals was
used as a measure of social deprivation, and related to their performance on the
tests.

A statistical test of the difference in scores between those receiving and those
not receiving free meals was possible for only one of the five groups of pupils.
The two groups who took the same test in both years were too small to permit
reliable comparisons of free meal takers and non-takers within them. This was
also true of two of the groups for whom standardised scores could be calculated
in both years (the group taking B in 1994 and C in 1995, and that taking D in
1994 and Ein 1995). A statistical test could therefore be carried out only within
the group who took C in 1994 and D in 1995 — the largest group. The relevant
results are given in Table 4.

Table 4: Standardised average scores for largest pupil group, by year and
whether or not receiving free school meals

Receiving free school meals?

Yes
No. of pupiis Average scors

No

No. of pupils Average score

1594
1995

163 91.6

139

94.0

163

96.8

139 99.3

The difference in average scores between pupils receiving and not receiving
free meals was 2.4 pointsin 1994, and 2.5 pointsin 1995; neither difference was
statistically significant. Moreover, the two subgroups made almost identical
and statistically indistinguishable amounts of progress between the two years
(5.2and 5.3 points). There was therefore little initial or final difference between

12



these subgroups, and this proxy for socio-economic status was related neither
to difference in achievement nor to amount of progress made. The selection
of pupils to take level C in 1994 had therefore produced a very evenly balanced
group, in thisrespect. It can be inferred that the Project’s approach was equally
suitable for the pupils in both subgroups.

Key stage 2 English level, 1995

In 1995, key stage 2 Englishresults were provided by the schools for 419 pupils
who had completed a test in both years. No pupilin this sample achieved below
level 1, or atlevel 6; the range of key stage 2 results was therefore levels 1 to
5 —but there was only one pupil whose result was level 1. Standardised reading
scores could be calculated for 348 of these pupils, but the groups taking levels
CandEin 1995 and level D in both years were too small to base further analyses
on. Analyses were therefore again conducted only for the group who had taken
level Cin 1994 and level D in 1995, Raw and standardised scores (for both
years) and key stage 2 results (for 1995) were available for 284 of these pupils.
Correlations were calculated between the key stage 2 results, on the one hand,
and, on the other, each of the four test results (the raw and standardised scores,
1994 and 1995).

The four correlations were all just below 0.60. While highly consistent with
each other, these coefficients showed only modest correlations between the
tests used in this study and the key stage 2 levels. However, this finding may
mean rather little, for two main reasons:

® thekey stage 2 levels were for English as a whole, and incorporated a mark
for writing which contributed half of the total; itis therefore not surprising
that the correlations with areading test were modest. Correlations between
these test results and the key stage 2 marks for reading might have been
higher, but those marks were not available to the evaluation team -

® thevery shortrange of key stage 2 levels (4 points) made it difficult for high
correlations to emerge.

The key stage 2 results proved more useful, however, in the analysis of the pupil
questionnaire results.
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B. THE PUPIL QUESTIONNAIRE RESPONSES

Key result: The attitudes to reading of the great majority of pupils
improved.

2.6 Size of sample

This section is based on the responses of the 433 pupils who completed
questionnaires in both years. Within parts A and B of the pupil questionnaire
(which wereidentical in both years) there were 43 questions yielding quantitative
data on which differences on the two occasions could be measured. On 29 of
these, the findingsin the two years were very similar. On 11 questions, the 1995
results showed an improvement over 1994, while there was a decline on three.
Only the most important findings are given here; a detailed analysis is
presented in Appendix B.

2.7 Enjoyment of reading

The proportion of pupils surveyed who claimed to enjoy reading was about
three-quarters in both years. However, the proportions who gave the following
negative responses fell between 1994 and 1995:

% those who described themselves as not interested in books fell from about
a quarter to 18 per cent

¢+ those who claimed they could not recall reading anything enjoyable fell
from 30 per cent to 19 per cent.

2.8 Voluntary reading

The proportion who said that they read only what they had to fell from just over
a quarter of the sample to 17 per cent. Similarly, those who read only books
provided by the teacher declined from 20 per cent to 12 per cent. Those who
said they enjoyed reading at home rose from just under three-quarters to 79 per
cent.

14



2.9 Ease or difficulty of reading

In 1994, 28 per cent disagreed with the statement that they did better in subjects
where they did not have to read a lot; in 1995, this figure had risen to 36 per
cent,

2.10 Reading preferences

The proportion who preferred reading books to watching television fell from
justoveraquarter to 19 per cent, while the proportion preferring television over
reading remained about the same (47 per cent). Similarly, the proportion
preferring reading to playing out fell from 25 to 18 per cent, though the
proportion expressing the opposite view did not change (53 per cent).

In 1994, books were preferred to comics and magazines as reading material by
45 per cent of the sample, while 34 per cent expressed the opposite preference.
By 1995, this difference had disappeared: the two opinions had converged at
38 per cent.

Within the ten most popular genres of reading materials, adventure stories, fairy
tales and animal stories all dropped between 1994 and 1993, while magazines
rose.

The proportion of pupils saying they had a favourite book or author rose from
81 per cent in 1994 to 87 per cent in 1995. When pupils were asked in 1994
whether they had enjoyed reading any fiction or non-fiction in the last year,
quite divergent responses emerged. Whilst 69 per cent of children could think
of some non-fiction work they had recently enjoyed, only 36 per cent felt they
had enjoyed any work of fiction that year. In 1995 the picture had changed
strikingly: though the proportion who could think of some non-fiction work
they had recently enjoyed had fallen to 57 per cent, those who felt they had
enjoyed a work of fiction had more than doubled, {0 78 per cent.

Ky

2.11 Use of libraries’

The proportion of pupils who never borrowed books from the public library fell
from 43 per cent to 35 per cent.

15




2.12 Time spent reading

Of children who read fiction for their own pleasure in 1994, 44 per cent did so
for only one or two hours each week; in 1995 this proportion was 32 per cent.
Similarly for non-fiction: in 1994, 52 per cent spent only one or two hours a
week reading this genre of text for their own pleasure, and in 1995 this figure
had fallen to 45 per cent. For both genres, the proportions spending more time
had risen. On average, therefore, pupils seemed to be spending more time
reading for their own pleasure,

2.13 Number of books owned

In 1994, only 10 per cent of pupils owned no books at all, and by 1995 this had
fallen still further, to seven per cent. Similarly, the proportion owning between
one and ten books fell from 23 per cent to 19 per cent; and the proportions
owning larger numbers rose.

2.14 Pupil characteristics

Very few significant associations between attitudes and receiving or not
receiving free school meals emerged consistently over the two years. However,
there was a noticeable tendency for girls to have more positive attitudes to
reading, and to read more. The strongest associations found were between key
stage 2 English results and attitudes in 1995. Predictably, pupils who achieved
level 4 or 5 had much more positive attitudes, read more, found reading easy and
enjoyable, owned more books, and showed up better on many of the questionnaire
items; those who achieved level 3 tended to be middling in all these respects;
and those who achieved level 2 were largely reluctant readers, found reading
difficult, owned fewer books, and had much less positive attitudes.

2.15 Summary

Though the general picture had remained largely the same, the changes in
pupils’ reading attitudes and habits that had occurred were mainly
positive. Fewer expressed negative attitudes, voluntary reading had increased,
fewer found subjects which required a lot of reading difficult, more were
borrowing from public libraries, and both the amount of time spent reading for
pleasure and the number of books owned had increased. This was despite a fall
in the popularity of reading relative to watching television and playing out, and
in the popularity of reading books relative to reading comics and other leisure
material. The most striking single finding was that the proportion who had
recently enjoyed a work of fiction had more than doubled.
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The overall picture was of a small but definite rise in the confidence that
most of these pupils felt in themselves as readers, accompanied by increased
confidence by some in their preferences for other activities. But again, this
improvement was seen mainly in average and above-average pupils; those
achieving level 2 at key stage 2 were markedly less positive.

C. THE TEACHERS’ AND VOLUNTEERS’ VIEWS ON
THE IMPACT OF THE PROJECT ON PUPILS

Key result: The teachers and volunteers were convinced of the
value of the Project

2.16 The samples

In June 1995 teachers and volunteers involved with the Project were asked to
complete questionnaires. These were returned by 23 teachers (of whom 20
were women) and 64 volunteers (of whom 62 were women). A few of the
teachers had less than 10 years’ experience, but most had between 16 and 30
years. Of the volunteers, all but eight had experience of working with children,
some for many years. All of the volunteers had learnt about the Project through
direct contact from the school.

2.17 The teachers’ and volunteers’ views

Both the teachers and the volunteers were asked how they would rate the impact
of the Project on the pupils involved. Nineteen of the teachers and 60 of the
volunteers thought that the Project had been fairly or very successful, while
only four and two respectively considered it borderline in this respect. One of
the four teachers with less positive views commented:

The ones who already enjoy reading responded well, others rather apathetic
- targets needed chasing up.

Those teachers who viewed the impact more positively emphasised the
improvements in pupils’ performance and attitudes, for example:
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Children look forward to reading with parents and have shown some
progress in general.

The pupils feel more valued as quality time has been spent with them. Social
interaction has been improved.

Of the two volunteers who doubted the impact on the children, one said it was
too early to tell, while the other, somewhat contradictorily, wrote: ‘They now
talk to me about what they like in books.” Almost all the volunteers stressed the
great improvement in children’s attitudes (keenness, enjoyment); some also
remarked on improvement in attainment, for example:

1 got a tremendous 'buzz’ from the confidence in reading that the children
display after working with them for a few short weeks yet frustrated that
some children, despite all my efforts, are still struggling.

2.18 Conclusions on the effectiveness of the Project

The testresults showed that most of the pupils involved had achieved substantial
improvement in their reading, though there was a low-achieving group who
not only continued to trail but lagged ever further behind; and there was a
puzzling result for one of the two highest-achieving groups. Also, there had
been a general rise in positive reading attitudes and habits, though low
achievers inkey stage 2 English retained negative attitudes to reading. And the
teachers and volunteers were united in identifying the general improvement
in pupils’ attitudes, with some also noting an improvement in attainment. The
fact that the main improvement in reading was demonstrated on a standardised
test shows that the progress achieved was significantly greater than would
have been expected if these pupils had experienced ‘normal’ provision in
school. The improvementcan therefore be confidently attributed to the Project.

What the results so far presented do not show is what factors within the Project
were associated with its effectiveness; this is the subject of the next chapter.
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~ Chapter 3:
WHAT FACTORS LAY BEHIND

THE EFFECTIVENESS OF
THE KNOWSLEY READING PROJECT?

3.1 Volunteer help and time on task

One of the major intentions of the Knowsley Reading Project was to attempt to
raise pupils’ achievement by increasing the amount of individual support they
had for their reading. The 64 volunteer questionnaires returned in June 1995
represented an average of five volunteers per school, and it is clear that this was
by no means all of those who were helping in the 13 Project schools.
Participating teachers, in their 1995 questionnaire, were asked how many
volunteers had worked with Year 6 pupils in their class during the school year
1994/95. The 15 teachers responding who had been teaching Year 6in that year
reported that between them they had had the help of 50 volunteers (an average
of 3.5 per class); 12 added that this was more than they had had in the previous
year. Several comments indicated how the extra help benefited teachers:

Now I have a rota of parents I can give more attention to teaching.
It takes some of the weight off me listening to children read.

[feell have made goodworking relationships with the volunteers. It has also
helped to take some of the ‘pressure’ away from me to hear the childrenread
atleast twice aweek. Withvolunteers some children can be heard every day.

The volunteers were asked when they had started work in the schools for the
Project; of the 58 who answered this question, 22 said they had started in the
Autumn term 1994, 36 in the Spring term 1995. The teachers were also asked
when volunteers had started work in their schools; of the 22 who responded on
this item, seven named the Autumn term 1994, 15 the Spring term 1995,
Therefore, only a minority of the 13 schools had operated the Project for the full
school year; in most, the effect on pupils was achieved in rather less than
two terms, since the post-testing took place in mid-June 1995. It is worth
noting that in their replies on the impact of the Project on the children many
volunteers stressed that the children were getting much more time for their
reading.
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Similarly, in Part C of their 1995 questionnaire, pupils were asked about the
amount of help they had had with reading in that school year. Half said they had
had more, 28 per cent about the same, and 22 per cent less. To a question asking
who had given them help with reading that year, 90 per cent of pupils named
their teacher, and about three quarters mentioned each of parents and other
adults, while siblings, other relatives, friends and (unspecified) others were
each mentioned by between a third and a quarter.

In Part B of the pupil questionnaire there were three more specific questions
which were asked in both years; the results are shown in Figure 1.

Figure 1: Frequency of reading with teachers and other adults

With the teacher
1994

1995

With another adult
at school

1994

1995

With an adult
at home

1994

1995

R NS T R T R N

0 20 40 &0 80 100
Percentages of pupils reparting various numbers of limes per week {N = 433)

- never

The average frequency of reading with an adult at home had fallen; this is
consistent with the reported increases in preference for watching television and
for playing out. But at school the average frequency of reading with a teacher
had increased slightly, and of reading with another adult (the Project volunteers)
very markedly. The Project had therefore succeeded in its most important
intervening objective, namely a substantial increase in the amount of
individual reading attention pupils received.

nee t more than twice

This in turn will have substantially increased the amount of time during which
pupils’ attention was focused on theirreading. Aswith almostall achievements,
supported time spent on fask was found to be an important factor
associated with pupils’ success with reading in this Project.
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3.2 Directed reading activities

What did pupils do during the year that impinged on their reading? Three
questions were asked of pupils in the 1995 questionnaire about specific forms
of reading activity which might have had a bearing on achievement. Fifty-two
per cent said they had read to younger pupilsin the school during the year; this
would have increased their own time for practice. About half of these pupils
had helped younger pupils with their reading, a quarter had read in class
assemblies, and a further quarter had made books to read to pupils in infant
classes. Pupils who achieved below level 3 at key stage 2 at the end of the year
were least likely to have read to younger pupils.

Similarly, 52 per cent of pupils said their class teacher had made suggestions
to them during the year about what they should read, and just over half of
those pupils said that their teachers had made more suggestions than in the
previous year. Of specific suggestions reported, just over half were names of
authors (especially Dick King Smith, Anne Fine, Shakespeare), while most of
the remainder were related to technical improvements, such as reading with
expression.

When asked if their class had taken part in any special reading activities
during the year, 77 per cent of pupils said they had. Some of the activities
most frequently mentioned were ‘a teacher came in with lots of books’,
‘bouncing for books’, topic research, and special assemblies,

The teachers also said that they had made more use of particular categories of
book during the year: author collections were mentioned by 10 teachers, fiction
by 18, and non-fiction and poetry by 19 each.

3.3 Resources

The mention of ‘lots of books’ is a reminder that the Project would have been
stillborn without extraresources. InJune 1995, teachers and pupils were asked
about the quantity of books in their class and school libraries compared to the
beginning of the school year. Of the 22 teachers responding, 10 said that their
school library had more, and 17 that their class library had more -- one adding
the rider that in her school it was impossible to increase both school and class
library stock in the same year. Two teachers commented:

The book selections were excellent,

We need more resources to buy books like these.
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Of the pupils responding, 56 per cent thought their school library had more
books, 69 per cent thought their class library had more, and in both cases only
12 per cent thought there were fewer.

Teachers were also asked whether they had had any other extra resources
{financial or material) to help them implement the Project; 11 out of the 23
responding said they had, and the majority of these again mentioned new books,
implying the money to buy them.

The striking finding that the proportion of pupils who reported having enjoyed
a fiction book had increased from 36 to 78 per cent appeared to confirm that
within the wider choice of books many more pupils had found something to
their liking.

3.4 Training and support

Training to start up the Project in any school was provided by the Knowsley
Adviser and Advisory Teacherfor English. They trained the Project facilitators
and other teachers in the schools, and all of these people took part in training
the volunteers.

The training for teachers varied in length between two days and several
sessions, and the content included staff meetings, discussions, awareness
raising, observing volunteer training, observing the use of a Record of
Achievement forreading, and demonstration of teaching and learning techniques.

The training for volunteers consisted of several sessions, during which volunteers
were supported in helping children to choose and talk about books. They were
also shown ways of reading books with children, helping them to tackle
unknown words, using different strategies, and encouraging them and giving
them confidence; the volunteers then had the opportunity to try out these skills.

Both teachers and volunteers were asked about the training they received. Of
the 23 teachers, 16 said they had received training. Of these, 11 rated the
training as good or very good, three rated it as average or poor, and two did not
give a rating.

Of the 64 volunteers who returned questionnaires, 56 said they had received
training, and of these 51 rated it as good or very good, four rated it as average
or poor, and one did not give arating. The two most informative descriptions
given by volunteers were these:
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Three 2-hour sessions. We discussed what reading was — its importance.
How to listen to children, correct, encourage, show easy ways for them to
read words, etc. Went through targets of key stages 1, 2 and 3. Discussed
use of expression, finding data from reference books, etc.

[The training | helped me to listen to children, how to help different levels of
children, how to read together and give confidence even to the poorest
reader.

In answer to a separate question in the questionnaire, 18 teachers said they had
had support from the LEA staff during the year beyond the training. The LEA
staff were accessible and supportive, visited the schools, and demonstrated the
Project techniquesinclassrooms. They alsoheld regular facilitators’ meetings,
from which information was brought back.

3.5 Commitment

Of the 23 teachers, eight currently held posts of responsibility for English, and
10 were currently Project facilitators. Eighteen said they had had extra duties
during the year as aresult of the Project. These included facilitators’ meetings,
keeping records, administering the NFER instruments, and a great deal of work
with the volunteers — recruitment, training, support, monitoring and
encouragement.

Both teachers and volunteers were asked about the manageability of the Project
for them, and teachers also about its compatibility with the national curriculum.,
Only four teachers found the Project less than very compatible with the national
curriculum.

Nineteen teachers found the Project very or fairly manageable, and only three
considered it borderline in this respect. Of the three with serious doubts, one
felt that the information provided was sketchy and too late, one felt the Project
was outside her control, and the third said time had been a problem, particularly
for paperwork — there had been no time allowance. Nine others mentioned the
time problem.

Among the volunteers, 47 found it very manageable, 16 fairly so (the most
frequent constraint being other commitments), and only one considered it

borderline (no reason given).

One particularly strong reason for the volunteers’ commitment to the Project
was that 51 of them had, between them, about 100 children of their own in local
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schools, especially the one where they were giving help. Of the other
volunteers, four had grandchildren there, and one a cousin. Only six had no
children in the system at the time, though two had had previously. Three
worked in other capacities in the schools where they were volunteers, and only
one denied any connection at all with the school in which she was helping.

3.6 Collaboration and job satisfaction

Both teachers and volunteers were asked about the impact of the Project on
themselves and on each other (for volunteers this question was phrased in terms
of their working relationship with teachers). Twenty teachers rated the impact
of the Project on themselves as very or fairly successful, with only three rating
it as borderline or unsuccessful. Of these three, one gave no reason, one said
the Project had had hardly any impact on her, and the third said that notenough
detail had been given about what techniques were to be used. The positive
comments covered changes in attitudes, and (more frequently) in teachers’
approaches. A particularly informative comment was this:

1. Far more positive attitude to volunteers as I knew they'd been trained
to help the children not only in listening to the reading but assessing the
child's ability.

I have focused in on specific authors and talked about style, etc.

Introduced various activities associated with writing a book for Early
Years:

— planning

— using computer

— illustrations

— printing

- making a tape to go with the text.

The sentiment about the beneficial impact on working relationships was
reciprocated by the volunteers; they all felt that the impact here had been fairly
or very successful. Greater approachability, and ease in discussing children’s
needs, were constantly mentioned, and appreciated; also support from the
teachers. Some representative comments were:

Able to relate better with the teachers not only with regard to the Project
but also other matters. Also I feel I have a better understanding of the
problems faced by teachers and children alike due to reading difficulty.

I felt that I was taking some weight off the class teacher and so felt
purposeful and valued.
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We have a good relationship, with more responsibility as the year
progresses being given tome, i.e. changing bookslkeeping books/staying
on a stage or moving up a stage is my responsibility.

I feel [the Project] enhanced parent/teacher relationships due to them
working in partnership towards the same goal.

Again, all the volunteers felt the impact on themselves had been fairly or very
successful. They felt more confidence in their dealings with the teachers, and
in themselves. They felt that they understood reading and how children learn
better, that they had been doing a useful and worthwhile job, and that they could
help their own children more:

To my surprise, I found I developed my own reading skills.

Idiscoveredthe meanings of words which I had heard but never bothered
to look up.

Personally, this course built up my own confidence and I discovered
areas in which I was strong and others in which I was weak.

Twould never have dreamed to ask children abour authors and ilfustrators.

I now know many of the children beiter. I enjoy the relationship I have
with them, andit’s a goodfeeling to know that someone is improving with
your help.

Now when I read with my children we talk about what they liked and
disliked about the story rather than just closing the book.

Friday morning — highlight of the week.

And all the teachers felt that the impact on the volunteers had been beneficial,
improving their skills, insight, enjoyment and commitment:

The parents grew in confidence as they learned from the training.

Both groups were also asked how much they felt they had got out of the Project,
Sixteen teachers replied ‘quite a lot’ or ‘a great deal’, while only three replied
‘nothing’ or ‘notalot’. Of the latter, two had had little involvement; the other
felt that she and the parents had been given too little information. The positive
comments mentioned the benefit tothe children, the better working relationships
with the volunteers, and the opportunity it gave the teachers to develop their
insights into reading, to cope better with the demands on them, and to broaden
their focus and teaching.

All the volunteers felt they had got quite a lot or a great deal out of the Project.
They mentioned variously the pleasure they had got out of doing a worthwhile
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job, the growth in their knowledge, skills and confidence, the improvement in
their own reading and in their relationships with children and teachers, and the
benefit to the children. As one volunteer put it:

A. Knowledge of different reading techniques.

B. Helping children with aspects they found difficult, and improving
skills with already able readers.

C. Recognition from the children and teachers.
D. Enjoyment.
E. Possibility of a future career.

Fifty-two of the volunteers said they had plans for further involvement with the
school where they were helping; in almostall cases they would continue to help
with reading. Thirty-one said they had plans for further training or courses as
a result of the Project; tfor several people, this included teacher training.

A final comment from a teacher sums up the enthusiasm engendered:

I hope to run courses for parents every year now - they are eager to learn for
themselves and most of all eager to feel confident that they are doing things
‘right’ to help the children.

3.7 Summary of factors associated with the
effectiveness of the Projeci

The supply of volunteers was substantial, and greater than in the previous year.
This permitted most of the pupils involved to have much more individual
reading time. There were extra resources, mainly in the form of books, to
support this, and both the teachers and the volunteers involved had had effective
training and support. High levels of commitment and enthusiasm were shown
by the teachers and volunteers, and they generally expressed great satistaction

with the Project, and planned to continue both that form of provision and (in the
case of the volunteers) their own development.

All of these factors appear to have been associated with the success of the
Project, though there may have been others about which information was not
collected. The findings on the impact of the Project on the teachers and
volunteers can also be interpreted as further indications of the Project’s
effectiveness, as part of the *virtuous circle’ of the impact on the mass of pupils
involved being reflected in turn in the adults’ feelings of having been involved
in a success story.
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Chapter 4:

GENERAL CONCLUSIONS

The Knowsley Reading Project was a notable success for the great
majority of the pupils involved. Their attitudes to reading and their
reading habits had improved, and the test results showed clear and
substantial improvement - a year and two-thirds’ progress in one year.
The principal aim of the Project was to benefit pupils who were of average
potential but who were underachieving, and this aim was achieved. The
general thrust of the Project in Year 6 would be well worth repeating and
replicating, and broadening to other year groups.

However, there remained a stubborn problem: the lowest achievers’
attainment not only remained low but fell still further behind, and their
attitudes to reading remained largely negative. Two high priorities for
Knowsley Borough should be to focus on these pupils in their first year of
secondary education, and to start a different programme for low achievers
identified early in the primary school,

The main factor associated with the effectiveness of the Project was the
large amounts of volunteer time given to individual help with pupils’
reading. This in turn could not have been so effective without the focused
training provided for teachers and volunteers, and their commitment and
enthusiasm, and the extra books. :

It will be for Knowsley LEA to calculate more precisely the cost of the
Project. However, on general grounds it seems to have been a low-cost
initiative, since the schools incurred few expenses, and the volunteers by
definition gave their time free. The main financial item will have been the
‘opportunity cost’ of the LEA staff time given to this initiative rather than
to other work. But given the success achieved for a good many pupils, and
the opportunity for disseminating the approach toother schools in Knowsley
{and beyond), the Project appears to have provided excellent value for
money.
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Appendix A:
HOW THE EVALUATION WAS

CARRIED OUT

A1 The information collected

A. In June 1994

The Year 5 teachers whose pupils were tested were asked to provide a limited
amount of essential background information abouteach of their pupils: date of
birth, gender, whether English was the pupil’s first language, and whether the
pupil was recetving free school meals. They were also asked to fill in a very
brief questionnaire about the manageability of the tests for the teachers who
administered them, and about the suitability of the tests for their pupils.

The pupils involved were asked to complete an attitude questionnaire and to
take a reading test.

The pupil attitude questionnaire was an adaptation of one which the NFER had
used in the 1988 Assessment of Performance Unit Language Monitoring
Projectsurvey of the abilities in English of Year 6 pupils in England, Wales and
Northern Ireland — see Gorman et al. (1991, pp.54-58) for details of the results
obtained then. The adaptation consisted of deleting items which concerned
aspects of language other than reading, and/or required written answers more
than a few words long.

The tests used were levels A-D of the Reading Ability Series (Kispal, Gorman
and Whetton, 1989). The great majority of the pupils took level C, which is the
most appropriate level of the series for pupils aged 10. However, it was agreed
between NFER and the Project Co-ordinators that they and their colleagues
teaching Year 5 should have the option to enter particularly able children for
level D, and less able children for level B or even A.

Each level of the Reading Ability Series contains both a narrative and an
expository text, with a range of questions on each. Atlevel A, both are taken
in one sitting of 60 minutes; at other levels they are taken in separate sittings
of 45 minutes each. For this evaluation, the attitude questionnaire was
administered in a further session; within reason, pupils were allowed as long
as they needed to complete it.
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The questionnaire was not a standardised instrument, and any improvement in
pupils’ attitudes would therefore have to be carefully interpreted before being
accepted as ‘greater progress than expected’. The tests used, however, were all
standardised, and the scores of the standardisation samples could therefore be
used as acontrol group. If between June 1994 and June 1995 Knowsley pupils
made statistically significant gains in their average standardised scores, then
this would be ‘greater progress than expected’.

In addition to the more formal and quantitative information which NFER
gathered, Year 6 teachers in the participating schools, and the Knowsley
advisers, kept track of the more qualitative side of the Project, by observing
their pupils and keeping their own logs.

B. in June 1895

The Year 6 teachers whose pupils were tested were again asked to provide a
Iimited amount of essential background information about their pupils, but only
on those pupils who had been tested in 1994, and on this occasion the only
information requested was whether pupils were in receipt of free school meals,
and their 1995 end of key stage 2 English results.

The teachers involved in the Project were also asked to complete a (longer)
teacher questionnaire (reproduced in Appendix C). Similarly, as many as
possible of the adult volunteers involved were asked to complete a volunieer
questionnaire (reproduced in Appendix D). Both questionnaires asked for
participants’ perceptions and opinions of the Project, and were completed in the
respondents’ own time. The teacher questionnaire incorporated items repeated
from 1994 about the manageability and suitability of the tests.

Pupils who had completed a test in 1994 were again asked to complete an
attitude questionnaire (reproduced in Appendix E). The first two sections were
identical to the 1994 instrument, and in 1995 there was a new third section
which concentirated on pupils’ perceptions of the Knowsley Reading Project’s
aims and impact.

The tests used were levels A, C, D and E of the Reading Ability Series. Tt was
agreed between NFER and the Project Co-ordinators that

& pupils who had taken level A in 1994 should take level A again
& pupils who had taken level B in 1994 should take level C
&  pupils who had taken level C in 1594 should take level D
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@ pupils who had taken level D in 1994, and for whom a standardised score
on that level could nnot be calculated on that occasion, should take level D
again (this was in order that their standardised scores for 1995 could be
reported back to the schools)

e pupils who had taken level D in 1994, and for whom a standardised score
on that level was calculated on that occasion, should take level E.

As aresult, in 1995 the great majority of the pupils took level D, which is the
most appropriate level of the series for pupils aged 11, with much smaller
numbers taking the other levels.

A.2 Planned comparisons

The items on manageability and suitability within the teacher questionnaire
were to be used for comparisons between the two years. Otherwise, since most
of the teacher questionnaire and the whole of the volunteer questionnaire were
administered only in 1995, they were not used for comparative purposes, but to
suggest background factors for the guantitative results.

Similarly, the third section of the 1995 pupil questionnaire was intended to
investigate background factors. The purpose of administering the first two
sections of this questionnaire unaltered on both occasions was to detect any
changes in pupils’ reading habits and attitudes to reading over the year; as far
as isknowii, this was the first occasion on which such an over-time comparison
of pupils’ reading habits and attitudes had been attempted.

The average standardised scores for the large group of pupils who took level C
in 1994 and level D in 1995 would provide the major comparison of interest.
However, less powerful quantitative comparisons would also be possible for
most of the other pupils.

The purpose of collecting the pupils’ key stage 2 English results was to allow
a comparison and correlation between those results and the reading results
gathered within the Project; this is likely to have been the largest such
comparison available up to 1995.

This evaluation joins a series of projects which have used levels of the Reading
Ability Series to provide objective information about pupils’ gains, and/or
about the trend of reading standards, and which have in turn provided valuable
data on the functioning of the tests. Level A was used to compare the attainment
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of Year 3 pupils in England and Wales in 1987 and 1991 (Gorman and
Fernandes, 1992); the main finding was a drop of 2.5 standardised score points
between 1987 and 1991. A further study in 1995, using the same test (Brooks

et al., forthcoming — see p. 10 of this report), found that the standard had
returned to the 1987 level.

In 1992/93, levels C and D were used in the Avon Collaborative Reading
Project, much as in this evaluation, to provide before-and-after measures for a
group of 156 pupils moving from Year 5 to Year 6; over a period of seven
months they made an average gain of 1.7 standardised score points (Gorman,
Hutchison and Trimble, 1993; see especially p.12). In 1993, levels A and B
were used to monitor the reading standards of pupils aged 8 in Northern Ireland,
and level D the standard of pupils aged 11; the 11-year-olds were found to be
about as far ahead of the 8-year-olds as would be expecied {rom the difference
inage, and the performance of both groups was found to be broadly comparable
to thatof pupils of the same ages who had taken partin earlier studies in England
and Wales (Brooks er al., 1995b).
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Appendix B:
THE SURVEYS OF PUPILS’ ATTITUDES

B.1 The questionnaire

Past national surveys (such as those by the Assessment of Performance Unit)
have indicated that positive attitudes towards reading benefit a child’s reading
attainment. Knowing whether a pupil can read is not sufficient: one also needs
to know whether that child is choosing to read. Children motivated by

enjoyment and purpose tend to read more, and hence continue to improve their
skills.

An attitude survey can provide valuable insights into pupils’ self-perceptions
as readers. The pupil questionnaire for the Knowsley Reading Project, entitled
What do you think about reading ?, elicited information concerning pupils’

e enjoyment of reading

¢ ease or difficulty with reading

= independence in reading

* reading preferences

< reading habits

e (1995 only) opinions on the Project and its effects.

Information on the first five topics was drawn collectively from parts A and B,

and on the last topic from part C, of the questionnaire, which took the following
form:

Part A consisted of 34 statements to which pupils circled one of three
responses (YES/Not sure/NO).

Part B consisted of 14 questions, some with multiple parts, resulting in a
potential maximum of 24 responses. Pupil responses in this section were
mnvited in three forms: Yes/No, multiple-choice selection or a very brief
written response.

Part C (1995 only) consisted of 13 questions, one with multiple parts,
resulting in a potential maximum of 19 responses. Pupil responses in this
section too were invited in three forms: Yes/No, multiple-choice selection
or a very brief written response.
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Such ‘self-report’ measures have been shown to be the most accurate gauge of
attitudes, although they are dependent on self-knowledge and memory. A pupil
may also be affected by the desire to please or to give socially acceptable
answers. In order to encourage honest responses, pupils were reminded that no
answer was either right or wrong.

Thissection is based on the responses of 433 pupils who completed questionnaires
in both years. Statistical data on pupils’ responses included an item-by-item
analysis by gender and by take-up of free school meals in both years, and by key
stage 2 English level in 1995 only. Where no mention is made of differences
between years, responses in the two years did not differ significantly. Where
pupils achievinglevel 2 at key stage 2 in 1995 are mentioned, the one child who
achieved level 1 is included.

B.2 Enjoyment of reading

Overall pleasure

Overall, three-quarters of the pupils surveyed claimed to enjoy reading, but in
1995 only 58 per cent of those achieving level 2 at key stage 2 claimed this.
About a quarter (and significantly more of those achieving level 2 at key stage
2) — possibly although not necessarily the same children who did not enjoy
reading — said they were unable to find books they wanted to read. In 1994,
about a guarter of pupils described themselves as not interested in books, but
in 1995 this figure had fallen to 18 per cent overall; this masked large
differences according to key stage 2 level: level 2, 38 per cent; level 3, 21 per
cent; levels4and 5, 6 per cent. Similarly,in 1994 30 per cent of the entire group
claimed they could not recall reading anything enjoyable, but in 1995 this
proportion had fallen to 19 per cent, though it remained at 38 per cent among
those achieving level 2 at key stage 2.

A marked gender difference was apparent in enjoyment of reading, with two-
thirds of boys but over 80 per cent of girls claiming to enjoy it.

Voluntary reading

Positive attitudes to reading correlate closely with the degree to which a child
chooses to read when such activities are not imposed on him or her by the
school. In 1994, just over a quarter of the sample said that they read only what
they had to, or just in order to find out something. For slightly fewer, 20 per
cent, the only books read were those provided by the teacher. In 1995, all three
figures had fallen, to 17 per cent, 21 per cent and 12 per cent, respectively. In
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that year there was also a strong association between these attitudes and key
stage 2 level, with those achieving level 4 or 5 most positive in every case.

Whilst justover 50 per cent preferred playing outto reading books in both years,
from 1994 to 1995 the proportion expressing the opposite preference fell (from
25 to 18 per cent). In both years, just over 50 per cent disagreed with the
suggestion that their life outside school was too full to read, or that they were
too busy doing other things to read athome. In both cases, positive responses
on these items correlated strongly with key stage 2 level,

Enjoyment in reading at home can be taken as a meaningful indicator of reading
undertaken willingly. In 1994, just under three-quarters agreed that they liked
to do so, and in 1995 this figure had risen to 79 per cent. In both years about
half further said that they liked reading by themselves for hours.

There appeared to be a marked gender difference in voluntary reading habits
(see Table 5). Whilst in 1994 63 per cent of boys liked reading at home, the
corresponding figure for girls was 82 per cent, and in 1995 both figures had
risen. For about a quarter of boys, reading was functional only, whereas only
about a sixth of girls read only when they had to or in order to find out
something.

Table 5: Enjoyment of private reading

BOYS GIRLS
Yes No Motsure | Yes No  Not sure
% % Y % Y %
I like reading at home 1994 | 63 24 13 82 6 12
1995 | 68 13 19 91 4 5
I tike reading by 1994 1 43 19 38 60 22 18
myself for hours 1995} 38 20 42 62 20 18

Just under half of pupils liked to read to help them understand their own and
other people’s problems.

Talking about books

Over half of pupils said they liked talking about books they had read, whereas
30 per cent actively did not. A higher proportion of girls than of boys enjoyed
this activity (just over 60 per cent, as opposed to roughly 50 per cent).

Reading aloud with expression appeared to be comparatively a less popular

practice. Those who actively disliked doing so outnumbered those who
enjoyed it (43 to 34 per cent).
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B.3 Ease or difficulty of reading

Whilst nearly half of the pupils surveyed (and, in 1995, only a fifth of those at
key stage 2 levels 4 and 5) said that it took them a long time to read most books,
only about 15 per cent (but 40 per cent of those at key stage 2 level 2) claimed
to find reading difficult. About 60 per cent were confident enough in their
reading ability to find some books in the class library too easy for them (again,
the proportion was lowest among those at key stage 2 level 2), leaving only
about one pupil in seven at instructional level or worse with library books.
Confidence decreased, however, when applied to books used inclass. Between
a third and a quarter found some of these too difficult, and only just over 40 per
cent (but many more of those at key stage 2 levels 4 and 5) asserted they had
no problem with them. Reported difficulty with class books was higher
amongst pupils on free school meals.

On two further questions, boys again displayed a greater aversion to print than
girls. About a third of pupils wished that books had more pictures and less
writing, with just under half wishing the opposite. About two-fifths of boys
wished thatbooks had more pictures and less writing, contrasted with just under
30 percentof girls. In 1994, 39 per cent of pupils overall and 47 per cent of boys
felt they did better in subjects where a lot of reading was not required; in 1995,
these proportions had fallen to 36 and 42 per cent respectively, while the
proportion of girls saying this remained unchanged at 29 per cent (see Table 6).

Table 6: Difficulty with reading

BOYS GIRLS
Yes No MNotsure Yes Mo Notsure

Y Yo Yo Yo % %
T wish that bookshad 1994 | 43 ' 38 19 29 50 21
iess writing and more
pictures 1995 | 36 19 45 26 24 51
I do better in subjects 1994 | 47 25 27 28 32 40
where I don’t have to
read a lot 1995 42 26 32 29 32 40

On both questions, positive attitudes were highestin 1995 among pupils atkey
stage 2 levels 4 and 5, and lowest among those at level 2.

36



B.4 Independence in reading

Independence inreading isachief aim of aliteracy programme. Anoverwhelming
majority of pupils (93 per cent) agreed that they liked to choose their own books.
Most also felt confident in the use of a library to find things out, thoughin 1994
the average rating of 65 per cent affirming this masked a significant gender
difference of 71 per cent for girls and 62 per cent for boys. In 1995, however,
this difference had disappeared; there was no longer a significant difference in
opinion between girls (65 per cent) and boys (61 per cent).

On the question of whether pupils like to go off to read by themselves the overall
figure was just over 60 per cent in both years, and in both years the gender
difference was significant (boys, just below 60 per cent; girls, about70 per cent
— see Table 7). Opinions on this item differed significantly according to key
stage 2 level, with those at level 2 lowest.

Table 7: independence in reading

BOYS GIRLS
Yes No Notsure Yes No Not sure
% Yo % % Yo %
1 like going off and 1594 59 22 19 73 13 14
reading silently by
myself 1995 | 58 14 28 70 18 13

Active engagement with the text is indicated by pupils who like asking alot of
questions about the books they have read. Although about a third of pupils
enjoyed doing so, almost half chose the ‘No’ option for this statement rather
than the more diffident ‘Not sure’. However, a higher degree of independence
was reflected in responses to the statement, ‘I prefer listening to a story being
read out to reading it by myself’. Here, nearly half the sample (46 per cent)
preferred independent reading to ‘story time’, and again this attitude was
strongest in 1995 among those at key stage 2 levels 4 and 5.
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B.5 Reading preferences

Reading and television

Many more pupils overall preferred watching television to reading (nearly half
the sample), and this figure did not alter between the two years. On the opposite
opinion, however, there was a significant difference: just over a quarter
preferred reading to television in 1994, butin 1995 this had fallen to 19 per cent.
The preference for television was more marked amongst boys (rather more than
half chose it, compared with 35 to 40 per cent of girls — see Table 8).

Table 8: Preference for television over books

BOYS GIRLS
Yes No  Notsure | Yes No Notsure
% Yo Yo % %Y Yo
I prefer watching 1994 | 52 26 22 41 27 32
television to
reading books 1995 58 27 15 35 41 24
Reading materials

The types of reading material pupils encounter will necessarily influence their
future choices and tastes. Section A of the pupils’ reading questionnaire
included several statements probing preferences for a few genres of text:
stories, non-fiction, comics and poems.

@ A great majority of pupils (78 per cent) liked reading stories, although
fewer, 58 per cent, preferred them to information books. A further fifth to
a quarter of the sample claimed the reverse, a positive preference for
information books over stories. Preference for stories over informational
texts was expressed by a greater percentage of girls than boys (60 to 55 per
cent), a bias that was even more marked in relation to the simple, non-
comparative statement, ‘I like reading stories’. Here, over 80 per cent of
girls agreed, as against about 70 per cent of boys.

@ In the sample as a whole, a preference for stories similarly won out over
reading about one’s hobbies, although the demarcation was less emphatic
than when stories were compared with informational texts. Nearly half
preferred stories to hobby reading, and 32 per cent the reverse. Cnce again,
girls showed a partiality for stories above all: only 21 per cent preferred
hobby reading to fiction, against 40 per cent of boys.
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e Inresponse to the simple statement, ‘1like reading non-fiction’, nearly a
half of all pupils agreed and over a quarter disagreed. In this non-
comparative context, no significant gender differences emerged.

e In 1994, books were preferred to comics, magazines and annuals as
reading material. Pupils’ opinions on this point were gauged through two
matched, opposing but separately placed statements. Results were close
and consistent across the two, averaging at 45 per cent who preferred books
and 34 per cent who preferred comics. In 1995, however, the difference
had disappeared; each preference was expressed by 28 per cent.

® Within this general picture, the 1994 preference for books over comics
emerged more strongly amongst those pupils on free school meals (52 per
cent of this group as opposed to 38 per cent of the rest), though this
difference had also disappeared by 1995. And whilst nearly twice as many
boys chose comics as did girls, their preference was less strong than that
of girls for books.

®  Although 17 per cent claimed not to enjoy poetry, nearly three-quarters of
pupils agreed with the statement, ‘I like reading poems’. The taste for
poetry was more marked amongst girls, 85 per cent of whom liked poems
(contrasted with 63 per cent of boys) and, albeitless emphatically, amongst
free school meal pupils.

Section B of the pupils’ questionnaire incorporated a list of 21 genres of text,
from which pupils were invited to select three to represent their favourite types
— see Figure 2.

The most noticeable change between 1994 and 1995 was the rise of magazines
and animal stories, and the corresponding fall of adventure stories and fairy
tales. Significant gender differences appeared within a few categories. Girls
indicated stronger preferences than boys for fairy tales (42 to 22 per cent in
1994; 22 to 11 per centin 1995, in itself a significant shift) and for magazines
(29 to 12 per cent in 1994; 52 to 29 per cent in 1995 — again a significant
change). Both of these changes might be seen as reflecting maturing tastes.
(Teenage stories, however, were selected by only six per cent of the entire
sample in 1994, and 10 per centin 1995.) A greater proportion of boys, in turn,
preferred sports books (selected by 35 per cent of boys and seven per cent of
girls in 1994, the 1995 figures being 40 and 14 per cent), comics (28 to 13 per
cent in 1994, 32 to nine per cent in 1995) and, in 1994, non-fiction (12 to five
per cent; in 1995 equal at eight per cent).

The only statistically significant difference in response to this item between
pupils on free school meals and others appeared in the category of Ghost and
Horror stories. Forty-eight per cent of free school meal pupils selected them as
a favourite, as compared with about 40 per cent of the other children.
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Figure 2: ‘Top Ten’ genres of reading materiai
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Section B of the questionnaire also asked pupils whether they had a favourite
book or author, and 81 per cent replied in the affirmative in 1994, with a
significant rise to 87 per cent in 1995. When asked whether they had enjoyed
reading any fiction or non-fiction in the last year, pupils gave strikingly
different responses to the two ¢ategories and in the two years. In 1994, whilst
69 per cent of children could think of some non-fiction work they had recenily
enjoyed (once again a more common response from boys), only 36 per cent felt
they had enjoyed any work of fiction that year. However, by 1995 these figures
had altered to 57 per cent (a significant fall) and 78 per cent, a highly significant
increase.

B.6 Favourite books and authors

Pupils were invited to supply a name for their favourite book and/or author, a
work of fiction they had enjoyed within the last year and where they had
obtained it, and a work of non-fiction recently enjoyed. They were also asked
for their favourite magazine or comic, and invited to supply an example of a
work in each of their three preferred genres selected from a long list.

Overall there was a huge diversity of responses. Almost as many books and
authors were put forward as the number of pupils participating. Seme pupils
appeared to have a problem spelling their authors’ names, and additionally
tended to give the subject matter of the chosen book rather than its title
(especially in the case of non-fiction). Within many pupils’ questionnaires the
same book was repeatedly cited, falling for example into the category of ‘all-
time’ favourite book, favourite work of fiction, and example of an adventure or
other genre of book. It would seem that such pupils were either readers of small
appetite, who had to make the one book read in a while do service to all
questions, or that the book read most recently was the one remembered most
vividly. Another phenomenon was the citation of the same book by several
pupils from the same school. Perhaps this book had been read or at least
recommended to the class by their teacher, or perhaps children had passed it
around amongst themselves.

When asked to name their favourite book or author, pupils much more
frequently responded with the former. Titles were enormously diverse, ranging
from Pilgrim’s Progress, The Lion, the Witch and the Wardrobe and The
Railway Children 10 Star Trek, Day of the Jackal and The Jolly Postman. The
only titles quoted more than once each were (1994) Viad the Drac, Where's
Wally, (1995) Dirty Beasts, Goose Bumps, Running Away by Pat Edwards, and
many of Roald Dahl’s works (both years; especially Fantastic Mr Fox,
Revolting Rhymes, Matilda, The Twits, The Witches, The BFG and Charlie and
the Chocolate Factory). Roald Dahl emerged very strongly as the favourite
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author, although others mentioned (if not always correctly spelt) included
(1994) Hazel Townson, Berlie Doherty and Shirley Hughes, (1995) Dick King
Smith, Anne Fine and Louisa May Alcott, and (both years) Enid Blyton.

A similarly broad range of answers were supplied to represent fiction enjoyed
in the last year. Most pupils were able to name the author of their chosen title,
and again these included very many names, from ‘classics’ such as Michael
Bond (Paddington), E.B. White (Charlotte’s Web) and Susan M. Coolidge
(What Katy Did) to modem classics like Alf Proysen (Mrs Pepperpot to the
Rescue), Dick King Smith (Harry Mad) and Betsy Byars (The Eighteenth
Emergency). Roald Dahl and Enid Blyton recurred on this question too,
although their presence was by no means heavily disproportionate to the other
authors mentioned. The only notable changes between 1994 and 1995 were that
Enid Blyton declined to a single mention, and that Anne Fine came into the list
with eight (seven for Crummy Mummy and Me).

Most children had found their enjoyed work of fiction exther in the class or
school library (about equal numbers for each in 1994; rather more from the
class library in 1995). In 1994, approximately one in five had got it from a shop
(not necessarily purchased with their own money); this proportion had
apparently fallen in 1995. As is reflected by the frequency of usage reported
elsewhere in the questionnaire, for only a small number was the source a public
library, and hardly any favourite fiction books were acquired as presents, in
either year.

When asked to give the title of a non-fiction book they had liked, a substantial
minority of pupils cited topics {(suchas ‘animals’, ‘sport’ or ‘cars’) instead. This
was in contrast to their responses in the fiction category, where titles were
given, if occasionally inaccurately. The same tendency to quote subject matter
rather than title re-appeared in the non-fiction category of the genre-list. Even
more than with favourite works of fiction, non-fiction titles were as numerous
as pupils participating. However, certain themes emerged: topics enjoyed
included space, history, school, animals, nature, health and sports.

Favourite magazines and comics were less diverse, presumably reflecting the
relative lack of choice in the market. In 1994, the Beano had the largest number
of mentions, followed by Smash Hits and Soccer Stars; in 1995 Smash Hits was
top, followed by Shoor and the Beano. Traditional boys’ magazines (Spiderman,
Buster) were mentioned more often than girls’ (Bunty, Just 17).

Pupils then selected three favourite text types and were asked to name an
example of each. Whilst overall this item revealed that pupils had a sound
understanding of genre types and were able to cite appropriate examples, a few
mismatches occurred. (A similar slight confusion was apparent in earlier
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questions, with The BFG being given as a comic, and The Little Vampire as a
work of non-fiction.) Acting on the trigger of its title, some pupils gave
Teenage Mutant Ninja Turtles as an example of a teenage story; another put
Sherlock Holmes in this category, perhaps interpreting teenage stories as those
written for, rather than about, teenagers. Sometimes a given work recurred in
several genre categories: Mrs Pepperpot to the Rescue, for example, was
classified both as an adventure story and a school story; Indiana Jones as both
adventure and mystery; and Soccer Stars was defined both as sport and a
magazine. This indicates, reasonably, that a given work may fall into at least
two categories. Comics and magazines, particularly, betrayed a high degree of
overlap: pupils appeared confused as to the difference between the two.

Under fairy tales, both folk tales (Snow White, Cinderella) and myths and
legends (Theseus and the Minotaur) were given, together withmodern variations
such as Roald Dah!l’s Revolting Rhymes. Nursery rhymes too appeared in this
group.

Ghost, Horror and Supernatural stories and joke books were as varied as their
contributors — no single title appeared to be quoted more than once.

'School and mystery stories were similarly varied and embraced both traditional

titles (Sherlock Holmes stories) and the relatively modern (The Secret Seven).
Favourite comics and magazines were repeated from the earlier question in
approximately the same league table. Few pupils mentioned newspapers, but
for those who did, the Sun, the Star and the Liverpool Echo were enjoyed.

B.7 Reading habits

Attitudes can be inferred from behaviour. Questions in this section required
pupils to gauge the amount of time spent reading each week in various
circumstances and the frequency of their library usage. These remaining data
may therefore be more susceptible to inaccurate recall or estimation.

Use of libraries

& School library Nearly one in five children never chose books from the
school library. Seventy-seven per cent of children using school libraries
borrowed books at least once or twice a month; of these, 51 per cent were
taking books out at least once a week.
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Public library Fewer pupils made use of their public library than the one
in school. In 1994, 43 per cent never borrowed books from the public
library, butby 1995 this had declined significantly, to 35 per cent. Of those
who did use a public library, just over half used it at least once or twice per
month.

Girls’ borrowing from public libraries exceeded that of boys at all
frequencies of use down (o once or twice amonth. Possibly boys’ library
usage in general was more dependent on the influence of a class teacher.

Time spent reading

¢

4
\4
¢

Fiction Most children who read fiction for their own pleasure did so for
either one or two hours each week (44 per centin 1994, 32 per centin 1995,
a significant fall indicating a general increase in time spent reading). At
these levels, boys were disproportionately represented. Amongst those
who read for three hours each week (10 per cent of the sample), more were
girls.

Non-fiction More children spent one or two hours a week reading this
genre of text for their own pleasure than fiction (52 percentin 1994, 45 per
cent in 1995, again a significant fall), but about the same proportion read
non-fiction for three hours a week (10 per cent). The proportion of pupils
who never read any non-fiction was three to four times as large as the.
proporiion who never read fiction.

Reading with the teacher
Reading with another adull at school

Reading with an adult at home

For data on these items, see Figure 2 in chapter 3 of the main report (p. 20).

Number of books owned

Only 10 per cent of pupils owned no books whatsoever in 1994, and by 1995
this had fallen to seven per cent. Otherwise, the number of pupils {alling into
the various degrees of book ownership was evenly spread, up to aceiling of 100
books. Most commonly, for about a fifth of children, between one and ten
books were owned; but 16 per cent said they owned more than 100. Free school
meal pupils were likely to own the smaller quantities of books (up to 25). In
higher categories of ownership the other group of pupils had greater
representation, presumably reflecting their family’s greater financial resources.
Book ownership also tended to increase with 1995 key stage 2 level.



B.8 Summary of main findings on pupils’ attitudes

Enjoyment of reading

Although enjoyment of reading was expressed most strongly by girls, it was felt
by three-quarters of all pupils in the survey. These children did not restrict their
reading to the minimum necessary to cope with daily demands; they read at
home willingly, many for hours. For about half of this year group (and
especially the girls), reading was preferred to other activities (except TV), and
the opportunity to talk about books was welcomed.

Ease or difficulty with reading

Only one in six of pupils reported experiencing serious difficulties with
reading, although a third to a quarter of the entire group (and especially those
on free school meals) sometimes found the books used in class too difficult.
Boys appeared to find the reading process more problematic, feeling happier
when a book or a school subject placed fewer reading demands on them.

Independence in reading

The great majority of pupils felt confident in choosing their own reading
material and in using libraries. Solitary reading was a popular activity, a
preference that may feasibly be connected with the finding that the biggest

group of respondents did not willingly ask questions about the books they had
read.

Reading preferences

Stories were liked by most children, and chosen over informational reading or
books on hobbies. Both boys and girls showed this preference for stories over
non-fiction. In 1994, whilst most pupils could think of a work of non-fiction
they had enjoyed in the last year, only a third could remember such a fiction
book. By 1995, however, though the proportion who could recall such a work
of non-fiction had declined somewhat, the proportion who could recall a work
of fiction that they had enjoyed had more than doubled.
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Three-quarters of pupils, especially girls, liked poetry. In 1994, books in
general were chosen over comics, magazines or annuals, though this difference
had disappeared by 1995. The four most popular genres in 1994 were: ghost/
horror/supernatural; adventure stories; fairy tales (particularly for girls);
and joke books. In 1995 the four most popular genres were: ghost/horror/
supernatural; magazines; joke books; and sport.

For boys especially but for a majority of these children, television was a more
popular activity than reading.

Favourite books and authors

The range of books and authors was extremely diverse, and very few pupils had
difficulty in stating genre preferences, orin naming afavourite book and author,

Reading habits
More use was being made of the school library than the public library.

In 1994, nearly half of children reading fiction for their own pleasure were
doing so for one or two hours each week. Those reading for longer durations
tended to be girls. Alarger group was spending one or two hours reading non-
fiction. In 1995, voluntary reading had on average increased.

Nine in ten of pupils owned some books, most usually up to ten in number.
Book ownership increased between 1994 and 1995.

Pupif characteristics

Girls tended to have more positive attitudes than boys, and to read more. There
were few significant differences between pupils receiving and those not
receiving free school meals. Very consistent differences were found according
to 1995 key stage 2 level: those at higher levels tended to own more books, to
read more, and to have more positive attitudes.
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Appendices C—E:

COPIES OF 1995 TEACHER, VOLUNTEER
AND PUPIL QUESTIONNAIRES

In the following pages the 1995 teacher, volunteer and pupil questionnaires are
reproduced.

Please note that all these questionnaires were originally A4 size and have been
reduced to approximately two-thirds of their original size.
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Appendix C:
THE 1995 TEACHER QUESTIONNAIRE

KNOWSLEY READING PROJECT

Teachers —
What do you think about the
Knowsley Reading Project?

As you know, Year 6 pupils in your school have been involved in the Knowsley
Reading Project during this school year (1994/95), NFER is evaluating the Project for
Knowsley Local Education Authority, and we would welcome your views on the
Project. We hope you will help us by filling in this questionnaire, Your views will be
confidential to the NFER research team, and no person or school will be identified in
our report,

When you have completed the questionnaire, please hand it by 23 June in a sealed
envelope to the Reading Project coordinator in your school, who will send it on to us.

1f you have any queries, please feel free to write to or telephone the leader of the NFER
evalnation, Dr Greg Brooks, NFER, The Mere, Upton Pazk, Slough SL12DQ, Tel:
01753 574123 ext. 356.

THANK YOU VERY MUCH FOR YOUR HELP,

Your school

Your name

Day Month

Today's date

© National Foundation for Educational Research 1995

48




About Yourseif

1. (please circle; Male / Female
T
2. Number of years teaching experience
]
3. Do you currently hold a post of responsibility
for English/language? YES/NO

4. Are you responsible for facilitating the Project
in your school? YES / NO

5. Which year group(s) do you teach?
6.  How many Year 6 pupils are in your class?

I
N.B. If your answer to q. 6 is None, do not answer guestions 11 &12.

About the Project: Training
7. Did you receive training for the Project? YES /NO

8.  If YES, how would you rate the training?
{please circle one) Very good/good/average/poor/very poor

9. If you answered YES to q. 7, please describe the training here, including
comments on the effectiveness of each element:




About the Project: Implementation

10, In which month did Project volunteers start working
with pupils in your school? {please tick one}  Sept 94

Oct 94
Nov 94
Dec 94
Tan 95
Feb 93
Mar 95

N.B. I your answer fo q. 6 was None, do not answer guestions 11 & 12.

11. How many adult volunteers have worked ]

with Year 6 pupils in your class this year? L |

12.  Relative to last school year is thig
(please circle onej  more [ about the same /[ fewer?
13.  Would you say that your class lbrary has more books in it now than at the
beginning of the school year, or fewer, or about the same?
{please circle one)  more books / about the same / fewer books
14.  Would you say that your school library has more books in it now than at the
beginning of the school year, or fewer, or about the same?
{please circle one)  mose books / about the same / fewer books

15. For each of the following types of book, please say whether you
have made more use of them this school year:

author collections YES /NG
fiction YES /NO
non-fiction YES/NO
poetry YES /NG

16.  This year, have you had any other extra resources (human, financial or
maierial} to help implement the Project?
YES /NO

17. If YES, please give brief details here:
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i8.

19.

20.

21,

22,

23.

24.

25.

Have vou had any additional duties this year as a result of the Project?

YES/NO
If Yes, please give brief details here:
How manageable have you found the Project?
{please circle one) very manageable/fairly manageable/

borderline/unmanageable

If you gave any answer other than ‘very manageable’ o q. 20,
please comment here:

Has support for your involvement in the Project been provided this year
by the Advisers and/or the school Facilitator? YES/NO

If Yes, please give brief details here:

How would you rate the compatibility of the Project with the National
Curriculum?

(please circle one) - very compatible/fairly compatible/
borderline/incompatible

If you gave any answer other than ‘very compatible’ to q. 24,
please comment here:
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N.B. On this page and the next, please answer only the guestions
which apply to the tests actually used in your school.

Manageability of the tests: how manageable were the tests for the teacher(s) who
administered them, in terms of preparation, administration and class organisation?

Please circle one letier in each row below to show your ratings of the manageability of
the tests, first overall and then for each test individually:

Very Fairly Borderline Unmanageable
manageable manageable

26, Overall \ F B

27. Reading Ability v F B U
Series Test A

28. Reading Ability Y F B U
Series Test C

29. Reading Ability \Y F B U
Series Test D

30, Reading Ability v F B U
Series Test E

31. If you have any comments on the manageability of the tests for the teacher(s)
who administered them, please give details here:
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Suitability of the tests: how suitable were the tests, in your opinion, for pupils in
Year 67

Please circle one letter in each row below to show your ratings of the suitability of the
tests, first overall and then for each test individually:

26.

27.

28.

29,

30.

37.

Very Fairly Borderline  Unsuitable
suitable suitable

Overall A" F B U
Reading Ability v F B U
Series Test A
Reading Ability v F B U
Series Test C
Reading Ability v F B ]
Series TestD
Reading Ability v F B U
Series Test E

If you considered that any of the tests was not suitable, please give details here:
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About the Project: Impact

38,

39.

40.

41.

42,

43.

How would you rate the impact of the Project on the pupils involved?

{please circle one) very successful/fairly successful/
borderline/unsuccessful

Please describe the impact of the Project on the pupils involved:

How would you rate the impact of the Project on the volunteers involved?

(please circle one) very successful / fairly successful /
borderline / unsuccessful

Please describe the impact of the Project on the volanteers involved:

How would you rate the impact of the Project on yourself?

(please circle one) very successful / fairly successful /
borderline / unsuccessful

Please describe the impact of the Project on yourself, giving details of
any changes in your approach, attitudes or thinking:
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The Project and You

4.

45.

46,

47.

48.

How much do you feel you got out of the Project?

{please circle one) A great deal/quite a lovnot alot/pothing

Please describe what you got out of the Project:

Would you have any recommendations for others involved
in such a Project? : YES / NO

If YES, pleasc give brief details here:

1f you have any other comments, please make them here:

THANK YOU VERY MUCH FOR FILLING IN THIS QUESTIONNAIRE.

55




Appendix D:

THE 1995 VOLUNTEER QUESTIONNAIRE

KNOWSLEY READING PROJECT

Volunteers —
What do you think about the
Knowsley Reading Project?

As you know, the help you have been giving to Year 6 pupils (10- o 11-year-olds)
during this school year (1994/95) has been part of the Knowsley Reading Project.
NFER is evaluating the Project for Knowsley Local Education Authority, and we
would welcome your views on the Proiect. We hope you will help us by filling in this
questionnaire. Your views will be confidential to the NFER research team, and no
person or schoot will be identified in our report.

When you have completed the questionnaire, please hand it in a sealed envelope to the
Reading Project coordinator in your schood, who will send it on to us. Please complete
if and return it by 23 June,

If yvou have any queries, please feel free to write to or telephone the leader of the NFER

evaluation, Dr Greg Brooks, NFER, The Mere, Upton Park, Slough SL.12DQ, Tek:
01753 574123 ext. 356.

THANK YOU VERY MUCH ¥FOR YOUR HELP.

Your school

Your name

Day Month

Today's date

© National Foundation for Educational Research 1995
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About Yourself

1. {please circle one) Male / Female

2. Please give a brief description of your gualifications and current or previous
occupation:

3. Please give a brief description of your previcus experience of working
with chifdren:

4. How did you get to know about the Project?

5. What is vour link with the local schools?

6. Do you have any children attending local schools? YES /NO

7. If Yes, how many?

8. What are their ages?
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About the Project: Training
9. Did you receive training for the Project? YES /NO

10. - If YES, bow would you rate the training?
(please circle one) Very good/good/average/poor/very poor

11, If you answered YES to q. 9, please describe the lraining here, including
comments on the effectiveness of each element:

About the Project: Implementation

12.  How many Year 6 pupils have you worked with this year?
13.  How many pupils in other years have you worked with this year?

14.  In which month did you start working with Year 6 pupils?

(please tick ore)  Sept 94
Oct 94
Nov 94
Dec 94
Jan 95
Feb 95
Mar 95

15. How manageable bave you found your involvement in the Project?

{please circle one) very manageable/fairly manageable/
borderline/unmanageable

16. If you gave any answer other than ‘very manageable’ to g, 15,
please comment here:
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About the Project: Impact
17. How would you rate the impact of the Project on the children involved?

(please circle one) very successful/fairly successful/
borderline/unsuccessiul

18. Please describe the impact of the Project on the children:

19.  How would you rate the impact of the Project on your working
relationship with the teachers involved?

(please circle one) very successful/fairly successful/
bordertine/unsuccessful

20. Please describe how the Project has affected your working relationship with
the teachers:
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21. How would you rate the impact of the Project on yourself?

{please circle one) very successful/fairly successful/
borderline/unsuccessful

22,  Please describe the impact of the Project on yourself:

The Project and You
23, How much do you feel you got out of the Project?

(please circle one) A great deal/quite alot/not a lot/nothing

24.  Please describe what you got out of the Project:

25.  Would you have any recommendations for others involved
in such a Project? YES /NO

26. If YES, please give bricf details here:
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27. Do you have plans for further involvement with the school? YES /NO

28. If YES, please give brief details here:

29. Do you have plans for further training or courses as a result
of the Project? YES /NO

30. If YES, please give brief details here:

31. If you have any other comments, please make them here:

THANKYOUVERY MUCHFOR YOURINVOLVEMENT IN AND SUPPORT
FORTHE PROJECT, ANDFOR FILLING IN THIS QUESTIONNAIRE.
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Appendix E:

THE 1995 PUPIL QUESTIONNAIRE
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THE KNOWSLEY READING PROJECT:
USING TRAINED READING HELPERS EFFECTIVELY

Pupils leaving primary school for secondary school in Knowsley face the increased
literacy demands of the secondary curriculum. But are their reading skills up to the
challenge? When 500 Knowsley Year 5 pupils were tested in June 1994, their average
reading level was found to be 16 months below the national average. Then, during the
school year 1994/95, while they were in Year 6, they were given substantial individual
help with their reading by trained adult volunteers. When the pupils were re-tested in
June 1995,

@ The average reading level of the majority of pupils had gone up by 20 months in
one year.

@ They had therefore made up half the gap towards the national average, and were
much better equipped for secondary school than they would have been.

@ The fact that the main improvement in reading was demonstrated on a standardised
test showed that the progress achieved was significantly greater than would have
been expected if these pupils had experienced ‘normal’ provision in Year 6.

® However, a small group of pupils with very low initial scores had made little progress,
and would need further specialist help.

@ The attitudes to reading of the great majority had improved.

@ In particular, the proportion who had recently enjoyed a work of fiction had more
than doubled, to 78 per cent.

©® The Knowsley teachers and adult volunteers involved were united in identifying the
improvement in pupils’ attitudes and attainment, and in affirming the value of the
Project.

© Because the reading helpers were volunteers, the Project was highly cost-effective.

The Knowsley Reading Project will be of interest to all those seeking to broaden the range
of effective strategies for improving pupils’ reading.

National Foundation for Educational Research

for Knowsley Metropolitan Borough
ISBN 07005 1412 0 National Literacy Trust

£6.00 Barclays Bank
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